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Of the small number of deaf and hard-of-hearing students who enroll in

mainstream colleges and universities, between 60% and 80% do not persist to attain a
college degree. Reasons for the high attrition rate are several, including academic and
social difficulties and dissatisfactory experience with college life. This study uses case
study methods to illustrate the complex phenomenon of how deaf and hard-of-hearing
students are integrated academically and socialy into college life at a Carnegie Research-
| university. Data gathered from surveys, open-ended interviews, and focus groups are
analyzed and used to describe the perspectives of 10 study participants, five
undergraduates and five graduates. Documentary evidence and theoretical sampling are
other methods used. Data were collected during three semesters. The findings showed
that when deaf and hard-of-hearing students are positively integrated into college life,

they are more likely to maintain ahigh level of commitment to college and persist. Pre-

and within-college factors that assist the students in their dynamic decision-making



process of enrolling and staying in a mainstream university include the following factors:
previous mainstream experience, development of study skills and support systems, ability
to self-advocate, and level of commitment to attaining a college degree. Additional
influence on persistence was the availability of support from the office of disabled
student services (DSS) through services such as sign language interpreters and note-
takers. The findings are compared to existing literature and theory and are used to raise
additional questions for further study. Recommendations for colleges and universities as

well as policy-makers working with this student population are provided.
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CHAPTER 1: INTRODUCTION

Introduction

During the last 30 years, the quantity and quality of postsecondary opportunities
for deaf and hard-of-hearing students have increased dramatically. Due in part to federal
legislation, such as the Rehabilitation Act of 1973, as amended in 1978 (Public Law 94-
142), and the Americans with Disabilities Act of 1990, guaranteeing support services
such as sign language interpreters and note-takers in colleges and universities, deaf and
hard-of-hearing students have enjoyed extended access to avariety of undergraduate and
graduate degree programs. Despite this promising trend, what may be perceived to be
egual access has not always led to equal outcomes. Of the small number of deaf and hard-
of-hearing students who manage to graduate from high school and enroll in college,
between 60% and 80% will drop out before attaining a college degree (Saur & Stinson,
1986; Stinson, Scherer, & Walter, 1987; Stinson & Walter, 1991; Stinson & Walter,
1997; Walter & DeCaro, 1986). Comparatively, withdrawal rates for hearing students
average 58% for two-year colleges and 30% for four-year colleges (Tinto, 1987). A 2001
study by the National Center on Educational Statistics (NCES) reported that among all
students who began college at four-year institutions in 1995-96, 55% completed a
bachelor’ s degree at the institution where they had started within six years. Thistota
rises to 63% when including the number of transfer students who completed their
bachelor’s degrees at a different four-year institution (NCES, 2001a). In the same study,
of three-fourths of students who began in two-year institutions, 31% completed either an

associate' s or abachelor’s degree within six years. Among those students who transferred



from a community college to afour-year institution, 36% attained a bachelor’s degree
within six years (NCES, 2001b).

Reasons for the low retention rate of deaf and hard-of-hearing students have not
been widely researched, but the literature available shows that several academic and
socia factors may contribute to this phenomenon. In both areas of academic and social
skills, deaf and hard-of-hearing students struggle to maintain pace with their hearing
peers. A disproportionate number of students with hearing loss exhibit limited
proficiency in written and spoken English, as well as other basic academic skills. The
median reading level of deaf students ages 17 and 18 is reported to be about the fourth or
fifth grade (Allen, 1994; King & Quigley, 1985). Although there is no direct comparison
of thisfact with hearing students, the National Assessment of Educational Progress
Report Card on nationwide reading assessments indicated that 77% of 12th graders
performed at or above the basic reading level for their age range in 1998 (Donahue,
Voelkl, Campbell, & Mazzeo, 1999). Barriers to communication and social integration
imposed by having a hearing loss often lead to identity conflicts, loneliness, and socia
isolation (Leigh & Stinson, 1991). As a consequence of the academic and social problems
listed, as many as 50% of deaf students will not attain a high school diploma (Moores,
1996; Schildroth, Rawlings, & Allen, 1991), greatly reducing the pool of candidates
eligible for college. Comparatively, Greene (2002) reported that 74% of hearing high
school students graduated from high school in 1998.

Research shows that positive academic and socia integration in collegeis
possible for deaf and hard-of-hearing students (Menchel, 1995; Stinson, Scherer, &

Walter, 1987; Stinson & Walter, 1997). With previous ability adapting to a hearing



environment, self-determination, commitment to college, involvement in college
activities, and support from the college, adeaf or hard-of-hearing student in a mainstream
college or university can be more or less successfully integrated in the college
community (Menchel, 1995; Stinson & Walter, 1991) and attain a college degree. Dueto
the low retention rate for deaf and hard-of-hearing students, however, it can be concluded
that having positive academic and social integration experiencesin collegeislesslikely
for students who are deaf or hard of hearing, particularly those from minority and low
socioeconomic backgrounds, compared to their hearing counterparts (Anderson & Grace,

1991; Cohen, Fischgrund, & Redding, 1990).

Problem Statement

Though increasing numbers of deaf and hard-of-hearing students are entering
mainstream colleges and are often accessing a variety of support services such as
interpreters, note-takers, and computer-assisted transcription of lectures, these students
still encounter many difficulties and challenges in mainstream settings (Lewes, Farris, &
Greene, 1994). The common assumption that the availability of support services for these
students leads to positive academic and socia integrative experiences reflects alack of
knowledge about these students' perspectives and continuous struggles to overcome the
barriers that undermine their overall campus experience.

Bills, Ferrari, Foster, Long, and Snell (1998) illuminated various examples of the
academic difficulties confronted by students even when they have access to support
services. First, deaf and hard-of-hearing students who rely on interpreters are unable to
participate fully in class discussions, because it takes the interpreter 5 to 10 seconds to

sign what the instructor has said. The time delay, or “lag time,” thus does not provide



deaf students sufficient time to engage in the class discussion before the instructor calls
on another student or moves to another topic. Second, deaf students who rely on lip
reading will encounter difficulties when instructors block the students’ line of sight
unintentionally by holding papers too close to their faces, turning their faces away to
write on the chalkboard, and pacing the room while lecturing. Third, laboratory courses
that involve lecturing and classroom demonstrations pose a distinctive challenge for deaf
and hard-of-hearing students. The students must divide their attention among the
interpreter, the instructor, and the demonstration. In such situations, it is evident that deaf
students may miss out on important information or actions that can undermine their
ability to perform tasks adequately. Finaly, outside of the classroom, because of their
communication difficulties, deaf students are often relegated to the periphery of informal
socia exchanges that take place among hearing peers. Thus, they are excluded from
opportunities to learn about important or “insider” information such as study tips and
rules of classroom behavior.

Apart from the formal learning aspects of college life, deaf and hard-of-hearing
students are also deprived of the rich and vibrant range of socia activitiesthat are easily
accessible by their hearing counterparts. As with their hearing peers, deaf and hard-of -
hearing students need to be able to participate fully in these social programs and utilize
campus resources meaningfully to enhance their overall college experience. However,
their ability to benefit from the vitality of campus life is undermined by many barriers.
According to Porter, Camerlengo, DePuye, and Sommer (1999), these barriers can be

grouped under two major categories:



First, colleges often do not provide total communication and language access that
will allow effective communication among hearing, deaf, and hard-of-hearing studentsin
various settings that cater to specific situations and events. For instance, services and
auxiliary aids such as interpreters, assistive listening devices, written materials,
televisions with provisions for closed captions, telecommunication devices for the deaf
(TDDs), teletypewriters (TTY's), and tel ephones compatible with hearing aids are seldom
availablein al places at al times. Campus-wide events such as ceremonies or guest
speakers and extracurricular activities that are not accompanied by interpreters or
assistive listening systems essentially exclude the participation of deaf and hard-of -
hearing students.

Often, students who have varying levels of hearing loss are not provided with the
options that best cater to their individual needs in the classroom. These options may
include communication-access real-time trandation (CART); C-Print, another form of
computer-assisted transcription; cued speech tranditerators (CSTs); and oral interpreters.
Deaf and hard-of-hearing students using support services aso heavily rely on the skills of
the person or persons providing the service. Services received from unskilled providers
lead to incomplete or distorted information that the students otherwise would have
received from qualified, skilled providers.

The second category of problem, as described by Porter et al. (1999), isamore
subtle, but no less significant problem faced by deaf and hard-of-hearing studentsin
mainstream settings. Learning and living among hearing students and faculty members,
deaf and hard-of-hearing students are outsiders in a college community that is governed

by the rules and practices of the “hearing” culture. Access to the insider culture by



outsidersis highly challenging, because the insider culture extends invisible privileges to
the insiders and endorses their perspectives and skills, while disregarding those of the
outsiders. Unless the outsiders are able to suppress their differences and follow the rules
of the insiders, they are dismissed to the sidelines or labeled as troublemakers.

In higher education, colleges policies of including outsidersis generally limited
to additional programs that cater to the outsiders as long as they do not disrupt the overall
status quo. For example, deaf and hard-of-hearing students are expected to be content
with receiving services from Disabled Student Services (DSS) or the Office of Specid
Services for Students with Disabilities. However, in reality, these services or programs
are given amargina portion of the budget and relegated to the periphery of collegelife.
Services are therefore not always sufficient. More significantly, the marginalization of
the needs and interests of these outsiders means that the values and perspectives of the
insider culture are not questioned or examined. In this manner, colleges are less
responsive to the evolving demands of the new college community that now involves an
increasingly diverse student population. Confronted with the systematic intransigence of
the colleges, “outsiders’ such as deaf and hard-of-hearing students can become angry and
cynical, often leading to disillusionment with education in mainstream settings (Porter et
al., 1999) and, in some cases, leading to their withdrawal.

Whether deaf and hard-of-hearing students persist in completing their studiesin
mainstream settings highly depends on these institutional factors, relationships with peers
and faculty members, and the environmental situation. To understand fully the challenges
of deaf and hard-of-hearing students studying in these mainstream settings, it is

imperative to learn about their unique perspectives. Only by acknowledging student



perspectives will institutions be able to make changes and transform their values and
practices to enhance opportunities for all students to enjoy a more meaningful college

experience.

Purpose of the Study

Many researchers agree that more studies on the retention of deaf college students
and open-ended data on their unique perspectives are needed. However, the researchers
conclude that the complexity of the research and number of variables can be confusing
(Stinson & Walter, 1997). Thisis exhibited by the fact that the process of academic and
socia integration and student retention in college is amultidimensional phenomenon
incorporating many academic, psychosocial, and other factors (Pascarella & Terenzini,
1991).

The academic and socia integration experience of students with hearing lossin
higher education is a complex phenomenon upon which little research has been
conducted (Brown & Foster, 1991). Mertens (1989) and other researchers added that
insufficient research has been conducted to examine the effect of mainstreaming from the
perspective of the deaf student. Furthermore, some of these research studies do not utilize
an unstructured, open-ended approach to collecting data. This study will fill thisgap in
the research by documenting the perceptions that deaf and hard-of-hearing college
students have regarding their experiences in the academic and social life of alarge
university. Thisisaqualitative case study examining the social and academic experiences
of asample of 10 deaf and hard-of-hearing students who have received the assistance of

the DSS office at alarge university. The findings of the study have implications for



understanding how access to college life might be improved for these students and are
relevant to related research, policy, and practice.

From a policy perspective, an important consideration for college personnel,
particularly DSS personnel working with deaf and hard-of-hearing students, is to improve
their understanding of this student population so that they are able to provide services that
will enhance greater access to college life for these students. Broad-based knowledge and
sensitivity must be used when working with a wide range of students with varying
educational histories, communication preferences, and ethnic and racial backgrounds. A
common assumption made by educators is that students with hearing loss are part of a
homogeneous group (Bullis, Bull, Johnson, & Peters, 1995). This may be “attributed to
the tendency to assume, no matter how well intentioned, that what is known about deaf
adolescents, in general, is applicable to all deaf adolescents irrespective of their racial,
ethnic, and cultural backgrounds’ (Anderson & Grace, 1991, p. 73). The other common
assumption, that students who receive services have full accessto all aspects of college
life, must also be demythologized by collecting and investigating in-depth descriptions of
the perspectives of deaf and hard-of-hearing students regarding their academic and social
integrative experiencesin college.

Descriptive research on this topic can provide a valuable contribution to current
understanding of how the college experience is perceived by arange of deaf and hard-of-

hearing students.

A Pilot Study

One dimension that broadened and systematized the conceptual framework and

informed the research questions used for this dissertation was a pilot study. A pilot study



was conducted two years before this research study, as part of an assignment for a
gualitative research class. The study investigated constructs of social isolation and
identity development as experienced by a single participant named “Bob,” a hard-of-
hearing adult who had been mainstreamed in public schools and received a master’s
degree in education. The study was created with the purpose of further investigating and
discussing how these constructs affected students' emotional, social, and academic
development, with the goal of providing useful information for professionals working
with this student population.

Aninitial review of the literature for the pilot study documented the existence of
factors such as self-concept, loneliness, lack of familial and educational support, and
coping strategies among hard-of-hearing and deaf students. However, it was noted that
the literature lacked comprehensive research on how the interplay of these factors
facilitated the development of social isolation and identity constructs and how social
isolation among mainstreamed hard-of-hearing and deaf students might be prevented or
managed.

A conceptual framework was then developed to describe (a) possible factors that
underlie social isolation in this population and study participant; (b) phenomena that
arose from these factors; and (c) coping strategies that the study participant used that can
be disseminated as information for professionals working with the hard-of-hearing and
deaf student population.

Three generative questions were used for the pilot study:

1. Do adults who are hard of hearing fedl that their schooling experiences meet

their academic, social and emotional needs—why or why not?



2. In what ways are these individuals able to cope in integrated academic settings?

3. Based on the data collected, what information can prove useful for
professional s working with this student population to increase access for these students?

In-depth interviews, afollow-up participant check, and collaborative analysis
were used as data collection methods. The phenomena of being hard of hearing and
mainstreamed were coded and analyzed.

A background datainterview conducted with the study participant concluded that
the participant had a high level of motivation for learning, akey factor in his ability to
cope in amainstream academic environment. This personal attribute helped the
participant to persist in school despite afew negative environmenta conditions such as
the lack of support services except for speech therapy and discouraging relationships such
asthe regjection by peers and teachers who did not understand his needs in grade school.

Nonetheless, some of Bob’ s negative past experiences affected his subsequent
socia and academic development. For example, when afew of Bob's peersin third grade
threw rocks at him because he was deaf, he became ashamed of his hearing loss. He grew
his hair long to cover his hearing aids so as not to be identified as being deaf and
subsequently withdrew from participation in social and academic activitiesin school. He
refused note-takers, shied away from classroom discussions, and isolated himself from
other students. These negative experiences ultimately affected his college and career
decisions. While contemplating a career related to soil analysis or the paper industry, Bob
felt daunted by the science and math preparation that was required for careers in these
fields, including courses in physics, chemistry, and calculus. Because his teachers did not

always face him when they spoke (particularly in math and science classes when they
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primarily faced the blackboard to write), and because Bob lacked support services that
might have helped him understand the subject content, he lacked confidence in his math
and science abilities. When he was weighing his college and career options, he opted to
become ateacher of the deaf instead and had some regret that he did not pursue his
initially chosen fields.

The findings of the pilot study supported those of other studies documenting
several factorsthat contribute to positive social and academic mainstream experiences for
deaf and hard-of-hearing students, such as positive self-concept; self-motivation; support
from family, friends, and teachers; and helpful coping strategies (Charlson, Strong, &
Gold, 1984, Foster, 1988). The findings aso showed, however, that the onset and degree
of hearing loss, theindividual’ s subsequent communicative and linguistic ability and
acceptance of his hearing loss, and the availability and quality of support services were
factors that negatively affected the outcome of Bob’s mainstream experience.

Bob's narrative in this pilot study is not unlike those of hard-of-hearing and deaf
students interviewed in similar studies, who stated that they often lacked access to
academic information, due to limited support services and communicative and linguistic
barriers. They also encountered social difficulties, due to not feeling accepted as part of a
group. Some devel oped feelings of low self-esteem and experienced social isolation that,
in turn, negatively affected their academic and social integration in mainstream academic
Settings.

Based on the findings from the pilot study, it was determined that a more
thorough investigation of the phenomena in question was needed. Due to the number and

complexity of variables that were shown in the study and the literature to affect the
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quality of hard-of-hearing and deaf students’ academic and social experiencesin
integrated academic settings, it was determined that a new research study needed to be
developed that would clarify the characteristics and dimensions of the phenomena or the
case being studied.

The findings of the pilot study are highly relevant to the conceptual framework
guiding this dissertation in several ways. First, the three research questions of the pilot
study helped inform the research questions posed in this dissertation. Essentialy, they
helped address the key issues that constitute the focus of the study: (a) the academic and
social integration experiences of deaf students in mainstream settings, (b) the sources of
help and the strategies that students employ in helping them cope with the challenges of
mainstream settings, and (c) ways in which institutions may improve their support
servicesto facilitate the learning experience for students in mainstream settings. For the
purposes of this dissertation, relevant themes and categories were identified for each of
these questions, such as background factors and the focus on the institutional and
informal environment at “ State University” (hereafter called “ State U”), where the study
took place.

Second, the pilot study findings that were an important precursor to this research
study were not only described, but their relationship to the current study was established
also. Theinterview with one deaf student studying in a mainstream setting provided the
impetus for expanding the study to involve 10 participants in this dissertation. The use of
the qualitative research methodol ogy that was employed in the pilot study was also used
in this dissertation. As with the pilot study, this study was focused on obtaining the

unique viewpoints of the respondents based on their past and current experiences.
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Similarly, the objective of this dissertation was to enable the study respondents to
express their perspectives on their academic and social integration experiences at State U,
based on their background and experiences at State U and in other institutions. The
number of participants was expanded from 1 to 10 to identify patterns or relationships
among the responses of the participants. In addition, the focus on the participants
common experiences at State U also provided an analysis of State U’ s provision of
support servicesto its deaf student population and the services subsequent effect on the
students’ academic and socia integration experiences. Third, to ensure the validity of the
findings of the pilot study, the researcher consulted with Bob with regard to the
interpretation of the findings. Similarly, in this dissertation, the researcher also worked
with the participants and solicited their interpretation of the findings. The methodology
for this dissertation involved using member checking and focus groups to evaluate the

findings of this study, providing further evaluation and validation of the data.

Significance of the Study

Findings from this study will have significant implications for the fields of
educational policy, administration, and research. The identification of personal attributes,
skills, and other factors that help deaf and hard-of-hearing students become well
integrated socially and academically in college environments as well as the knowledge of
how and why these factors contribute to better integrative experiences will prove useful
to college personnel, such as DSS staff, professors, administrators, policy-makers, and
others working directly or indirectly with these students. This study will also provide
valuable information for deaf and hard-of-hearing students themsel ves seeking to enroll

and succeed in higher education. Finally, findings from this study will add valuable

13



information to the small body of literature available, contribute significantly to existing
theory, and generate new theory that will prove useful for future study.

Increased knowledge about how to improve access for these students may
improve the students’ chances for academic and social successin college. By imparting
this knowledge to the intended audience, it is hoped that better decisions may be made
regarding access to college life for these students, including improving the quality of
services available and persistence and retention efforts. As aresult, more students who
are deaf or hard of hearing will be able to enjoy and participate in academic and social
activities in mainstream colleges and universities and sustain or increase their level of

commitment toward persisting and attaining a college degree.

Scope of the Study

The investigation of the effect of relevant background factors, the supportive
network of people and services, and other factors influencing the persistence and
retention of deaf and hard-of-hearing students in mainstream educational institutions will
have significant ramifications for the administrative policies of colleges and universities.
Asincreasing numbers of students with various types of disabilities enter into mainstream
settings, the students’ ability not only to access the type of services needed to pursue their
academic studies, but also to become integrated into the campus community will reflect
the flexibility of academic institutions to cater to the changing needs of a diverse student
population. Walter (1987) adds, “while college doors have been opened to [deaf and
hard-of-hearing students], the question of whether students are able to graduate with a
degreeis one way of evaluating if colleges and universities are accommodating to the

specia needs of these persons’ (p. 1).
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In this study, the researcher examined the dynamic interaction between the
precollege experiences of deaf and hard-of-hearing students and their challenges and
successes in coping with college life in a mainstream setting. Because the needs of the
deaf and hard-of-hearing students, as well as other minority populations, are often
marginalized, this study will provide a voice to those who are comparatively powerless
and marginalized by describing their perspectives on their experiences in mainstream

Settings.

Personal I nterest

As ateacher of the deaf and hard of hearing for 10 years, and one of asmall
number of doctoral candidates with a hearing loss, the researcher is concerned about the
low enrollment and retention rate of fellow deaf and hard-of-hearing students in higher
education, as well as the difficulties these students face with academic and social
integration in college. By having a broad-based knowledge of issues in deaf education
and an ability to communicate in sign as well as speech, the researcher was uniquely
qualified to conduct this study. The researcher intends to use the findings of this study to
help increase the success rate of these students and identify ways in which access to
college life and the quality of social and academic integration in college might be

improved for this student population.

Relevance of the Menchel (1995) Dissertation

A magjor inspiration for this dissertation was Menchel’ s 1995 dissertation, entitled
“Deaf Students Attending Regular Four-Y ear Colleges and Universities.” Menchel

interviewed 18 undergraduate deaf and hard-of-hearing students attending 33 regular
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four-year colleges and universities. The two dissertations are similar, except for three
main distinctions. First, this dissertation primarily described the perspectives of the
student participants, while Menchel aso interviewed and investigated the perspectives of
disabled student support personnel at the colleges. Thus, one of his research questions
was, “How do [the students’'] descriptions of the quality and adequacy of support services
match or differ from the descriptions provided by the service providersin their colleges?’
Secondly, the two samples were different in terms of student standing and diversity of
communication modes: for example, the sample in this dissertation consisted of five
graduate students (including four Ph.D. students) in addition to five undergraduate
students; Menchel’ s respondents were all undergraduates. Finally, this dissertation
expanded on the relevance of persistence and retention theory in the review of the
literature as well asin its conceptual framework.

Menchel’ s three remaining research questions included these:

1. Why do some deaf students decide to attend aregular college or university
instead of a special program?

2. After ayear or more of enrollment in aregular college or university, what
reasons do these students give for being satisfied or dissatisfied with their
decision?

3. How do they describe their academic and social experiencesin college, and
what, if any, adaptive strategies have they developed in relation to their
deafness? (p.15)

A comparison of findings between Menchel’s and this dissertation will be

summarized further in the final chapter of this dissertation.

Resear ch Questionsfor this Dissertation

Four main research questions were considered for this study. The questions were

formulated to investigate how deaf and hard-of-hearing students experience college life
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and, specifically, how they perceive their academic and social integration within one
selected mainstream university. These propositions were formul ated within the bounds of
the “case,” the phenomenon being studied. As stated by Yin (1994), “how” and “why”
guestions are particularly appropriate for a case study (pp. 20-21). The research questions
follow:

Because background factors such as motivation, coping skills, support systems,
and support services have been shown to be important to deaf and hard-of-hearing
students’ successin higher education, the first research question involves pertinent
background data from each study participant. The first question is, What are the various
background factors (such as prior mainstreaming experience and personal attributes
such as motivation and level of commitment to college) that are relevant to the quality of
the students' academic and social integration experiences in college, and how are they
relevant? The data were collected by using the Background Data Questionnaire, as
presented in appendix A, and during interviews.

The quality of college life that a student experiences may be described by a
gualitative account of the social, academic, and extracurricular activitiesin which the
student isinvolved. Data collection methods such as documentary evidence, participant
interviews, and focus groups are used to describe the quality and extent to which a
student isinvolved in everyday college life. Thus, the second research question is, How
are these students involved in college life with their peers as well as the staff/faculty at
college, and how does this involvement affect the quality of the students’ academic and

social integration experiences?
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The third research question for the study addresses the role that the Disabled
Student Services (DSS) office and other support services have at the academic institution
in which the study participants are enrolled (State U). Because the quality and
appropriateness of services that a student receives may facilitate or hinder the ability of a
deaf or hard-of-hearing student to achieve academic, social, and extracurricular accessin
college life, this dimension of the investigation is required. The third question, therefore,
consists of two related parts: (a) What services or people at State U have been supportive
of the students' college experiences?, and (b) How have these services affected the
guality of these students' academic and social integration experiences?

Finally, it isimportant to determine how these students cope with having a
hearing loss in a mainstream university and how they are able to persist despite academic
and social barriers. Because little is known about the experiences of deaf and hard-of-
hearing students in mainstream settings, rich, in-depth data are needed to help inform
college personnel, policy-makers, and prospective students regarding how these students
successfully navigate college life. These in-depth data were collected during the personal
interviews, focus groups, and collaborative analysis, including member checking, with
the participants. The fourth question is aso in two parts. (a) Why do deaf and hard-of-
hearing students decide to stay in a mainstream university?, and (b) What suggestions do

they offer to improve their situation?

Assumptions

The objective of this study isto describe and analyze the academic and social
integration of deaf and hard-of-hearing students in a mainstream setting. It is based on the

primary assumption that these students are able to participate meaningfully in these types

18



of environments, particularly with the provision of support services. In addition, the study
is also constructed on the belief that the in-depth interviews of deaf and hard-of-hearing
students, coupled with the comparison of their perspectives with existing theories, will be
illustrative of the experiences of deaf and hard-of-hearing students in mainstream
colleges. Consequently, relevant ideas and strategies for enhancing the quality of life and
accessibility to services may be formulated and implemented to help increase the
persistence and retention rates of deaf and hard-of-hearing students in these learning

environments.

Limitations

Due to the constraints of time and cost, as well as the need to establish boundaries
for the scope of the study, it had several limitations. Because the study was focused on a
few students attending one specific type of university instead of alarge cross-section of
colleges and universities including two-, four-year, and small private colleges, the
experiences of participants of this study cannot be considered to be representative of the
overall population of deaf and hard-of-hearing students in higher education. The
applicability of these findings to other contextsis thus limited.

However, as Yin (1994) explained, case study research inquiries (employed in
this study) are generalizable to conceptua propositions, but not to populations. In other
words, “the investigator’s goal isto expand and generalize theories (analytic
generalization) and not to enumerate frequencies (statistical generalizing)” (p.10).
Because the research on deaf and hard-of-hearing students in higher education is
restricted, heavy emphasis must be placed on the development of a conceptual framework

that can provide the context in which a case study inquiry may be conducted. Although
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there are no adequate guides for transforming observations into assertions (Stake, 1995),
attempts were made to follow the accepted standards for qualitative inquiry, particularly
case study inquiry. The study, therefore, provides arich case study with conceptual

implications that readers may interpret and transfer to other contexts.

Organization of the Remainder of the Study

“Chapter 2: Literature Review” beginswith areview of the history and
demographic profile of this student population. Afterwards, the conceptua frameworks
and studies that are applicable to the academic and social integration experiences of deaf
and hard-of-hearing students in institutions of higher education are presented. First,
Tinto’s (1987) model of student departure or retention is examined. This model describes
how the background factors and the students’ interaction with their college setting affect
whether they decide to persist with their studies or withdraw from college. Second, the
adaptation of the model by Stinson and his colleagues (1987, 1991, 1997) is presented as
it applies specifically to the deaf and hard-of-hearing student population. Points made by
Braxton (2000) with regard to student persistence models, particularly Tinto’s, are also
considered. Finally, a conceptual framework of student persistence as devised by Draper
(2002) is presented and analyzed.

Studies on student persistence are discussed because they investigate the
relationships among certain variables such as academic performance before and during
college, aswell astheir relation to student persistence. Furthermore, these studies
highlighted the challenges and barriers that reduce the quality of the academic and social
integration experiences of deaf and hard-of-hearing students, particularly in mainstream

settings. Mainstream college settings are particularly difficult for deaf and hard-of -
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hearing students because they are unable to gain consistent access to support services to
help them perform academically or socialize with their hearing peers.

The discussion of the studies of student persistence helped formulate the guiding
conceptual framework for this dissertation, which improves on the conceptual
frameworks of student persistence by Tinto (1987, 1993), Stinson et a. (1987, 1991,
1997), Braxton (2000), and Draper (2002). This dissertation includes various themes,
categories, and relationships relevant to the academic and socia integration of deaf and
hard-of-hearing students attending mainstream colleges and universities. Although the
conceptual framework of this dissertation is applicable to deaf and hard-of-hearing
students, it follows the qualitative approach of Tinto’s (1987, 1993) framework and
model on student persistence. On the other hand, the framework and model created by
Stinson et a. (1987, 1997) are based primarily on quantitative assessments. Another
difference between the Stinson et al. (1987, 1997) framework and the conceptual
framework used for this dissertation is that the former examined students within a college
designed specifically for deaf and hard-of-hearing students, the National Technical
Institute for the Deaf (NTID) in Rochester, NY, while the latter addressed the unique
challenges posed by students attending a mainstream university. The conceptual
framework for this dissertation incorporated both Tinto’s (1987) and Stinson’s et al.
(1987, 1997) models and considers other authors' suggestions for revisions of Tinto's
(1987, 1993) models. To some extent, al guided the collection and analysis of qualitative
data

In other words, both Tinto (1987) and Stinson et al. (1987, 1997) developed

theories and models on student persistence. The theories explained how certain
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background factors lead to students' academic and social integration and level of
commitment to persist in amainstream university. Stinson (1987, 1997) applied Tinto’s
(1987) theory to deaf studentsat NTID, where plenty of social opportunities and support
services for the students are in place. Draper (2002) and Braxton (2000) improved on
Tinto’'s (1987, 1993) theories, but they did not adapt their theories to deaf and hard-of-
hearing students. In this dissertation, the researcher expanded on Stinson’s (1987, 1997)
model, taking into consideration aspects of Braxton (2000) and Draper (2002). This study
is, therefore, characterized by three distinctive features. First, the researcher applied these
theoretical frameworks to deaf students. Second, this study’ s participants are deaf and
hard-of-hearing students attending a large, mainstream, “hearing” university, as opposed
to aprogram designed for deaf students such as NTID or Gallaudet University. Third, the
Stinson studies used quantitative methods. In contrast, this study used qualitative, case-
study research methods.

“Chapter 3: Research Design” provides a comprehensive presentation of the
methodology used in this study, along with the justifications for using the case study
approach. The case study approach—the research method used for this study—is
discussed briefly in relationship to this study. Because of the small sample size and the
focus on diciting the unique perspectives of the deaf student population, the case study
method was ideal for the purposes of this study. Although there were certain limitations
with the sampling approach and data collection methods, the researcher highlighted the
use of multiple methods and triangulation to ensure the credibility of the research study.

The data collection and analysis procedures are a so presented in this chapter.

This study utilized surveys, semi-structured interviews, and focus groups to collect and
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analyze data from 10 participants. This chapter also describes the multiple methods, such
as analytic memaos, coding, and collaborative analysis, that were used to analyze the data
and explain their applicability to this study. The organization of the collected datain
accordance with the new conceptual framework based on Tinto’'s (1987) model of student
retention is explained. In addition, an interview protocol section shows the relationship
between the interview questions and the four research questions.

Finally, concerns with the validity of the dissertation are discussed. This
discussion deals with the use of triangulation to ensure the validity of the study, including
analytic memos and member checking. The ethical concerns as they relate to the
confidentiality of the respondents and the justification for data modifications are aso
examined.

In chapter 4, the research study findings are presented. This discussion is divided
into three primary sections. First, the information provided by the participantsin the
background questionnairesis presented and analyzed. Second, the interviews of the
individual participants are categorized in accordance with the conceptual framework that
isused in this study. Findly, the findings of the focus groups are provided and organized
under specific themes and categories.

“Chapter 5: Discussion, Conclusion, and Recommendations’ summarizes the
findings of the study and the implications of the findings for the four research questions.
This section identifies thought-provoking aspects of the issues that were raised by this
study and explores implications for research, theory, policy, and practice. Finally,
recommendations that will help collegesimprove their current level of services and

access to deaf and hard-of-hearing students are discussed.
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Definitions of Terms: Deaf and Hard of Hearing

It isimportant to note that throughout this dissertation, unless otherwise indicated,
both deaf and hard-of-hearing students are the object of the discussion. In some cases,
researchers say “deaf students’ for the sake of convenience, when they really mean to
aso include students who are hard of hearing. A review of the literature on deaf and
hard-of-hearing students shows that research studies often lack consistency of terms, such
as categorizations of hearing loss. Consistency is heeded to validate the research. If there
are discrepancies among terms, particularly in longitudinal studies, the research findings
may be confusing or misleading (Powers, Gregory, & Thoutenhoofd, 1999). Some of
these terms are clarified here, and a section on other terms relevant to this dissertation is
presented at the end of this chapter.

Commonly described definitions of deaf and hard of hearing follow. An
individual who is deaf is one who has a decibel loss of 70 dB or greater that severely
restricts the understanding of speech through the ear alone, with or without the use of a
hearing aid (Menchel, 1995; Moores, 1996). A hard-of-hearing person is described as an
individual whose hearing is “disabled to an extent (usually 35 to 69 dB) that makes
difficult, but does not preclude, the understanding of speech through the ear aone, with
or without ahearing aid” (Moores, 1996, p. 11). A person who is hard of hearing is often
able to use atelephone with or without hearing aids and with minimum difficulty. These
terms are the ones implemented for this study.

Most definitions of deaf and hard of hearing are audiological and refer to decibel
(dB) loss and pure tone thresholds. Few studies categorize deafness in away that

describes how an individual functions in an educational context. Some researchers
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perceive this type of categorization as being important for reviewing educational studies
related to deafness. In areview of 300 articles, Powers et a. (1999) stated, “ There would
seem to be more educationally meaningful ways to categorize hearing loss than the
conventional means of better ear average (BEA) pure tone thresholds’ (p. 5). Educational
categorizations may describe hearing loss in terms of how linguistic information is
processed and the extent to which educational performanceis affected (Moores, 1996).
Other studies describe hearing loss not in an audiometric or educational context, but
rather in the context of how an individual functionsin general: deaf, for example, may be
described as “having hearing so impaired that it is not functional, even with ahearing aid,
for the ordinary purposes of life” (Bigman, 1961, p. 744).

Standardization of categories for hearing lossisimportant in aresearch context,
as consistency of termsis needed to validate the research. The distinction between the
terms, particularly between deaf and hard of hearing, also has implications for studies of
students with hearing loss in postsecondary institutions. Research shows that the majority
of students who enroll in and persist in regular colleges and universities are either hard of
hearing, post-lingual (i.e., became deaf after acquiring basic language skills), or late
deafened (i.e., became deaf at alater age, after mastering language skills) (Allen, 1994).
Many students have mild to moderate hearing losses that may preclude the need for
special services to access the educational environment.

The terms deaf and hard of hearing also have significance in a cultural and social
context, as the cultural and social needs and abilities of students who are hard of hearing
may be quite different from students who are deaf. Great variation exists across cultural

and linguistic venues. For example, a student who is hard of hearing may be oral and
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primarily integrated in hearing society, while adeaf person may consider him- or herself
culturally Deaf (here, capital “D” applies to strong identification with the Deaf culture)
and consider American Sign Language (ASL) to be his or her primary mode of language.
Hard-of-hearing and oral students will be discussed further in chapter 2.

The term hearing impaired has been used much less frequently in the literature in
the last 10 years or so, although it is still sometimes used either as an umbrellaterm to
identify individuals with any type of hearing loss or to identify an individual who is hard
of hearing as opposed to being deaf, the former implying that the hearing isimpaired or
weakened, but not eliminated. It is currently more acceptable, in both research and socid
terms, to describe a person with ahearing loss as an individual who is deaf or hard of

hearing instead of hearing impaired. Hearing challenged is never used.

Additional Terms

The following additional terms are used in this study:

academic and social integration. Academic and social integration refer to the process of
and extent to which a student interacts with the academic and social members and
systems of a college institution. “ Academic and socia integration may describe a
condition (that is, theindividual’s place in the academic and social systems) or an
individual perception (that is, the individual’ s personal sense of place in those
systems)” (Pascarella & Terenzini, 1991, p.53).

Carnegie Research-I university. The Carnegie Foundation for the Advancement of
Teaching classifies a Carnegie Research-1 university as an institution that
typically offers awide range of baccalaureate programs, is committed to graduate
education through the doctorate, and awards 50 or more doctoral degrees each
year. These institutions also give high priority to research and receive annually
$40 million or more in federal support.

cued speech. A visual communication system devised to phonetically decipher spoken
English using hand shapes.

dB. An abbreviation for decibel, dB is a measurement used to determine hearing loss
levels; the higher the decibel, the greater the hearing loss. For example, adB loss
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of 30-70 indicates a moderate to severe hearing loss. A dB loss of 90-110
indicates a severe to profound hearing loss.

deaf. A deaf person isan individual whose hearing lossis severe enough (usually 70 dB
or greater) to warrant extreme difficulty in processing linguistic information, with
or without amplification such as a hearing aid, adversely affecting the educational
performance of that individual (Moores, 1996).

disabled student services. The Disabled Student Services (DSS) Office at a college or
university coordinates academic accommaodations for enrolled students with
documented disabilities. Accommodations are determined on a case-by-case basis
and may include sign language interpretation, note taking, recorded course
materias, and extended exam time. DSS also provides needs assessment,
mediation, referrals, and advocacy.

hard of hearing. A hard of hearing person is an individual whose hearing lossis severe
enough (usually 35 to 69 dB) to warrant difficulty in processing linguistic
information, with or without amplification, adversely affecting the educational
performance of that individual, but does not fit the definition of deaf aslisted in
this section (Moores, 1996).

prelingual. Anindividua with prelingual deafness has a hearing loss that was present at
birth or prior to the development of spoken or signed language (M oores, 1996).

postlingual. An individual with postlingual deafness has a hearing loss that occurred
following the spontaneous acquisition of language (Moores, 1996).

mainstreaming. A term used to describe the range of educationa environments available
to deaf and hard-of-hearing students in public or private schools that serve
primarily hearing students.

mainstreaming vs. inclusion. “Mainstreaming [italics added] implies that the [student]
will adapt to the regular classroom, whereas inclusion [italics added] implies that
the regular classroom will adapt to the [student]” (Stinson & Foster, 2000, p.
204).

regular (or mainstream) colleges and universities. A term used by Menchel (1995) and
other researchers to distinguish colleges and universities that do not primarily
cater to minority populations.

successful mainstreaming in college. Described as academic achievement and the
attainment of a college degree (Saur & Stinson, 1986).

residential programs for the deaf. Educational programs exclusively designed for deaf
and hard-of-hearing students.
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CHAPTER 2: LITERATURE REVIEW

Introduction

As mentioned in chapter 1, the research on students with hearing loss in higher
education is severely limited. The majority of studiesrelated to deaf education focuses on
the academic, linguistic, and social development of deaf and hard-of-hearing children
from birth to age 18. Few studies examine deaf studentsin higher education. Even fewer
studies have documented the academic and social integration experiences of deaf and
hard-of-hearing students in mainstream colleges and universities, as opposed to
educational programs designed specifically for deaf and hard-of-hearing students
(Menchel, 1995; Stinson & Walter, 1991). Menchel (1995) stated:

Critical questions remain...as to how these students cope with academic life...the

strategies they’ ve devel oped to achieve successin aregular postsecondary

environment,...the adequacy of their support services...their interaction with
hearing peers, their participation in extracurricular activities, and their satisfaction
or dissatisfaction with the decision they made to enroll in aregular college or

university. (p. 12)

This study will attempt to fill the gapsin the research by offering unique and in-
depth perspectives of a sample of 10 deaf and hard-of-hearing students attending alarge
university. It is necessary first to present comprehensive details about this overall student
population. Therefore the beginning sections of chapter 2 illuminate the history,
terminology, and population statistics related to the deaf and hard-of-hearing student
population as well as minority students and other specia groups within this population.
Later, studies related to the experiences of deaf and hard-of-hearing students in academic

settings are examined, highlighting the relationships between relevant variables, such as

social mainstreaming, isolation, and the role of college support services. In the second
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part of this chapter, this study presents student persistence models that further portray the
relationship among these variables. Finaly, the research questions are restated at the end
of this chapter. All of the studies described in these sections provide important

background information for interpreting the responses of the participants in this study.

History: ThelLast 50 Years

Prior to the 1970s, when legislation such as the Rehabilitation Act of 1973, as
amended in 1978, increased access to postsecondary education for students with hearing
loss, postsecondary education opportunities were severely restricted for this group of
students (Bigman, 1961; Menchel, 1995). In the 1940s and 1950s, explained Menchel
(1995), education for the deaf was based mainly on the belief that deaf students should be
“educated in facilities separate from ‘normal’ children” (p. x). Deaf individuals were
generaly not expected or not encouraged to attend college, et alone a mainstream
college or university. In high school programs for the deaf, vocationa training instead of
academics were stressed, and, as aresult, students who were deaf were commonly taught
atrade such as woodworking, printing, tailoring, or shoemaking (Menchel, 1995;

Moores, 1996). As society became more mechanized and jobs required higher literacy
skills, deaf education programs were slow to respond to vocational and economic trends,
leaving many deaf persons without an adequate education. Reiman, Bullis, Davis and
Cole (1991) stated that about 60% of deaf students |leaving high school each year,
whether as graduates or drop-outs, will not benefit from postsecondary education and will
instead enter low-skilled jobs or be unemployed. These “lower-achieving” (Reiman et al.,
1991, p. 99) deaf individuals may not be eligible for postsecondary education due to

inadequate education, vocationa weaknesses, self-expression problems, poor social and
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interpersonal communication skills, and behavioral, emotional, and social maladjustment
problems.

A 1961 study by Bigman found that prejudice toward deaf persons was the main
factor that prevented these individuals from entering certain colleges and postsecondary
programs. Statements made by colleges interviewed for Bigman's study included, “(we)
eliminate such people as teacher candidates,” “we cannot accept such students for the
priesthood of the Roman Catholic Church,” and “we have never seen how afully deaf
person could profit from instruction at this [law] school” (p. 744). A few colleges would
accept deaf students on the basis of sympathy (Bigman, 1961). Such arationale for
college admission ultimately did not do justice to the student, however, if he or she was
not qualified academically or socially to meet the demands of the particular college.

Seeking to increase his or her chances of having successin college, adeaf student
who was eligible for college may have opted to attend one of the few programs designed
specifically for deaf students, such as Gallaudet College, now Gallaudet University, in
Washington, DC, or the National Technical Institute for the Deaf (NTID) in Rochester,
NY. Such specially designed programs have since expanded and multiplied in number. In
these academic environments awide range of support services and socia opportunities
were available.

Other students elected to go to aregular college or university, where support
services were typically less than adequate, social opportunities fewer, and social isolation
often inevitable. Accessto social and academic opportunities was less frequent, but a
small number of deaf and hard-of-hearing students in regular colleges or universities

were able to be more or less successfully integrated in college communities and attain a
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college degree. This study focused on the experiences of deaf and hard-of-hearing

students attending regular colleges and universities.

Population Statistics of Deaf and Har d-of -
Hearing Studentsin Higher Education

Due to discrepancies with terminology, lack of descriptive data, and other
methodological errors, data on the population statistics of students with hearing loss who
are enrolled in postsecondary education are somewhat inconclusive and, at best,
contradictory. While growth in enrollment is clearly evident during the last 50 years,
recent estimates on the total number of students with hearing loss enrolled in higher
education vary widely from 10,000 to 258,000.

Determining accurate estimates of the deaf and hard-of-hearing student
population is further complicated by some researchers’ lack of specifications regarding
whether the institutions at which the students are enrolled are two- or four-year colleges
and universities and whether the students in question are all undergraduates or
undergraduate and graduate students combined. Based on the available research it can be
concluded, however, that most of the population studies are centered on students at the
undergraduate level, as typically amuch smaller percentage of students with hearing loss
attain an undergraduate degree and then pursue graduate studies at aregular college or
university.

The earliest known population study, conducted in 1950, showed that there were
250 deaf and hard-of-hearing students enrolled in postsecondary institutions, although
neither the specific types of institutions where the students were enrolled nor the hearing

loss levels of the students were indicated (Rawlings & King, 1986).
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In 1961, Bigman estimated that there were about 65 students in regular colleges,
while 299 students attended Gallaudet College. In 1965, Bruenig estimated the total
number of students attending mainstream universities was “in the hundreds’ and added,
at the time, “there [was] nowhere...a comprehensive, yet current, listing of deaf persons
who have attended colleges and universities with the hearing” (p. 18).

Quigley, Jenne, and Phillips (1968) estimated that there were 161 studentsin
regular colleges, 81 of whom were hard of hearing and 80 of whom were deaf. In 1986,
Rawlings and King determined that there were 8,000 students with hearing loss enrolled
in higher education, although neither the type of institution nor hearing loss levels of the
students were specified.

Later studies show a significant increase in the number of students with hearing
loss enrolled in higher education. The Postsecondary Education Quick Information
System (PEQIS) survey, presented by Lewis, Ferris, and Greene (1994), for example,
estimated that in 1992—1993, 258,000 students were enrolled, an increase of more than
1,000%. The number obtained for the PEQIS survey was calculated by studying student
financia aid formsto determine whether a student had a disability and, if so, whether it
was specified as a hearing disability. Respondents were not asked to disclose the severity
or etiology of the hearing loss. Despite the fact that hearing loss levels were not
indicated, it can be assumed, based on current literature, that alarge percentage of the
respondents were either hard of hearing, postlingual, or late deafened.

A 1994 study conducted by the National Center on Education Statistics (NCES)
determined the number of students attending regular postsecondary institutions to be

closer to 20,000. Data for the NCES study were obtained by contacting the Disabled
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Support Services (DSS) offices of colleges and universities across the country to
determine the number of deaf and hard-of-hearing students receiving services. The NCES
study was clearer in specifying the types of institutions at which students were enrolled as
well asthe levels of hearing loss of the students. From the NCES figures, there were
4,520 deaf and 7,770 hard-of-hearing students receiving DSS services, with 7, 750
students reporting unspecified hearing loss levels.

There are some conclusions that can be drawn from the difference in figures
between the PEQIS and NCES studies. A large number of students with hearing loss (as
many as 238,000—the difference between the two figures) are not reporting their
disability to the DSS office at the colleges at which they are enrolled. There are three
possible reasons for this discrepancy: either (a) most of these students have mild to
moderate hearing losses who can “get by” without services; (b) they may be too
embarrassed to ask for services (Menchel, 1995) or worry about the outcome of reporting
their disability for fear of being rejected or ostracized, or (c) they are smply not aware
that services exist. Consequently, there may be thousands of students with hearing loss
who are not aware that services are available to them or do not seek them and thus suffer
academic and social consequences because they do not use the services.

The Annual Survey of Deaf and Hard-of-Hearing Children and Y outh (AS
Survey) is ayearly demographic survey of students with hearing loss conducted by a
team of researchers at the Center for Assessment and Demographic Studies (CADS) at
the Gallaudet University Research Institute. This survey normally does not include data
on students exiting high school, but the data can be used to characterize the population of

students with hearing loss entering college (Allen, 1994). A significant trend reflected in
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the CADS data and other demographic studies shows that the overall number of hard-of-
hearing students being reported to surveys and entering college has increased
dramatically (Allen, 1994). The CADS data were helpful in showing hearing loss
categorizations in documenting this increase. Allen (1994) compared demographic
figures of students with hearing loss as reported to the survey between 1984 and 1994.
During that 10-year period, the number of students with severe to profound hearing loss
(as opposed to mild to severe) decreased by more than 8,500 students, or 26% (from
33,556 reported to the survey in 1984 to 24,960 in 1994). The decrease in the severe to
profound group, said Allen (1994), was due to a number of factors, including lower birth
rates and the exiting from schools of students whose deafness resulted from the maternal
rubella episodes of the 1960s. During the same decade, the number of students reported
with less than severe hearing loss increased by more than 2,500 students, or 14% (from

18,121 to 20,630).

Deaf and Hard-of-Hearing Students as Categorized by
Race, Gender, and Socioeconomic Status

The status of students from minority cultures and low socioeconomic
backgrounds is important to consider as studies and surveys such as the Annual Survey of
Deaf and Hard-of-Hearing Children and Y outh (AS) in 1994 noted that increasing
numbers of students in postsecondary education come from minority backgrounds,
particularly Hispanic cultures (Allen, 1994).

Allen (1994), Menchel (1995), and others determined that, in general, the
majority of students who enroll and persist in higher education are non-Hispanic White.

However, between 1984 and 1994, the number of White, non-Hispanic students reported



to the AS survey decreased by 21%. The number of Hispanic students, on the other hand,
increased by 28%, showing the largest increase in any ethnic group (Allen, 1994). The
1994 AS documented an increase in the Hispanic student population from 11% in 1984 to
16% in 1994. Although the overall number of deaf and hard-of-hearing students who
reported to the AS had declined by 12% during the 10-year period, the number of
Hispanic students had increased by 28%.

During the same 10-year period, the number of African American students
reported to the survey decreased by 15%, from 9,337 (18% of the total populationin
1984) to 7,935 (17% of the total population in 1994). Although African American
students represented approximately 17% of the students reported to the CADS survey, a
national survey of 46 postsecondary programs reported that only 9% of the students
enrolled in those programs were African American (Schroedel & Watson, 1991),
showing a decrease in the number of African American deaf students entering college.

The literature fails to show a significant difference based on gender (e.g., Allen &
Osborn, 1984), although there is some evidence that female deaf |earners outperform
male learners in academic achievement (Powers, Gregory, & Thoutenhoofd, 1999).
Where gender differences are found, they appear to be in the same direction as those
found for hearing pupils. Although the proportion of males and females is usually noted
in research studies, Powers et a. (1999) argued that gender is stated more often to

legitimize the sample than as a variable to consider.
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Academic Achievement and Ethnicity Factors

The annual survey was particularly illuminating in relating the academic
achievement of the deaf and hard-of-hearing student population to the ethnic composition
of the population using the eighth edition of the Stanford Achievement Test. To make a
comparison between the academic achievements of the different ethnic groups as noted in
the 1994 annual survey, it isimportant to note that in the total group of 17- to 21-year-old
students with severe to profound hearing loss, 58% were White, 21% African American,
and 15% Hispanic. The ethnic breakdown of the students who demonstrated reading
levels at the fourth-grade level or above according to the AS was as follows: 77% White,
12% African American, and 7% Hispanic. With a higher cut-off point with students
demonstrating eighth-grade reading levels or above, the qualifying group was more
disproportionately White: 88% White, 3% African American, and 7% Hispanic (Allen,
1994).

Even within the student group with moderate to profound hearing loss, the
racial/ethnic distribution of the students performance was similar to the severe to
profound student group. The ethnic breakdown of students who demonstrated reading
levels at fourth-grade equivalency or above was 58% White, 30% African American, and
27% Hispanic. Of the group of students who had reading levels at the eighth grade or
above, 89% were White, 5% were African American, and 5% Hispanic. By applying
strict reading standards that would determine which group of students would be able to
handle college-level work, it was concluded that most of the deaf students from minority

backgrounds would not qualify for college entry. These statistical figures clearly
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highlighted a particularly urgent need for additional assistance to be provided to deaf and
hard-of-hearing students from minority backgrounds (Allen, 1994).

There are afew reasons that could account for the poor achievement level of deaf
and hard-of-hearing students from minority backgrounds. First, because many families
from minority backgrounds tend to have fewer resources and not know sign language,
they are often unable to gain access to the type of resources or services that are provided
to deaf people and their families. Furthermore, Christensen and Delgado (1993) and
Schildroth and Hotto (1995) noted that the needs of students from minority backgrounds
might not be well served, because of the underrepresentation of deaf teachers from
multicultural backgrounds.

Students who are members of minority deaf groups are also less likely than
nonminority students to be placed in integrated settings (Allen & Osborn, 1984).
Additionally, Cohen, Fischgrund, and Redding (1990) found that “ethnicity was a
significant negative predictor of integration, placement, and exposure to reading content”
(p. 69). Teachers tend to allow African American and other minority students to achieve
less and hold lower expectations for them academically. As a consequence, thereis an
overrepresentation of African American and other minority studentsin vocational as
compared with academic programs (Anderson & Grace, 1991; Schroedel & Watson,
1991; Schildroth & Hotto, 1995). In residential programs, three times as many African
American deaf students compared to their White peers are graduating with certificates
rather than high school diplomas, with 12% of White students receiving certificates,

compared with 36% of African American students (Anderson & Grace, 1991).
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As aresult of these factors that affect the performance of this group of students, a
significant number of African American and other minority deaf adolescents “are not
being provided with a broad range of opportunities for upward educational and

occupational mobility” (Anderson & Grace, 1991, p. 83).

A Minority within a Minority

Too often, deaf and hard-of-hearing students are perceived as a homogeneous
group. Cohen et al. (1990) stated, “ Educators of deaf ...youth have had atendency to
accept the erroneous proposition that deafness in some ways precludes ethnic and racial
minority group membership and status’ (p. 67). In fact, the diversity, interests, and
characteristics of this student group vary as much as students who are hearing. Students
who are deaf and part of aracial or ethnic minority group do, however, often encounter
cultural, linguistic, and dual identity issues that may pose distinctive challengesin their
efforts to integrate into mainstream educational settings and society.

Because achieving an identity is such an important devel opmental task during
adolescence, a clear need exists for further research to broaden knowledge and
understanding of dual identity development. Being Black and deaf, Hispanic and deaf, or
Asian and deaf, for example, has been described as being a“minority within a minority”
or part of a“dua minority group membership” (Anderson & Grace, 1991; Rodriguez &
Santiviago, 1991). A Black deaf person, for example, may be neither a Black person who
isdeaf nor adeaf person who is Black, but someone with his or her own persona, i.e., a
Black deaf person. Using an interview survey with 60 Black deaf students at the Model

Secondary School for the Deaf on the Gallaudet University campus, Aramburo (1989)
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asked students whether they identified foremost with being part of the Black or Deaf
cultures (again, Deaf capitalized to signify Deaf culture membership). Thirteen percent of
the respondents said they identified with being Deaf first, and 87% said Black first. Those
who said they were Deaf first were mostly educated in White residential schools during
their early years, and several respondentsin this group said they had deaf parents. The
respondents who replied they were Black first identified most with Black culture.

As mentioned earlier, minority deaf students often lack same-status role models.
There are few teachers of the deaf, for example, who have dual identity membership
status. A 1990 study showed that only 11% of all teachers, deaf or hearing, were Black or
Hispanic (Cohen et al., 1990). Only 10 teachers who were Black and deaf were identified
in 888 educational programs. Cohen et al. (1990) reported that Black and Hispanic
teachers are also far more likely than nonminorities to say they will be leaving the
profession.

The presence of same-status teachers and role models is perceived to be important
for the continued support of deaf minority students, as minority deaf teachers help to
influence and inspire minority deaf students. Also, with more minority representation,
parents of minority deaf students are more likely to be more involved in their children’s
education. With too few role models, negative messages and stereotypes are likely to be

reinforced (Cohen et a., 1990).

Hispanic Deaf Students
Hispanic students deserve special mention because not only do they encounter

distinctive cultural and linguistic challenges related to being both deaf and Hispanic,
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affecting their level of interaction with mainstream society, but they are also the fastest
growing ethnic group compared with other ethnic groups. Fradd, Figueroa, and Correa
(1989) added that, while the Hispanic group is not necessarily the most needy minority
group, it does need more access to the larger culture, because it is the fastest growing
minority group in the country. Indeed, U.S. Census 2000 figures show that Hispanics
now outnumber African Americans as the largest cultural group (U.S. Bureau of the
Census, 2003).

While Hispanics are often described as a single group, they are by no means a
homogeneous group. Students may identify themselves as Puerto Ricans, Mexican
Americans, Dominicans, or others. Individuals within these groups may be differentiated
by their levels of acculturation.

As Christensen and Delgado (1993) and Erickson (1984) reported, deaf Hispanic
students often have to be trilingual or tricultural in their interaction with mainstream
society. In cases where deaf and hard-of-hearing students from minority cultures are
exposed to languages other than English, the students and their families may find it
necessary to learn several languages. Students may acquire two sign languages, that of
their native country and American Sign Language (ASL), in addition to learning the

spoken forms of English aswell as their native language.

Hard-of-Hearing Students
Although hard-of-hearing students are not an ethnic minority group, this group
must be examined, as they comprise the mgjority of students with hearing loss enrolled in

integrated secondary and postsecondary settings. They outnumber students who are deaf
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by several thousand. With more hearing, hard-of-hearing students generally fare better
academically than students with more severe hearing loss. Indeed, in a research study
tabul ating the demographic, handicapping, and achievement factors for 1,465 school-age
children, Allen and Osborn (1984) found that the students who were integrated were, as a
group, lessimpaired: “The integrated group had a higher proportion of students with less-
than-severe hearing impairments, fewer students with prelingual hearing impairment, and
fewer students with additional learning or behavioral impairments’ (p. 102). Although it
may seem that fewer services are warranted for hard-of-hearing students, thisis not
necessarily the case; services offered by colleges or universities must be individually
tailored to each student, and the needs of hard-of-hearing students may differ
significantly from students who are deaf.

Students who are hard of hearing may also have certain social, cultural, and
identity needs of their own that largely go unaddressed (Flexer, Wray, & Black, 1986).
The needs of hard-of-hearing and orally trained students in mainstream programs are
often distinctly different from those of deaf and signing students. Hard-of-hearing and
orally trained students may feel particularly challenged in clarifying their affiliation with
either or both the deaf and hearing cultures (Charlson, Strong, & Gold, 1984). As such,
students who are hard of hearing may feel they are neither in the hearing nor deaf world
and may struggle more than deaf students to achieve identity status in either group. Hard-
of-hearing and orally trained students from mainstream programs with little experience
with Deaf culture may undergo internal conflict as they discover sign language and the
deaf community. An oral or hard-of-hearing student without adequate cultural

preparation electing to attend a postsecondary program designed for deaf students such as
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Gallaudet University, for example, may experience socia rejection there (Glickman,
1986). The hard-of-hearing student who feels marginalized and struggles with cultural
identity status and acceptance in either culture may lack a sense of belonging, and
increased social isolation many result (Glickman, 1986).

Because of the complexities of cultural and linguistic aspectsinvolved with being
hard of hearing or having dual identity status, professionals need to focus on devel oping
appropriate programs that can involve the participation of arange of students who are
deaf and hard-of-hearing. Awareness of the specific cultural backgrounds and the
experiences of students who are hard of hearing or members of the Hispanic and Deaf
culture, as well as students who are Black and deaf, Asian and deaf, and so on, is
essential for these students to be able to interact effectively with the hearing and English-
speaking mainstream society. Educators and other professionals working with these
students also need to be willing to make accommaodations in their teaching methods and

programs to help all students be successfully integrated in college environments.

Social Mainstreaming

Social isolation and loneliness are often major consequences of deafness and
extend across al racial, ethnic, and socioeconomic groups. Social maladjustment can
occur despite having superior educational achievement, above-average intelligence, and a
stable socioeconomic background (Neyhus, 1964). Socia isolation and loneliness are
particularly prevalent among students in mainstream educational environments as
opposed to residential or academic programs that cater to alarge population of deaf and
hard-of-hearing students. Identifying and addressing the presence and extent of these

factorsisimportant, as studies show if loneliness and social isolation persist over time,
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academic and social consequences may be severe, and a poor mental health status may
result (Charlson et al., 1984; Glickman, 1986; Power et a., 1999). This section will
describe the effect of communication, peer attitudes, self-advocacy, and the devel opment
of study skills on academic and socia integration.

Though deaf and hard-of-hearing students in mainstream colleges and universities
generaly show higher levels of academic achievement than students enrolled in special
programs (Jensema, 1975), research shows that socia isolation and loneliness are more
prevaent for students in mainstream academic settings (Foster, 1988; Foster, 1989; Leigh
& Stinson, 1991; Mertens, 1989; Murphy & Newlon, 1981; Neyhus, 1964). Foster (1988,
1999) conducted several qualitative studies that documented socia isolation as
experienced by deaf and hard-of-hearing college students who were mainstreamed. Foster
(1988) concluded that socia mainstreaming may be more difficult to achieve than
academic mainstreaming, because a student with a hearing loss is frequently on his or her
own when attempting to initiate or sustain relationships with hearing peers. “ The concern
has been raised that students in the mainstream may be gaining academic advantages
whilelosing ground in the areas of personal and social growth” (p. 27).

Mertens (1989) stated that the presence of social maladjustment among these
students may also indicate the presence of an academic handicap and that an
improvement in social development needs to occur to improve academic functioning.
Consequently, higher self-esteem and self-competence appear to be related to greater
academic achievement (Koelle & Convey, 1982).

In Leigh and Stinson’s (1991) study, positive peer relationships constituted a

significant factor in higher levels of perceived self-competence in social and
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communication skills, while negative relationships led to lower levels of perceived self-
competence: “Higher ratings of perceived social competence were associated with greater
participation in class, in school, and in social activities, and also with emotional security
with hearing peers’ (p. 13). Participation in extracurricular activities such as sports and
clubs was shown to increase self-competence levels (Stinson & Foster, 2000; Stinson &
Walter, 1991).

Leigh and Stinson (1991) discovered that perceived social competence was
significantly related to students’ social experiences and was based largely on the quality
of relationships with hearing as well as deaf and hard-of-hearing peers. Increasing social
opportunities with hearing students has been shown to have a positive effect on hard-of -
hearing and deaf students’ academic performance (Antia, 1982; Coyner, 1993). Indeed,
Ladd, Munson, and Miller (1984) and Musselman, Mootilal, and MacKay (1996)
concluded that for social mainstreaming to be successful, an integrated classroom climate
needs to be conducive to socia interaction and friendships between deaf and hearing
students. Ladd, Munsen and Muller (1984) observed that when special attempts were
made to institute an environment that supported positive peer interactions between deaf
and hard-of-hearing students and their hearing peers, positive interactions and friendships

developed.

Communication
Communication is an important form of social engagement and essentia for the
development of peer relationships (Stinson & Foster, 2000). However, due to the nature

of having a hearing loss, communication difficulties continue to be a frequent



consequence of academic and social mainstreaming for deaf and hard-of-hearing
students. The presence of communication problems often leads to lower perceptions of
social competence and social isolation, lower self-confidence, and feelings of failure
(Foster, 1988; Stinson & Foster, 2000). As aresult, deaf and hard-of-hearing students
may engage in limited or superficial conversations with peers (Foster 1989; Mertens
1989) and may find fewer opportunities to achieve roles of prominence in agroup
activity such as a discussion group (Stinson & Foster, 2000). They may participate in
fewer extracurricular activities that would help them be more integrated into college life.
Communication is atwo-way endeavor. When interacting with hearing peers or
faculty, deaf students must feel comfortable asking their peers to repeat when necessary,
and hearing individuals must feel comfortable repeating or writing notes (Stinson &
Foster, 2000). The effort involved with communication, particularly in anoisy or sub-par
listening environment, may cause deaf and hearing students and faculty to socialize as
little as possible. In this study, the researcher did not observe communication or
interaction among the individual study participants and their hearing peers and faculty,
but descriptive data on these factorsis provided by input from the student interviews and

focus groups.

Peer Attitudes

Attitudes toward deaf people, whether positive, negative, or neutral, may be a
vital ingredient in the success or failure of mainstreaming efforts (Ladd et al., 1984).
Coyner (1993) found that amaor predictor of success for hard-of-hearing and deaf

students was the peer acceptance rating they received from hearing students. In her study
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involving five deaf and five hard-of-hearing students, all of whom had received an oral
education, and 25 hearing students, Coyner (1993) concluded that peer attitudes should
be a consideration in mainstreaming.

Emerton and Rothman (1978) conducted a study to determine whether negative
stereotypes of deaf people are already possessed by incoming hearing college students or
whether such stereotypes are formed during contact with deaf students. Based on
interviews of 100 hearing students at the Rochester Institute of Technology, attitudes
from hearing students were at first found to be positive. “ After six months on campus,”
however, “there was a downward trend in effect” (p. 588). Differencesin cultural norms,
such as social behavior patterns, communication tactics, and noise levels were factors that
contributed to poor attitudes toward deaf students and were perceived as major barriers
toward positive integration on the part of the deaf students. Despite a negative shift in
hearing attitudes toward deaf students, several friendships among students of different
hearing status were formed during the course of the study.

Ladd et al. (1984) reported that hearing classmates expressed increasingly
favorable perceptions of mainstreamed deaf students over time. Musselman et al. (1996)
did not observe the usual disadvantages associated with integration, although the
researchers acknowledged that the more positive findings compared to other studies may
be reflected in the fact that the particul ar settings studied made special efforts to promote
hearing—deaf student interaction.

In general, it isimportant to note whether peer attitudes toward deaf students and
the overal classroom and campus climate are conductive to supporting deaf and hard-of -

hearing students’ participation in all aspects of college life. Although this dissertation did
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not involve interviews or attitude scales with hearing classmates and faculty regarding
thelir attitude toward their deaf peers, the perspectives of the deaf students being
interviewed provided a gauge for the extent to which these students perceived their

classmates and faculty to have a positive or negative attitude toward them.

Self-Advocacy

Studies show that students must be assertive in advocating for themselves when
seeking help from peers, faculty, or college support personnel to be successfully
integrated in mainstream settings. Often it isleft to the deaf students to develop the
personal attributes and skills to overcome social and communicative barriers. For some,
this task may be overwhelming. Stinson and Foster (2000) explained that it takes“a
strong ego or inner self-confidence [for adeaf or hard-of-hearing student] to work
towards being perceived as equal or accepted” (p. 16). Students must also invest a
considerable amount of time in developing other skills to assist with their social and
academic integration into college life. These skills include “ establishing relationships
with roommates,...devel oping independent living skills, mastering self-management of
time for studying, and so forth” (Stinson & Walter, 1991, p. 53). The tasks of developing
self-confidence and social competence, as well as academic skills, in college may be

clearly daunting for some of these students.

Study Skills

Deaf and hard-of-hearing students who are successful in mainstream
environments tend not only to have awillingness and ability to self-advocate, but have

had to develop effective study skills to boost their confidence and performance in class.
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Many students rely heavily on textbooks or notes for materials. In many cases, these
students must ask the instructor and peers to speak clearly or slow down for the
interpreter or so that they may understand and take notes. When taking notes, the students
must exercise extra diligence and concentration when lip-reading, following the
instructor or interpreter and the classroom dialogue al at once:

When taking notes during a lecture, students must be able to perform avariety of

skills. The skillsinclude attending to the lecturer, discriminating between

important and not-so-important information, understanding what is being said,

personalizing the information (e.g., paraphrasing), organizing information in a

meaningful way, and recording the information fluently and legibly. (Hughes &

Surtisky, 1993, p. 7)

Attention and respect must be paid to students who must invest extra effort to
communicate, socialize, and retain information in classes, with the goal of easing this
effort as much as possible. Further research can help establish ways in which these
students may possess a greater basis for self-confidence and perceived social competence
and be better integrated socially and academically in mainstream settings. In studying the
related literature on loneliness and social isolation, proper measures and consistency
among studies examining loneliness and social isolation are needed, in part to validate
such studies. Some studies were consistent in using the Social Activity Scale (SAS) that
measures several aspects of social integration and adjustment, including social
interaction, feelings of relatedness, and overall perceived social competence (M usselman,
et a., 1996; Stinson & Whitmire, 1991). Researchers caution, however, that some
measures used to obtain data on loneliness and other personality factors may be
inaccurate (Kluwin, Blennerhassett, & Sweet, 1990; Powers et a., 1999). On some

projective tests of personality, language facility was found to be a significant factor in

measuring personality, causing some of the data on loneliness to be inconclusive
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(Neyhus, 1964). Kluwin et a. (1990) explained: “The problem with most measures,
primarily self-image, self-concept, or social attitude scales, is that often the emotional or
socia construct being measured is viewed as fixed or relatively static” (p. 283). In
addition, loneliness is a subjective experience; it may be perceived differently by a deaf
or hard-of-hearing individual compared with a hearing peer.

In summary, Foster (1988, 1989) stated that efforts must be made to reduce the
social isolation these students face to enable the students to enjoy greater access to
college life. However, social isolation in mainstream environments may be difficult for
these students to overcome. Proper support services, access to college life, ease of
communication, and acceptance by peers and faculty at the college or university are

needed to facilitate positive social and academic integration.

The Role of College Support Services

Before the advent of support servicesin postsecondary institutions, as mandated
by law, lip reading (or speech reading), amplification such as hearing aids, notes from
fellow classmates, careful scrutiny of textbooks and other course reading materias, and
sitting close to the instructor were the technigues most commonly used by deaf students
in integrated settings to comprehend classroom lectures, dialogue, and materials
(Bigman, 1961; Menchel, 1995). Although some students used their residual hearing and
considered themselves excellent lip readers, many encountered difficulties when the
instructor turned around or paced the room and had difficulty when they tried to take
notes and lip-read at the same time.

While some students continue to manage with few or no services, college support

services often play a significant role in making the college environment more accessible

49



for many deaf and hard-of-hearing students. Support services are varied and may include
advisory assistance, counseling, writing assistance, note-takers, sign language
interpreters, cued speech trandliterators, computer-assisted note-taking, and other
accessibility measures provided by the campus office of Disabled Student Services
(DSS), aso caled Disahility Support Services or asimilar term. In some cases DSS
serves as the primary means by which deaf and hard-of-hearing students are integrated
socially and academically into college life. However, there are three primary problems
that DSS often encounters: First, although services must be provided by law, expenses
borne by the university may be subject to alimited budget, causing services to be lacking
or inadequate. Second, colleges, particularly if they are located in remote areas, may be
unable to locate the staff or appropriate skills on the part of personnel needed to provide
such services. Finaly, support personnel typically know less about deafness than other
disabilities, such as learning disabilities (Menchel, 1995). Due to lack of knowledge
about deafness and the needs of deaf and hard-of-hearing students, colleges are often
unable to provide sufficient and appropriate services for these students. A 1994 report by
the National Center on Education Statistics stated that only 18% of postsecondary
institutions interviewed had been unable to provide one or more requested support
services to their deaf and hard-of-hearing students. To compound these problems, a
significant number of students are too embarrassed to ask for services, fear the loss of
acceptance by a college if they report their disability, or are unaware that services exist.
Menchel (1995) found that students who chose not to identify their deafness or ask for
any services either on their college application or during their critical freshman year

eventually faced academic difficulties and were compelled to rely on support services
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starting in their second year. Students who did not seek services during their first year of
college reported that they had underestimated the increased academic challenges of
college compared with high schooal.

A common misconception held by college personnel, educators, and othersiis that
note-taking and sign-language interpreting will automatically bridge the “ achievement
gap” for these students (Stinson & Walter, 1997). Thisis not always the case. Course
texts, materials, and method and delivery of instruction may need to be modified, in
addition to “providing a comprehensive battery of compensatory and remedial programs
to accommodate the needs of hearing-impaired students’ (p. 21). Stinson and Walter
warned that services should not be limited to those that can be provided in the classroom,
such as note-taking and interpreting, but also to assist studentsin such areas as “financial
aid, academic advising and registration, health care, extracurricular activities, and
intercollegiate athletics....(Otherwise) adeaf student is put at risk of becoming isolated in
the college environment, increasing the likelihood that the student will withdraw from
college’ (p. 22). Only in afew cases are colleges and universities able to provide such
systematic support to students who are deaf and hard of hearing.

During the admission process and subsequent to entry to a college, the college or
university may not consider whether enough support services are in place to allow the
student to succeed academically and socially. Likewise, prospective students who need
services may not investigate this matter, which should be a prerequisite for considering
any college or university program.

Even with the presence of support services, students can perceive the quantity of

information presented in their classes to be overwhelming and the lectures too abstract or
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conceptual. Stinson and Walter (1991) noted, however, that “the reader should keep in
mind that [ some of] these findings are based on students who decided to leave a
mainstream college environment. They do not imply that the mainstream setting cannot
provide a good education for many deaf students’ (p. 51). It is often left to the student to
decide whether he or she can succeed at the college, but ideally the process and goals for

the student should reflect a collaborative relationship between the college and the student.

Support Services at State U

In describing the nature and extent of support services available to students,
including students with disabilities, in the context of State U, it was found that severa
support services and policies were in place on campus. The State U DSS office aims to
ensure access for students with disabilities by tailoring services to meet the needs of each
individual student based on the nature of the student’ s disability and then coordinating
these services. Services provided to the students include testing accommodations (e.g.,
extended exam time), sign language interpreters, note-takers, and computer-assisted note-
taking. DSS aso works with various university systems to heighten awareness of the
needs of students with disabilities.

The counseling center on campus serves to assist with the development and
implementation of DSS services, and provides additional servicesto students, such as
individual and group counseling, consultation, and educational services. Close to the
counseling center at State U isalearning and writing center helping students with their

academic needs.
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The campus library system subscribes to the campus-wide diversity initiative and
seeks to seek to be accommodating to all students, irrespective of race, ethnic
background, sexual orientation, political affiliation, or disability. The main library houses
an adaptive technology laboratory, which provides services such as large-text print,
books on tape, and readers to blind students, as well as technological assistance to deaf
and other disabled students.

Other organizations and facets of campus life at State U are committed to building
amore inclusive college community by creating and implementing a comprehensive
campus-wide program to enhance and promote diversity on campus. Organizations and
task forces on campus that subscribe to the campus diversity initiative include a
presidential commission on disability issues, which seeks to improve access to campus
facilities and programs, a diversity initiative advocacy committee, and a student-led
group for disability advocacy, which serves as a support and advocacy group for these

students and increases campus awareness of disability issues and legislation.

Student Persistence Studies

Several theories and studies on persistence and persistence-related issues have
identified several pre-college and within-college factors that have positive and negative
effects on the academic and social development and integration of students who are deaf
and hard of hearing. For example, Menchel (1995) found that previous mainstream
experience, motivation, goal orientation, and involvement with extracurricular activities
were factors that helped hisinformants’ ability to cope and persist in amainstream
environment. Other studies document the importance of good coping strategies and

personal attributes such as resilience, positive self-concept, and support from family,
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friends, and teachers prior to college (Charlson, Bird, & Strong, 1999; Charlson et al.,
1984; Foster, 1988; Stinson, 1984; Warren & Hasentab, 1986). Instructor collaboration
and support, peer mentors, and role models were other factors that affected positive
academic and social integration. In this section, two persistence-related studies are
presented to describe in-depth examples of programs and approaches that sought to
improve the retention of deaf and hard-of-hearing students.

Three main persistence frameworks and models by Tinto (1987); Stinson et al.
(1987); and Stinson and Walter (1997) helped to inform the conceptual framework
guiding this dissertation. The researcher has added some categories and themes based on
critiques of Tinto’s framework by Braxton (2000) and Draper (2002) to develop further
the conceptual framework for this dissertation.

Persistence frameworks and models by Stinson et al. (1987) and Stinson and
Walter (1997) involved the use of data collection methods based on alongitudinal
college-impact conceptual framework and model of student persistence in college
developed by Tinto (1987). Tinto considered the phenomenon of persistenceto be a
function of the quality of a student’s interactions with the academic and social
components of an institution. Tinto's Model of Student Departure/Retention (1987),
presented in Figure 1, depicts a matrix showing the direct and indirect influences and
interactions between a student and a college based on the following categories. pre-entry
(student) attributes, the academic and socia systems of the institution, the process of
student goals and institutional commitments, and a departure decision. Students arrive at
an institution with arange of background characteristics, including prior achievement and

personal attributes, which, in addition to their commitment to college, influence how
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students interact with the academic and social facets of the institution. The students
sense of academic and social integration is continually being modified by their ongoing
college experiences. Positive interactions with the academic and socia structures of the
college lead to an increased sense of integration and a greater tendency for persistence
and retention. Negative encounters with these systems, on the other hand, may cause
students to feel a sense of social and intellectual isolation from other members of the
college community. Negative encounters can serve to “reduce integration...promote the
individual’s marginality, and, ultimately, withdrawal” (Stinson & Walter, 1997, p. 53).
Academic difficulties and disappoi ntment with college expectations and the intell ectual
and learning environments were found to be reasons for leaving college (Tinto, 1987).
For deaf or hard-of-hearing students who are already marginalized and face obstacles,
being successfully integrated in college poses a significant challenge.

In their studies, Stinson et al. (1987) and Stinson and Walter (1997) referred to
Tinto’s (1987) model of college persistence as a useful and reliable model of student
persistence. The authors cautioned, however, that Tinto’'s model and any other general
model of student persistence must be modified somewhat when applied to a unique
popul ation such as deaf or hard-of-hearing students. A modified theory must take into
account the variation of academic abilities among these students and the variation in
available socia opportunities and support services in college, as well as communication
ability, previous mainstream experience, and other relevant factors.

As shown in Figure 2, to ensure accurate data collection and validity, Stinson et
al. (1987) adapted Tinto's (1987) model and modified it for deaf and hard-of-hearing

studentsin their studies examining persistence of these students. The diagram by Stinson
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et a. showing the interactive process of persistence/withdrawal in their sample of 233
deaf college studentsat NTID was similar to Tinto’sin that it included a visual
representation of cause—effect relationships that affect the outcome of whether students
withdraw or persist. Quantitative methods were used in a path-analysis format to
determine the total effect of the model.

In the updated version of their 1987 model, Stinson and Walter identified the
following four variables as background factors that affected the students’ persistence/
withdrawal decision: (a) high school achievement test scores using the Stanford
Achievement Test in Math and English Comprehension; (b) the percentage of the yearsin
which the student attended mainstreamed programs prior to college; (c) the extent of
participation in high school activities measured by using a Likert scale covering 16
activities; and (d) distance of the National Technical Institute for the Deaf (NTID) from
home categorized by the number of miles using a five-point scale. These variables thus
encompassed both academic and social variables. In terms of the students' interaction
with the college environment, the following variables were used as indicators: (a) awide
variety of college achievement test scores; (b) college speech-reading test scores derived
from the NTID Speech-reading without Sound Test; (c) extent of participation in college
activities based on a 17-item Likert survey; and (d) level of socia satisfaction based on a
7-item Likert questionnaire. Apart from the relationship among the variables indicating
student background and college environment factors, the variables of high school
achievement test scores and college achievement test scores were related, as they
provided a sequential representation of the academic performance of the students

assessed. The variables of high school and college activities were also similarly
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interconnected. The variable of the distance to NTID from home also affected the level of
socia satisfaction. The total sum of these interacting variables thus contributed to the
student’ s final decision of persisting or withdrawing from college. Stinson and Walter
modified the 1987 model further in 1997, as shown in Figure 3.

The following description offers a more detailed explanation of the variables that
have been incorporated into the 1987 and 1997 models. Stinson and his colleagues
discovered severa findings based on their studies that were similar to those of other
persistence studies of deaf and hard-of-hearing college students. For example, in their
1987 study, the researchers found that the students who experienced greater socid
satisfaction and had good grades in high school and college were more likely to persist
than their counterparts who had had negative social experiences and poor grades. Thus, it
would appear that academic achievement is consistent with students' commitment to
succeed academically in college. Results of academic proficiency tests of deaf and hard-
of-hearing students showed that when students had high Scholastic Aptitude Test scores
and reported satisfaction with their majors and academic environment (i.e., teachers and
classes), they were more likely to attain good grades. Students with higher grade-point-
averages were a'so more likely to persist beyond their first year of college.

Stinson et a. (1987) noted that the use of their conceptual framework and model
might only be specific to a college program designed for deaf students, such asNTID,
and added that the model developed from their study was shown to be applicableto first-
year students only. They also noted that the measure of persistence/withdrawal for these
students included voluntary withdrawal as well as academic dismissa (Stinson & Walter,

1991).
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To ensure the understanding of the applicability of the models developed by
Stinson and his colleagues (1987, 1997), it isimportant to have an overall knowledge of
the setting at NTID. Established in 1965 as one of the eight colleges of Rochester
Institute of Technology (RIT), the objective of the college was to offer advanced
technological and professional programs, along with aliberal arts and sciences
curriculum, to deaf and hard-of-hearing students. As an integrated college of RIT, the
1,151 deaf and hard-of-hearing students have the opportunity to learn and socialize with
13,000 hearing peers studying in the other colleges. Faculty members teaching both
hearing and deaf and hard-of-hearing students are supported by avariety of educationa
specialists whose duties are not limited solely to interpretive and note-taking functions.
For example, some of the specialists train faculty members and peer tutors on working
with deaf and hard-of-hearing students. In this highly supportive environment, the
students are able to access academic support services such as interpreting, note-taking,
and tutoring/advising to help them with the challenges of their academic curriculum in al
disciplines. Furthermore, the students are easily able to obtain hearing, speech, and
language support with access to the audiology center and the speech and language
department on campus. Counseling services are also available. With all of these support
services, deaf and hard-of-hearing students are empowered to become fully integrated in
mainstream settings (National Technical Institute for the Deaf, 2002).

The particular emphasis on social satisfaction asit relates to persistence for deaf
students in the studies by Stinson et al. (1987, 1991) reflects the fact that in large
programs designed for deaf students such as NTID, where these studies took place, and

Gallaudet University, the only university for deaf students in the world, the number and
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quality of social opportunities offered by these programs play a significant role in
attracting and retaining large numbers of deaf students. With ample opportunity to
engage in social activities and a keen knowledge on the part of college personnel
regarding the academic and social needs of deaf and hard-of-hearing students, a higher
level of social and academic integration within the institution takes place. The size of the
deaf student population and the availability of socia opportunities, such asthoseat NTID
and Gallaudet University, appear to be important factorsin attracting and retaining
students in postsecondary programs (Stinson & Walter, 1991).

Two studies by De Filippo, Dagel, Foster, McKee, Barefoot, Crandall, et al.
(1998) and Bills et a. (1998) provide specific, in-depth examples of systematic programs
and servicesat NTID and RIT that improved retention for groups of deaf students. These
studies may be applicable to other colleges and universities seeking to improve retention
of deaf and hard-of-hearing students in their institutions as well.

In the De Filippo et a. (1998) study, deaf and hard-of-hearing students who had
poor reading and writing grades at NTID benefited from intensive instructor
collaboration that focused on the individual learners, the provision of student assistance,
and counseling to cultivate positive learning attitudes and behaviors. The objective of this
study was to create and implement a “learning community” project to increase the
retention of deaf and hard-of-hearing students who had been identified as having poor
grades by enhancing their sense of belonging in the hearing and deaf communities as well
astheir confidence in their ability to succeed academically. Of the 200 studentsin the

entering class, 28 students were eligible for the learning community project because of
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their low reading and writing test scores. Except for one student, all the students had a
severe or profound hearing loss before the acquisition of language.

The group of 28 students was divided evenly into the experimental and the control
group. The experimental group received comprehensive intervention services that
involved collaborative learning, interdisciplinary linkages among courses based on
themes to enhance levels of understanding, and high levels of interaction among students
and faculty members. This group was enrolled in the following courses: Freshman
Seminar, English, and a critical-thinking course. The students’ progress was closely
monitored by the same academic counselor who provided them with counseling. In
addition, the team of instructors and the researcher held weekly meetings during the
course of the year to clarify the objectives of the projects and focus on the unique needs
of theindividual students. Finally, ateaching assistant was provided for the experimental
group for the Freshman Seminar course, and an older deaf student served as arole model
for the students. The students in the control group, on the other hand, were enrolled in
similar courses but did not receive the additional services provided for the experimental
group (DeFilippo et a., 1998).

Severa indicators and methodological approaches were used to compare the
performance of both groupsin this study. First, the records of the teachers who instructed
the subjects in either group were collected and analyzed with the focus on three
indicators: class attendance, keeping up with assignments, and “effort” (p. 172). Thefirst
two indicators were rated in the range of never to always. Although the class attendance
of both groups gradually waned because the students realized that college instructors did

not require attendance, the experimental group still exceeded their counterpartsin all
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respects. While the average rate of turning in the assignments for both groups were
exceedingly low at the start of the school year (close to never for both), it increased
tremendously by the third quarter (close to always). During the final two quarters, the
experimental group of students still exceeded the control group. For the final indicator,
the teachers were asked to rate the students’ level of effort within the range of below
average to above average. During the second quarter, the mean effort of the experimental
group subjects was slightly above average, while the mean effort of the control group
subjects was between average and below average. By the third quarter, the rating of the
control group subjects improved to reach the average level, and the experimental group
improved dlightly from the performance of its previous quarter. However, by the last
guarter, while the mean effort of the experimental group subjects increased to alevel
between the average and above average range, the control group had fallen considerably
to amost reach the below average level.

Apart from the teachers' records, the number of courses completed, or coursesin
which the subjects received a grade of D or above, was aso used to compare the
performance of the two groups. In both the fall and the winter quarters, the experimental
group subjects exceeded their control group counterparts in completing the courses. For
example, during the fall, the experimenta group completed approximately 80% of the
courses, while the control group completed about 70% of the courses. In the winter
guarter, the experimental group succeeded in completing approximately 90% of the
courses, while the control group decreased its rate of completion to about 60% of the

courses (De Filippo et a., 1998).



In the study, the subjects’ attitudes and perceptions about their college experience
were obtained through in-depth interviews with 10 of the participants in the experimental
group who were willing to participate in that portion of the study. The majority of the
participants in the experimental group stated that they were satisfied with their choice of
college and expected to graduate. They aso stated that their attitude toward their
completion of college was largely influenced by older deaf students from home or at
school. At this point, the participants were focused on their studies and wanted to adapt to
their environment before involving themselves in extracurricular activities. Though some
of the students said that the group learning was boring and prevented them from knowing
other people, they also appreciated the fact that they were able to forge close
relationships with other group participants and experience afamiliar environment. They
did not suffer from feelings of embarrassment or anxiety when participating in classroom
discussions.

Based on the results of the study, De Filippo et a. (1998) concluded that the
Learning Community project was successful in helping the deaf and hard-of-hearing
participants complete their studies and increase their desire to remain in college. Reasons
for its success were identified. First, the utilization of older deaf students as role models
and to provide assistance was highly effective in cultivating positive attitudes of
persistence in the subjects. Second, the use of the group learning method was also critical
in creating an intimate and familiar learning environment to enhance the students
feelings of familiarity or sense of community. Intensive instructor collaboration was also

perceived as akey to the success of this project.
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Billset a. (1998) investigated the perceptions of deaf and hard-of-hearing
students, hearing students, and instructors participating in academic inclusion programs
offered by RIT and NTID. Using both quantitative tools such as the Academic Engage
Form (AEF) and the Classroom Communication Ease Scale (CCES), aswell as
gualitative tools such as interviews and classroom observations, Bills et a. sought to
identify the issues and problems associated with academic inclusion and their impact on
the students’ ability to engage meaningfully in their academic tasks and communicate
with their peers. Seventy-six students (46 deaf and 30 hearing) who were enrolled in
three academic programs filled out the questionnaires; 70% of the questionnaires were
returned. With the AEF, the subjects were asked to present their perceptions of their
learning experiences, their relationships with their teachers and peers, and their sense of
belonging at RIT. Using the CCES, the subjects evaluated the quantity and the quality of
information they obtained and sent. They were also asked to present their feelings of their
ability to interact with their peers and staff. Both surveys provided the subjects with the
opportunity to express their perceptions by posing open-ended questions.

In addition, 17 RIT instructors were interviewed, using a semi-structured
approach. Consisting of 11 males and 6 females, these instructors had a wide variety of
teaching approaches and arange of 2 to 23 years of teaching experience. The primary
topics of the interviews were (a) the deaf students’ perceptionsin the class, (b) problems
of accessibility for deaf studentsin the class, and (c) the strategies employed by the
instructor to enhance the delivery of information to students. Finally, three classes were

also observed to document the behavior and participation of the deaf and hearing
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students. Problems and barriers related to communication were identified. Afterwards,
the students and the instructors engaged in discussion regarding these observations.

There were several findingsin this study. According to the responses of the
student participants, both hearing and deaf students shared similar perceptions about their
learning experiences. They indicated similar levels of classroom participation and ease of
communication. Both groups noted that participation and the understanding of the lecture
materials were integral to their sense of belonging in the classes. The pace of instruction
was also perceived as a critical factor in affecting their ease of communication. However,
compared with the hearing students, the deaf students reported alack of satisfaction with
the pace of the lecture and, therefore, alack of a sense of belonging to the classes as well
as the college community.

Even within the context of the classroom in which the hearing and deaf students
shared similar perceptions about the ease of communication, the two groups of students
utilized different strategies for communication and interaction. While hearing students
typically focused on the instructor, deaf students were highly reliant on their interpreters
to help them interact and participate. Because of the indirect nature of the
communication, deaf studentsin the study were considerably less enthusiastic about
classroom participation as a critical factor in feeling a sense of belonging to the
classroom than their hearing peers. Furthermore, the deaf students also used more
learning resources, including text, teacher, friends, tutor, and staff than their hearing
peers.

In the open-ended response section of the survey, the hearing students' positive

perceptions about academic inclusion were highly illuminating. From their perspective,
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the inclusion of deaf students benefited them because the need to include an interpreter
slowed down the pace of instruction for them and enabled them to think and participate
meaningfully in class discussions.

The interviews with the instructors about the factors that contributed to the
success of deaf studentsin their classes also revealed how the perception of the
instructors can affect the performance of al students. Bills et al. (1998) highlighted two
related continuums of the instructors’ feelings of responsibility related to the learning
experiences of the students and their willingness to modify their instructiona approaches.
In terms of the continuum of responsibility, instructors ranged from those who considered
that they were primarily responsible for their students’ learning to those who believed
that students were primarily responsible for learning their materials. Therefore, the first
group of instructors were more willing to adapt their teaching styles to the needs of the
students to ensure that both their hearing and deaf students were able to understand the
materials. Instructors on the other end of the responsibility continuum did not make any
modificationsin their instruction and did not acknowledge the challenges confronted by
deaf students. In their opinion, the support services that the deaf students received
compensated for the students’ deficiencies. Most of the instructors tended toward the
belief that students should be responsible for their own learning or should rely on their
support personnel for assistance. At the same time, observations of the classes and the
interviews also reveaed that the instructors were frustrated by the fact that both the
hearing and deaf students adopted a passive stance toward the communication and
learning problems in the classroom. Even when they encountered problems, they did not

voice them, because they did not want to disrupt the status quo.
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Based on these discussions and observations, several types of classroom barriers
encountered by deaf studentsin mainstream settings were identified. These barriers
included physical classroom design, instructional approaches, and instructional and
student attitudes. First, the configuration of the classroom environment such as the
positioning of chairs or the positioning of the interpreter as related to the instructor
affected the deaf students' ease of communication. If the interpreter was situated close to
theinstructor, the students’ eye-shift distance was reduced, and the instructors were able
to be more responsive to the students' needs. Second, instructors needed to modify their
instructional approach to improve the quality of their interaction and communication with
both hearing and deaf students. The distribution of handouts of lecture notes at the start of
lectures greatly aided deaf and hard-of-hearing students in following the presentation of
the lecturer. At the same time, hearing students benefited from receiving written notes to
enable them to concentrate on listening to the lecturer instead of writing notes.
Furthermore, instructors could also provide more time for student response by counting
up to five after posing questions. When instructors expected rapid responses, they did not
alow sufficient time for the interpreters to finish signing so that deaf students could
participate in the classroom discussion. Hearing students also noted in the Bills et al.
(1998) study that they appreciated additional time to reflect on questions.

In addition, instructor and peer attitudes must be ameliorated to reduce the
barriers encountered in the classroom. For example, instructorsin the Bills et al. (1998)
study who believed that students were primarily responsible for their own learning were
unwilling to modify their instructional practices. This constituted a significant barrier,

according to the study respondents. Because the instructors thought that support services
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compensated for the students’ hearing loss, they did not adjust their teaching stylesto
enhance the level of communication with deaf students. As indicated, both the hearing
and deaf students in the study adopted highly passive attitudes with communication. Even
when they experienced difficulties in the classroom, these students were not willing to
risk disrupting the status quo to express their concerns and ameliorate the situation.
However, as Lang and Meath-Lang (2000) pointed out, in the case of deaf students, a
proactive attitude and recognition of the need for self-advocacy is vital to the success of
deaf learners. By participating actively in the learning process, deaf students would thus
enhance their ability to succeed in the classroom.

Finally, extraneous factors related to technology such as captioned mediain the
classroom were important in understanding videotaped material for both hearing and deaf
students. These factors also needed to be acknowledged and addressed to help deaf
students overcome their classroom challenges (p. 4).

The findings of the De Filippo et a. (1998) and Bills et a. (1998) studies suggest
that considerable attention must be devoted to the effect of the college environment as it
relates to academic and social integration, student satisfaction, and persistence for deaf
and hard-of-hearing students as well as hearing students. It is little wonder that in
mainstream universities, social and academic outcomes for deaf and hard-of-hearing
students are typically less than exceptional. Clearly, students face “unique difficultiesin
being integrated into the social and academic mainstream of college life” (Stinson &
Walter 1997, p. 14). They may feel isolated, not being able to understand classroom
lectures or their peers. Although these students may find hel pful services such as note

taking or sign language interpreting to participate in classes, colleges must improve their
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ability to provide adequately the accommodations necessary to meet each student’s
needs. Colleges must examine many facets of their institutions, including peer and
instructor attitudes and collaboration, instructional approaches, curriculum modifications,
classroom configuration, and adequacy of services to make the environment accessible

and friendly to deaf and hard-of-hearing students.

Conceptual Framework Guiding This Dissertation

In this dissertation, 10 respondents were interviewed to examine their
perspectives on their academic and social integration experiences in a large mainstream
university. Qualitative methods such as in-depth personal interviews and focus group
interviews were used to examine several themes and categories that, according to the
literature, were shown to affect deaf and hard-of-hearing students’ integration in college
aswell astheir level of commitment to persisting in college with the goal of attaining a
college degree. The categories and themes that were identified include previous
mainstream experience, communication and social ability, self-advocacy and study skills,
identity issues, degree of involvement in extracurricular and other college activities, role
models and mentors, and provision and adequacy of college support services, particularly
Disabled Student Services. Because the perspectives of the students were examined and
not of their peers or instructors, there was no direct examination of peer attitudes and
instructor collaboration and support, although the students discussed these issues to some
degreein their interviews.

Although the conceptua frameworks and models created by Tinto (1987) and
Stinson et al. (1987, 1991, 1997) are highly relevant to this dissertation, and several

related variables were relevant to the conceptual framework of this dissertation, they
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were not replicated in this study. Variablesin Stinson, Scherer, and Walter’s (1987)
model showing the effect of the background experiences of the students, such as their
mai nstreaming experiences and grades, as well as their academic and social experiences
within the college setting, were certainly pertinent. However, afew variables such as the
distance from home, the assessment of the college speech-reading ability, and college
achievement tests were not incorporated into the conceptual framework guiding this
dissertation. Most significantly, this dissertation did not use quantitative methods. The
researcher was interested in revealing the unique perspectives of 10 deaf and hard-of -
hearing students regarding their interaction within a mainstream college setting using
gualitative research methods. The present research is, therefore, less concerned with

ng the relationships among specific variables. It is aso important to point out that
unlike the National Technical Institute for the Deaf, the Carnegie Research-I university
where the dissertation research took place is a mainstream college that does not cater
specifically to the needs of deaf and hard-of-hearing students. The researcher’s
description and analysis of the experiences of deaf and hard-of-hearing students,
therefore, occurred in an institutional environment unlike that experienced by students
studied by Stinson and his colleagues.

In view of the use of a qualitative research approach and the context of the
mainstream college setting in this dissertation, the Tinto (1987) model might be more
relevant to the construction of a conceptual framework for this discussion. However,
Tinto’s (1987) model of student retention must still be adapted to ensure its applicability

to the deaf and hard-of-hearing student population studied.
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Additional persistence-related conceptual frameworks based on critiques of
Tinto’'s (1987) framework and model of student persistence were considered as follows,
and as such, afew modifications were made to create the conceptual framework used to

guide the analysis of the experiences of the participantsin this dissertation.

Ability to Pay for College and Other Themes

Braxton (2000) critiqued and added suggestions for revisionsto Tinto’'s 1975,
1987, and 1993 conceptua framework and models of student persistencein college.
While Braxton admitted that Tinto’s framework has been near-paradigmatic in college
persistence and retention theory, contributions to his text update the literature by
providing new thinking about this framework.

The authorsin the Braxton (2000) text examined additional themes and categories
related to student persistencein college, including financial, psychological, and
sociocultural factors, as well as classroom and institutional climates. While the researcher
considered adding several new themes and categories to the conceptual framework for
this dissertation based on these studies, the researcher decided most important to this
dissertation was the discussion regarding “ability to pay.” St. John, Cabrera, Nora, and
Asker (2000), in Braxton (2000), discussed the importance of providing a description of
the students’ cultural capital, socioeconomic status, and how they perceive their ability to
pay for college. In conducting areview of relative studies, they found, for example, that
“financial aid...[enhanced] the student’ s academic performance in college while
increasing intent to persist” (p. 35). Ability to pay for college comprises the tangible

factor of astudent’s ability to pay for college, as well as the intangible, psychological

73



factor of the student’s perceptions regarding his or her financial circumstances (p. 37).
Both factors affect the ability of studentsto be integrated positively in the college
environment. Ability to pay for college and the respondents’ views of their financial
circumstances, therefore, were questions the researcher incorporated into the collection
and analysis of the data.

Other themes and categories identified by authors in the Braxton (2000) text were
considered for this dissertation’s conceptual framework, but were not incorporated as
explicitly as the theme “ability to pay,” as described by St. John et a. (2000). Baird
(2000), for example, emphasized a psychological, as well as behavioral, approach to
Tinto’'s 1993 model. Baird stated the importance of emphasizing the “ central role of
students’ appraisals of their environments. These appraisals represent students' personal
understandings of the structures of the environments and their opportunities and
constraints upon behavior” (p. 67). Student perceptions or judgments of the opportunities
and constraints within the academic and social systems within the college affect various
behaviors, which, in turn, affect their levels of social and academic integration. Because
the present study focused on student perceptions of their college experiences, the
respondents’ appraisals of their environments were examined, but without examining
complex psychological factors. For example, this dissertation explored whether
participants perceived the classroom and college climates at State U to be hostile or
friendly and whether this perception influenced their perceived academic and social
competence in these environments.

The researcher also analyzed the perspectives of the respondents in the context of

culture (i.e., Deaf and hearing culture) and also as a somewhat marginalized and
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underrepresented minority group. Kuh and Love (2000), in Braxton (2000), stated, “ The
Tinto expectation of integration is particularly problematic when trying to understand and
explain the experiences of students from historically underrepresented groups” (p. 197).
Kuh and Love emphasized the importance of viewing student persistence and departure
as a sociocultural phenomenon and group experience rather than as just an individual,
psychological experience (p. 199). Therefore, the perceptions of the deaf and hard-of-
hearing study respondents must be framed within the larger context of their particular
group aswell astheir individual experiences, as “subgroups devel op with values,
attitudes, and norms that differ to varying degrees from those of the larger dominant
group and subgroups’ (p. 199). The researcher was particularly concerned with capturing
the perceptions of the student participants as a cultura group during the focus group
interviews.

Apart from the Braxton text, Draper (2002) expanded Tinto’s 1987 framework
and model by clarifying the model’ s existing components, such as “academic
integration,” “socia integration,” and “goal and institutional commitments.” Draper’s
framework demonstrated further the dynamic variation between and complexity of the
dimensionsinvolved in astudent’ s decision-making process in deciding whether to
persist with his or her studies. As part of his framework, Draper provided a questionnaire
(appendix B) that may be used in soliciting the perspectives of study participants
regarding this process. While aspects of Draper’ s questionnaire have been incorporated
into this dissertation’ s conceptual framework, neither was replicated in this study. As will
be seen in the Interview Protocol section in chapter 3, questions from Draper’s

guestionnaire investigating aspects such as studying the reasons for attending a

75



mainstream university and investigating the types of challenges students confront and the
ways they overcome these challenges, similar to Menchel’ s (1995) research questions,
were investigated in this dissertation. What was unique about Draper’s framework and
guestionnaire, however, was how the relationships among goals, method, and
achievement were examined, particularly in relation to intrinsic and extrinsic factors.
These constructs were a so investigated to some degree as part of the conceptual
framework of this dissertation.

Draper suggested that the concept of integration should be considered from both
external and internal perspectives. For example, the students' evaluation of their sense of
belonging can be viewed from their personal perspective and aso from the perspective of
their peers. The concept of “integration” also intersects with the academic and social
components of the students' role. Although the academic component is primarily related
to learning activities, the social component is related to how the students perceive
themselves in relationship to students and staff within the university and with outside
groups. Depending on the students’ perceptions of the importance of the individuals both
within and outside the university, students may experience a conflict of expectations
between peers and faculty members on campus and their family and friends outside
campus life. In this dissertation, only the perspectives of the deaf and hard-of-hearing
students are described and analyzed, not those of their peers. However, data on peer
perspectives were to some degree indirectly captured during the respondents’ interviews.

Draper (2002) also proposed expanding Tinto’'s 1987 and 1993 models to
recognize the differences among goals, methods, and achievement. Although a student

may want to achieve a specific objective, he or she may not succeed, because he or she
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does not know or like the method required to achieve it. Even when a student has an
intended goal, he or she may not achieve it because of various problems or barriers. In
addition, a student may not have recognized that a specific goal needs to be established
until he or she has failed to achieve an objective due to encounters with unanticipated
problems. Therefore, Draper argued that these three factors and the interplay of each
must be acknowledged in Tinto’s model.

The final dimension of Draper’s model involves the intrinsic and extrinsic
motivation underlying the learning process and activities. Students must weigh every
activity’ sintrinsic and extrinsic value. For example, students who continually pose
guestions to an instructor may incur dislike of other students (extrinsic negative value),
but they may gain positive intrinsic value by ensuring that they have understood the
learning materials. Every learning activity, therefore, has two facets that offer intrinsic
and extrinsic value for the students (Draper, 2002).

Draper argued that these three dimensions can be integrated into a new model of
student retention by multiplying them together: “[Integration: Academic, social within
university, social without university] X [Goal, method, achievement] X [Intrinsic,
extrinsic]” (p. 6). While Draper’ s framework and model of student persistenceis
significant, it must still be modified further to ensure its applicability to the deaf and
hard-of-hearing student population. Although deaf and hearing students both benefit from
positive academic and social experiences that will encourage them to persist in their
studies, the Northeast Technical Assistance Center (n.d.) and othersindicated that deaf
and hard-of-hearing students require specific modifications to the academic and socia

environments of college, which are vital to their ability to participate meaningfully in the
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realms of acollege setting, particularly in mainstream colleges. Therefore, the three
dimensionsin Draper’s model should include another dimension: institutional and
environmental support services. Thus, a new model might include these dimensions:
[Integration: Academic, socia within university, social without university] X [Goal,
method, achievement] X [Intrinsic, extrinsic] X [Institutional and environmental support
services|. Again, Draper’s framework and model were not replicated to guide the
collection and analysis of data for this study. However, aspects of such were incorporated
into the conceptual framework for this dissertation. First, consideration was given to
students’ intrinsic and extrinsic motivation underlying learning processes and socia
activities. Second, the interplay of goals, methods, and achievement, as Draper described,
was examined to some degree. A modified model would include the effect of institutional
and environmental support services such as those provided by DSS on the academic and

socia integration of deaf and hard-of-hearing students.

Restatement of Research Questions

A restatement of the research questions follows to align with the concepts
presented in the conceptua framework. Consideration was made throughout for intrinsic
and extrinsic values of variables and the interplay of goals, methods, and achievement, as
described by Draper (2000).

Because studies showed that background factors such as motivation, coping skills,
support systems, and support services were deemed important to deaf and hard-of-hearing
students’ successin higher education, the first research question involves pertinent
background data from each study participant. The factor of ethnicity was considered, as

well as the presence of role models; parent/teacher support; personal attributes, such as
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motivation, resilience, prior academic achievement (grade point average), perceived
social competence, selection of a mainstream college (i.e., as opposed to Gallaudet
University); and commitment to college. Thefirst question is as follows:

What are the various background factors (such as prior mainstreaming

experience and personal attributes such as motivation and level of commitment to

college) that are relevant to the quality of the students' academic and social
integration experiences in college, and how are they relevant?

The data were collected by using the Background Data Questionnaire, as
presented in appendix A, and by conducting interviews.

The quality of college life that a student experiences may be described by a
gualitative account of the social, academic, and extracurricular activitiesin which the
student isinvolved. Factors examined include the quality of social interaction and
involvement on and off campus, hearing—deaf interaction, perceived acceptance of
deafness, perception of classroom and college climate, ease of communication, ability to
pay for college, and level of integration based on student standing. A sociocultural and an
individua “lens,” as described by Kuh and Love (2000), were used to help interpret the
findings. Data collection methods such as documentary evidence, participant interviews,
and focus groups were used to describe the quality and extent to which a student is
involved in everyday college life.

The second research question is as follows:

How are these students involved in college life with their peersaswell asthe

staff/faculty at college, and how does this invol vement affect the quality of the

students’ academic and social integration experiences?
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The third research question for the study addresses the role that the DSS office
and other support services have at State U in relation to the students' integration
experiences. Because the quality and appropriateness of services that a student receives
can facilitate or hinder the ability of adeaf or hard-of-hearing student to achieve
academic, social, and extracurricular access in college life, this dimension of the
investigation is required. The availability, quality, and appropriateness of college support
services may be perceived to be significantly related to their level of integration. Students
were asked whether they were able to attend lectures, labs, and extracurricular activities
on campus, participate in class and other college activities; establish friendships and
support networks, and succeed in their studies based on college support services.

The third question consists of two related parts:

a. What services or people at State U have been supportive of these students

college experiences?

b. How have these services affected the quality of these students’ academic and

social integration experiences?

The fourth research question addresses the ways in which the respondents were
able to cope and stay in a mainstream university over time, despite various social and
academic obstacles. The question attempted to evaluate how students were able to
maintain their level of commitment, as well as the specific skills and strategies used to do
so. An attempt was made to explore the dimensions as to whether students in higher
academic standing, such as graduate students, have more commitment to college than

freshmen or those with lower academic standing. An initial fourth research question that
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originally focused on level of integration according to student standing was atered mid-
study and became two parts:
a. Why do deaf and hard-of-hearing students decide to stay in a mainstream
university, and does their level of commitment to college increase over time?
b. What suggestions do they have to improve their situation?
Several skills and strategies used by the respondents to navigate college life
successfully are offered as suggestions for ways in which to improve their and other

students’ situationsin college.

Summary

The first part of this chapter examined the history, terminology, and population
statistics of deaf and hard-of-hearing students in higher education, as well as issues such
the relationship among social mainstreaming, isolation, academic achievement, and the
role of college support services. The dilemmas that deaf and hard-of-hearing students
face in higher education, along with the need for college support services that cater to
their specific needs, were illuminated. The studies highlighted in these sections provided
important background knowledge for evaluating and interpreting the data and findings in
this dissertation.

The distinctive experiences of the deaf and hard-of-hearing students from
minority backgrounds and different cultural and linguistic statuses were also discussed.
Although deaf and hard-of-hearing students are frequently excluded from the hearing
culture, deaf and hard-of-hearing people from minority backgrounds are further
marginalized. Often the fact that they have needs and challenges that differ from those of

White, middle-class people who are deaf isignored. For the most part, the literature
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review in chapter 2 addressed the needs of deaf and hard-of-hearing students while
attempting to acknowledge the relevance of the factor of ethnicity. To tap into the wide
range of issues and barriers confronted by deaf and hard-of-hearing college students, the
factor of ethnicity needs to be taken into consideration. Students from minority
backgrounds and from other special groups, such as hard-of-hearing students, have
unique viewpoints that need to be heard and told so that efforts will be implemented to
assist them in enjoying fully integrated lives on campus.

The final part of this chapter presented afocused and concise discussion of the
conceptual frameworks and the studies that are applicable to the academic and social
integration experiences and persistence of deaf and hard-of-hearing students in colleges.
The conceptual framework for this dissertation was developed after reviewing these
conceptual models and studies. First, Tinto’s 1987 framework and model of student
departure or retention was discussed, because of its focus on the interaction of students,
peers, and institutional components within colleges. Depending on the type of
environment that is provided to students at the institutional and informal levels, students
engage in acomplex decision-making process to decide whether to persist with their
studies or withdraw from college. This model was also incorporated into this dissertation
because of its acknowledgement of the complexity of the background influences that
contribute to the students' ability and willingness to deal with the stresses associated with
collegelife.

Second, the adaptation of Tinto's framework and model by Stinson et al. (1987,
1997), in an effort to apply it to the deaf and hard-of-hearing student population, clearly

demonstrated the relevance of the model to this specific student population. The studies

82



on student persistence highlighted in this chapter indicated the relationships among
certain themes and categories such as mainstream experience, social and communication
abilities, study skills, identity issues, involvement with extracurricular activities, and
academic performance both before and during college. At the same time, the studies
indicated that deaf students face unique challengesin their efforts to succeed in the
college setting. Unlike their hearing peers, deaf and hard-of-hearing students particularly
rely on support services such as interpreters and note-takers to assist them in performing
their academic tasks. Their perceptions of academic and socia integration are also related
to the attitudes of their peers and faculty members, as well as the general environment.
For many deaf and hard-of-hearing students, mainstream college settings do not provide a
sufficiently inclusive or accessible environment that embraces the perspectives of
students from many minority groups.

Contributions from Draper (2000) and the Braxton text (2002) were, to a lesser
degree, significant for the conceptua framework guiding this dissertation. Draper
emphasized the intrinsic and extrinsic dimensions of goals, methods, and achievements.
Braxton considered the relevance of economic, psychological, behavioral, and cultural
variables that expanded on the Tinto (1987, 1993) models. Ability to pay for college was
considered important to the devel opment of the conceptual framework for this
dissertation. Examining some psychological factors such as self-confidence based on
student perceptions of the classroom and college climate were also deemed significant.
Finally, viewing the findings through both a sociocultural and individual lens, as
described by Kuh and Love (2000) in the Braxton (2000) text, was relevant in evaluating

the datafor this study and interpreting the findings.
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Based on the discussion of these conceptual models and the studies of student
persistence, this dissertation incorporates and extends these models using a qualitative
approach that would be applicable to deaf and hard-of-hearing students studying in a
mainstream college setting. Unlike the model created by Stinson et al. (1987, 1991,
1997), which is based on quantitative assessments, the present model attempted to
capture the unique perspectives of the participants, verify certain themes and categories
that affect the academic and socia integration experiences of deaf and hard-of-hearing
students, and even identify new themes and categories. To create amodel that would
explore the perceptions of the participants, the origina Tinto (1987) model was revised
and expanded, incorporating arevisionist stance to the model. Finaly, the research

guestions were restated to align the concepts with the new conceptual framework.



CHAPTER 3: RESEARCH DESIGN

Introduction

This chapter outlines the research design for this study. The chapter beginswith a
discussion of the use of qualitative research methods, including case study methods.
Second, the data collection and data analysis procedures are presented. Sources of data
collection included surveys, semi-structured interviews, and focus groups. Data analysis
was conducted using analytic memos, coding, collaborative anaysis, and a peer
debriefer. The validity of the dissertation is also discussed, emphasizing a triangulation
approach involving multiple methods, including analytic memos, member checking, and
peer debriefers. Multiple methods were used to verify the validity and the interpretations
of the data. Finally, the ethical concerns about the confidentiality of the respondents and
the justification for data modifications are presented.

Qualitative research is aterm used to describe severa research strategies that
share similar characteristics. A qualitative researcher conducts an inquiry that explores
dimensions of a human or socia problem or phenomenon (Creswell, 1998). Using in-
depth, descriptive data, the researcher attempts to create a holistic picture of the problem
or phenomenon using various methods. These methods may include participant
interviewing and observation and are conducted in anatural setting. Often the
investigator commits to extensive timein the field, engages in a complex, time-
consuming process of data analysis, sorts alarge amount of datainto themes or
categories, and is subject to an evolving and changing process of research (Creswell,

1998, pp. 16-17).
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A case study inquiry is appropriate for this study asit “arises out of the desireto
understand complex socia phenomena [and] contributes uniquely to our knowledge of
individual, organizational, and social phenomena’ (Yin, 1994, pp. 2-3). The phenomenon
of how deaf and hard-of-hearing students are integrated into college life is a specific,
complex, functioning event characterized as a*“bounded system” (Stake, 1995, p. 2).
Merriam (2001) used the analogy of afence: a phenomenon is“fenced in” or occursin a
bounded context (p. 27). A case study method effectively and intensively describes and
analyzes acomplex, “bounded”’ system or case using holistic description and explanation
to uncover the interaction of significant factors characteristic of the phenomenon being
studied (Merriam, 2001). In this dissertation, the case being examined was the academic
and social integration experiences of 10 deaf and hard-of-hearing students attending a
large, mainstream university.

Asan empirical inquiry, the case study investigates a contemporary phenomenon
within its real-life context, particularly when the boundaries between the phenomenon
and the context are not clearly evident (Yin, 1994, p. 13). Yin stated that this type of
method should be used when the researcher wants to investigate contextual conditions
based on the belief that they might be highly pertinent to the phenomenon of study.

In a case study research design, the case is pre-selected, clearly defined, and
described in depth. The single most defining characteristic of case study research liesin
delimiting the object of the study—the case (Stake, 1995). The primary aim of the
research isto learn about and thoroughly understand this single case, as opposed to

learning about and understanding other cases. The case study design is chosen because
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the investigator isinterested in the insight, discovery, and interpretation of this one case
rather than hypothesis testing and generalizing to other cases.

Because thefirst obligation is to understand this one case, case study research is
not considered sampling research. Stake (1995) described the difference between
particul arization and generalization: “[We] take a particular case and know it well, not
primarily how it is different from others but what it is, what it does” (p. 8). According to
Stake (1995), the statistical analysis used in a case study approach is generalized to a
theory based on the study of cases considered to be representative of components of the
theory, rather than a population based on a sample that is considered representative of the
population. Thus, the prior development of conceptua propositions serves to guide data
collection and analysis.

In using a conceptual framework to analyze the data, Yin (1994) stated that the
researcher should be able to establish the fact that most of the cases verify the
components of the conceptual framework—a case study approach known as pattern
matching (p. 106). A more systematic approach of pattern matching, known as process
tracing, would bolster the case study analysis by establishing the existence of specific
patterns of relationships among the variables that go beyond random association. For
example, this dissertation needed to have cases that demonstrated that the students’
experiences with support services exerted an effect on their perceptions of academic and
social integration in the mainstream college; while positive experiences enhanced their
feelings of integration in the mainstream college setting, negative experiences diminished

their feelings of integration.
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Although this dissertation established a conceptual framework that utilized the
case study approach in chapter 2, the researcher was aso open to new aspects of the
phenomena that were raised by the participants in this study. Therefore, this dissertation
used another case study strategy of “explanation building” to determine whether
alternative attributes or aspects of the phenomena should be considered that might depart
from those identified in the conceptual framework to depict a more accurate experience
of the deaf and hard-of-hearing participants in the study (Yin, 1994, p. 110). AsYin
stated, the case study inquiry addresses the technically distinctive situation in which there
are more variables of interest than data points. As aresult, multiple sources of evidence
are needed, with data needing to converge in atriangulating fashion. The need for
triangulation is also based on the fact that only a small number of cases are used to
validate the conceptual framework. Therefore, a triangulation approach involving
multiple methods was employed using structured and unstructured interviews, sampling,

surveys, focus groups, narrative analysis, ethnography, and participant observation.

Ethnographic Method

While ethnography was not the primary research method used for this
dissertation, this study has ethnographic characteristics. The ethnographic method
focuses on the analysis of a specific community and utilizes interviews to draw out the
participants’ insider perspectives of the community and the phenomenain the study. In
the case of this dissertation, although the participants backgrounds and past experiences
are important to the study, their perceptions of their current experiences at State U are
critical to the understanding of the topic of this study. Using an “emic” perspective, this

study was interested in €liciting the participants' view of State U as members of the
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community. One of the assumptions of ethnography is that, as in the case of this study,
the researcher possessed the skills and knowledge of the population under evaluation and
was able to interact successfully with the culture under evaluation. As a hard-of-hearing
student who is aso attending college, the researcher was well suited to using the
ethnographic method, because she had a direct understanding of the values, practices, and

behavior of the participants and the culture being studied.

Sampling

The context for this study isalarge public university, called “ State U” for
confidentiality reasons, which serves as the flagship of a state university system. Located
on 1,500 acresin an Eastern state, this institution has an enrollment of more than 33,000
students, 33% of whom are minorities. Classified as a Carnegie Research-I university,
this major public research university operates on a budget of about $960 million, alarge
percentage of which is derived from federal and state funds and is earmarked for research
pUrpoSEsS.

Aswith most colleges, aportion of the budget is reserved for services for students
with disabilities through the Office of Disabled Student Services (DSS). Details on the
services provided by DSS and the campus' diversity initiative in support of students,
including those with disabilities, were outlined in chapter 2.

As described earlier, the DSS office at State U coordinates accommodations for
students with documented disabilities who are currently enrolled. Accommodations are
determined on a case-by-case basis and may include sign language interpretation, note-
taking, and extended examination time. DSS a so typically provides needs assessment,

mediation, referrals, and advocacy.
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Potential candidates for this investigation were contacted through the DSS office
a State U. At the start of data collection in February 2002, the researcher was able to
obtain estimated numbers of deaf and hard-of-hearing students enrolled full time and
receiving services at State U for each semester when data were collected—spring 2002:
15 students, nine women and six men, three of whom were Asian and twelve of whom
were White; summer 2002: three students, one woman and two men, all White; fall 2002:
11 students, eight women and three men, two of whom were Asian and nine of whom
were White. There were no students enrolled during this time that belonged to any other
ethnic or racial group.

At start of this study, the DSS staff indicated that at any time there was an
unspecified number of deaf and hard-of-hearing students who were enrolled but not
receiving any services from the DSS office. Some of these students may not have needed
services due to having a mild or moderate hearing loss that did not significantly affect
academic and social functioning. Or, as mentioned in chapters 1 and 2, they may not have
been receiving services due to any of the following reasons: (a) they felt embarrassed
asking for services or were afraid of regjection; (b) they underestimated the challenges of
college life, particularly during their first year (Menchel, 1995); or (c) they did not know
that any services existed. Although obtaining data for this investigation from students
who were not receiving DSS services at State U may have explained why some students
did not want or need services, the researcher determined that it was difficult, if not
impossible, to locate these students and recruit their participation in the study. Therefore,

participants from this nonserviced group of students were not recruited for this study.
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The DSS staff at State U also reported that there was another group of deaf
students who took classes on campus but who did not receive services from their office.
Every semester, anumber of students from nearby colleges and universities were cross-
registered—that is, registered at another college or university, but taking classes at this
particular institution. Because they were not enrolled full time at State U and were not
registered with the DSS office at State U, cross-registered students were not considered
for this dissertation. In addition to not being eligible for services at the DSS office at
State U (the DSS offices at the universities in which they are enrolled are responsible for
providing these students with the accommodations they need), students registered at a
different type of college or university may not have been able to expressavalid
description of their experiences in the context of this particular university.

To obtain student participants for the study who were enrolled full time at State U
and were receiving services, the following procedures took place. The coordinator of deaf
services of the DSS office at State U served as a contact liaison between the researcher
and the students. A letter of introduction from the researcher that described this
investigation was sent by the contact liaison to potential participants viae-mail (see
appendix B). If interested, they were asked to contact the researcher viae-mail. From this
initial contact, eight study participants were obtained. A flier describing this study was
later posted near the DSS office, whereby two more students not on the original e-mail
list responded. Altogether, a sample of 10 student participants was obtained.

The 10 student participants signed a consent form indicating their willingness to
participate in the study. The consent form listed the stipends involved, confidentiality

agreement, and other pertinent factors. An attempt was made to obtain a wide cross-
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section, or maximum variation, of first-year and post-first-year student participants for
thisinvestigation, comprising a variety of communicative, racial, and ethnic
backgrounds. Although there were no Hispanic or African American students during the
data collection period, two Asian students and one Arabic student were recruited for this
study. The researcher aso attempted to recruit study participants with a range of
communicative preferences, including sign language, cued speech, and speech. The
researcher was able to recruit one student who used cued speech, four students who were
primarily oral, and five students who primarily signed, although 8 out of 10 study
participants essentially had the ability to sign.

A combination of first-year and post-first-year students was initially sought for
the study to examine the level of college integration among students of different
standings. Aninitial fourth research question related to a comparative analysis of the
level of commitment between first-year and post-first-year students was altered in mid-
study, asindicated in chapter 2. Initially, the researcher considered that levels of
integration may be quite different for a student just beginning college compared with a
student who has persisted in college for at least one year and has re-enrolled for his or her
second year or above. Students who are new to the college experience may still be
developing their coping, social, and academic skills learned before college, compared
with students who have remained in college for alonger period of time and have become
better adapted to the challenges of college life. In addition, studies of college persistence
have noted that students who persist beyond the first year of college are more likely to
remain in college and attain a college degree. Because a wide cross-section of students

from undergraduate and graduate standings were recruited for this dissertation, some
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aspects concerning levels of integration between the students and their class standings
were examined. However, because only one freshman—a transfer student—and two
sophomores were obtained for this study, insufficient data made this question difficult to
answer, so it was modified mid-study to focus, in part, on gauging the participants' level
of commitment to college and whether this increased over time.

Although most of the persistence studies available on deaf and hard-of-hearing
students were well funded and included large samples, this study used a small sample
size. Convenience sampling, referring to the use of the most convenient means of
obtaining the respondents for the study, was employed (Maxwell, 1996, p. 70). Because
of the small sample, this study was able to capture a broad range of responses and was
able to be open to the unique perceptions and interpretations of the participants to the
guestions posed. Ten student respondents were recruited and participated in the in-depth
interviews for this study. Of these 10 respondents, 8 participated in one of the two focus

groups. The two remaining students either chose not to participate or were unavailable.

Data Collection

Data collection methods were established so as not to disturb any ordinary activity
of the case. A finite amount of time—three semesters—was determined in which to
examine the case, using a triangulation of methods such as interviews, documentary
evidence, analytic memos, and focus groups. The data were collected from April 2002 to
December 2002.

In collecting data on the case, objective recordings and interpretations or
assertions were made while simultaneously examining meanings and redirecting

observation to refine or substantiate those meanings (Stake, 1995, p. 9). In conformity
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with the approach of qualitative research, initial research questions and sampling methods
were modified in response to the interaction with the participants. Although a balance and
variety of research questions were considered for this dissertation, “progressive focusing”
occurred where necessary when early questions were not working, new issues became
apparent, and the design changed (Stake, p. 9). Initial research questions were slightly
altered mid-study. Such modification was exemplified in the description of the fourth
research question.

The researcher remained open to the dynamic and changing quality of the data
collection process. Unusual cases were selected in addition to “typical” cases, to help
illustrate matters or variables that were overlooked in typical cases. For example, this
sample included two students who saw aflier about the study that was posted midway
through data collection. Both students advised that because they rarely request services
and thus were not placed on the original e-mail list, they otherwise would not have heard
about this study or chosen to participate. Also, this study included one mildly to
moderately hard-of-hearing student and one student who used cued speech. These cases
could be considered somewhat atypical, as the mgority of studies include students who
are deaf and use either speech or sign language.

Students selected for the study were asked to compl ete the Background Data
Questionnaire (appendix A) prior to their first interview. This questionnaire collected
demographic information about the respondents and provided some open-ended questions
regarding their educational and socia experiences in high school and college. After the
guestionnaires were received, each respondent participated in a follow-up discussion of

their responses in a one-on-one interview.
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The in-depth interviews included open-ended questions that hel ped the researcher
to analyze primarily (a) how these students regarded the quality of services availableto
them; (b) how they regarded the quality of accessibility and climate at the college or
university at which they attend; (c) how they perceived the quality of their academic and
socia integration experiences; and (d) methods they used to help them cope and persist.

Each interview took from one to two hours. Where the participant used sign
language as the primary mode of communication, a sign language interpreter was used to
voice-interpret and transcribe the interview using voice recognition (VR) technology.
Although the researcher is fairly proficient in understanding and using American Sign
Language (ASL), having the interview conducted with asign language interpreter present
ensured that communication was facilitated during the interview and that no information
was lost. Interview videotaping was considered, but the VR method was chosen to deliver
the transcript more quickly to the student participant for checking.

Eight of the interviews were conducted using Dragon NaturallySpeaking (DNS)
version 6, a software program utilizing voice recognition technology. For thefirst four
interviews, where sign language was used to conduct the interviews, a sign language
interpreter who had had an hour of training using Dragon NaturallySpeaking, voice-
interpreted the interviews by speaking into a microphone that was used to create the DNS
transcript in real-time. A real-time transcript was then produced during the dictation of
each interview, which could be viewed on a computer screen. Occasionally, the
interpreter or the researcher would notice mistakes in the transcript being produced in

real-time. This happened a few times during the first four interviews, because the
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interpreter did not have enough DNS training to produce an adequate transcript. When
mistakes occurred, this slowed down the interview process considerably.

A tape recorder was used as a backup for these interviews, although it was later
determined that the sound quality of the tapes was poor. This was unfortunate, as the first
four DNS transcripts were mediocre. It was clear that the person using the DNS software
had to be very skilled at using the software to produce adequate transcripts. Because the
DNS transcripts were hard to read and adequate transcripts could not be obtained from
the tapes, the researcher submitted the DNS transcripts to the student participants with
her own editing based on notes and analytic memos and highlighted certain areas for
correction. Two of the respondents from the first four interviews responded with
corrections.

Following the first four interviews, the researcher concluded that it was too
complicated atask for the sign language interpreter to voice-interpret while
simultaneously using DNS. Also, the person using the software needed adequate training
to produce an intelligible transcript. Therefore, for the next four interviews, a different
strategy was tried, using a service called remote transcription (RT). For this method, a
sign language interpreter was still used but this time the interpreter voiced into a
telephone where a person on the other end used DNS to produce the transcript.
Specificaly, the person on the receiving end of the telephone, who had received several
hours of training using DNS, simultaneously listened to the interpreter who was dictating
and produced an interview transcript using this technology in rea-time. The transcript
could be read on a screen and saved to a disk afterwards. By using the RT method, there

was |l ess need to be concerned about mistakes with the transcription, knowing the
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transcriber was adequately trained. This allowed the researcher to focus more fully on the
interviews. However, on one occasion, the RT transcriber lost about 20 minutes of the
transcription due to technical problems.

For the interview with the student who used cued speech, the cued speech
trandliterator facilitated the dialogue while the director of adaptive technology, who
assisted with all the technological setups for the first eight interviews, spoke into the
telephone for the transcription by the RT transcriber.

The last two interviews were conducted back-to-back with students who were oral
and did not require asign language interpreter. However, due to some miscommunication
between the researcher and the adaptive technology director, atape recorder was not
made available. Instead, the researcher took extensive notes.

Transcripts of the interviews were sent to students for checking soon after the
actual interviews. Afterwards, subsequent interviews and collaborative analysis were
conducted where necessary, mostly by e-mail. Upon inquiry, all the participants stated
that they were comfortable with follow-up questions and analysis viae-mail.

The participants were al so asked whether they were willing to join afocus group
after theinitial interview data had been collected, coded, and analyzed, and initial
member checking and collaborative analysis had occurred. Eight out of 10 students who
participated in the one-on-one interviews also joined one of the two group
interviews/focus groups.

The following section presents a data collection protocol that was used during the
in-depth interviews to collect data for each research question. Interview gquestions were

intended to convey the students' perceptions of their integration experiences at this
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university, namely, how they perceived the quality of academic and social life on campus
as they experienced it. The primary research question was this:
What are the perceptions of deaf and hard-of-hearing students regarding the

quality of their college integration experiences at a large public university?

Interview Protocol for Student Participants

First Research Question

What are the various background factors (such as prior mainstreaming

experience and personal attributes such as motivation and level of commitment to

college) that are relevant to the quality of the students’ academic and social
integration experiences in college, and how are they relevant?

To collect data for the first research question, the following protocol was used:

1. The researcher first confirmed that the participant completed all sections of the
Background Data Questionnaire (appendix A).

2. The researcher then asked the participant to describe why he or she had decided
to enroll in college and to name the persons, if any, who influenced this decision.

3. Then the participant was asked to reflect on his or her background
characteristics and previous mainstream experience and how those factors influenced his
or her decision to attend aregular college or university.

4. The participant was asked to explain why aregular university was chosen
instead of a postsecondary program designed specifically for deaf students.

5. The participant was asked why the decision was made to attend this particular

university, whether he or she was satisfied with that decision, and why.
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6. The participant was asked whether he or she had had any influential role
models or mentors who had inspired his or her decision to attend college.

7. The participant was asked to describe his or her academic achievement before
college and how his or her study strategies had influenced his or her academic
achievement in college.

8. The participant was asked to describe how he or she was able to communicate
and socialize with others in a mainstream environment.

9. The participant was asked how he or she was able to pay for college.

Second Research Question

How are these students involved in college life with their peersaswell asthe

staff/faculty at the college, and how does this invol vement affect the quality of the

students’ academic and social integration experiences?

1. The participant was asked about the level and quality of social interaction he or
she had with hearing peers, friends, and other support systems and ways in which he or
she was involved with campus life, such as participation in extracurricular activities,
living in adormitory, and working on campus.

2. The participant was asked to describe his or her relationship with faculty
members: Did the student perceive faculty as accommodating and understanding
regarding his or her needs?

3. The participant was asked to describe how he or she participated in class and

whether he or she was comfortable doing so.
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4. The participant was asked how he or she communicated with others and
whether he or she had opportunities to do so.

5. The participant was asked to describe the successes and frustrations he or she
had in class and with other aspects of college life.

6. The participant was asked to cite specific strategies he or she used to help him
or her feel integrated and improve his or her quality of life on campus, i.e., what specific
study skills, personal attributes and coping mechanisms helped the participant’s ability to
be integrated academically and socially in college and maintain his or her level of

commitment in college over time?

Third Research Question

The third question consisted of the two related parts:

a. What services or people at State U have been supportive of the students

college experience?

b. How have these services affected the quality of these students’ academic and

social integration experiences?

1. The participant was asked to describe whether he or she perceived the
university to be accessible to students who are deaf and hard of hearing; what obstacles,
if any, prevent access?

2. The participant was asked to assess the campus climate and whether he or she

perceived it to be hostile or friendly.
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3. The participant was asked to cite examples of sources of support such as
academic advisors and tutors, faculty/peer mentors, counselors, hall or dormitory
directors, career development personnel, and friends.

4. The participant was queried about his or her involvement with DSS. Did the
student perceive his or her relationship with DSS to enhance the quality of his or her

collegelife? If so, how?

Fourth Research Question

The fourth question was a'so in two parts:

a. Why do deaf and hard-of-hearing students decide to stay in a mainstream

university?

b. What suggestions do they offer to improve their situation?

1. The participant was asked about his or her expectations of the university before
enrolling and whether those expectations were met.

2. The participant was asked about his or her level of commitment to attaining a
degree from this university.

3. Post-first-year students were asked if they were more confident about this goal
compared with their first year of attendance.

4. The participant was asked what suggestions he or she believed would prove
useful for improving the quality of academic and social integration in and level of
commitment to college both for himself or herself and other deaf and hard-of-hearing
students: In what ways could State U, specifically, improve the quality of the college

experience for deaf and hard-of-hearing students?
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Focus Groups

The focus groups were important in substantiating the findings from prior data,
such as the in-depth personal interviews. When the participants gathered for one of the
two focus groups, group support and validation for their individual and mutual
experiences at State U took place.

For the two focus groups, consisting of four students each, the perspectives of the
students were captured and transcribed verbatim with the assistance of areal-time
captionist, i.e., acourt stenographer or experienced typist using specia software, alaptop
computer, and stenography machine to trandlate the dialogue onto a screen. This type of
transcription, also used by some students in their classrooms, is also called
communication-access real-time transation (CART). Not only did this method produce
an immediate and visible real-time transcript for each focus group interview, but the
transcript was also saved on adisk, which, after initial editing, was sent to the study
respondents for their checking.

For the focus group interviews, a sign language interpreter was used to voice-
interpret for the signing students and facilitate communication where necessary. Spoken
language was needed for the CART professional to transcribe the interview, asthe CART
professional did not sign. While the sign language interpreter voice-interpreted for the
student participant who was signing, the CART professional transcribed what the
interpreter said using word-processing software. When the student spoke for himself or
herself, if the speech was intelligible, the CART professional was able to transcribe the
dialogue without the help of the interpreter. In some cases, however, the sign language

interpreter would still need to repeat what was spoken for the CART transcriber.
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During the focus groups, the dialogue was displayed in real-time, either using
several computer screens (the first focus group) or alarge screen (the second), so that all
respondents could view the dialogue. This was particularly helpful during the second
group interview, when differing communicative styles were used. (The first interview
consisted of all signers.) Watching the screens facilitated the interview process for
everyone involved. If needed, the focus groups could request the CART stenographer to
go backward in the transcript to review on the screen(s) any of the material shared in the

interviews.

Data Analysis

As Marshall and Rossman (1999) stated, “ data analysisis the process of bringing
order, structure, and interpretation to the mass of collected data’ (p. 150). Using analytic
methods such as coding, the data must be organized into generating categories, themes,
and patterns. During this elaborate process, the emergent understandings are tested, and
aternative explanations sought (Marshall & Rossman, 1999).

For this dissertation, analytic memos were used along with other methods such as
coding and triangulation to help interpret the data and draw accurate conclusions about
the deaf and hard-of-hearing participants’ perceptions of their college experiences. For
each method, data elicited were used to identify evolving categories, themes, and
patterns. The conceptua framework and research questions were used as part of a
“concept map” to identify these themes and relationships. Concepts generated from coded
analysis were also compared to existing theory. Later, the participants’ opinions of the
researcher’ s conclusions and analysis regarding the background data, in-depth and focus

group interviews were gauged in the process of collaborative analysis and member
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checking with the student participants. A peer debriefer also participated in the process of
collaborative analysis.

As mentioned, the conceptual framework for this dissertation, derived largely
from the extension and adaptation of Tinto’'s (1987) and Stinson, Scherer, and Walter's
(1987) conceptual frameworks and models of student retention, as described in chapter 2,
was used as an organizational framework or “concept map” for analyzing the data.
Although the interview questions were derived from the four research questions, the
organization and the classification of the responses of the participants also followed the
structure of the conceptual framework described in chapter 2.

Writing detailed analytic memos was the first step in the data analysis process.
After each interview, detailed notes were written with the conceptual framework and
research questionsin mind. Upon careful and repeated scrutiny of the analytic memos
and the interview transcripts, patterns and relationships among themes began to emerge.
The researcher began categorizing the data by applying codes to various people, events,
and quotations to identify emerging themes and relationships further.

For example, under the codes S for social integration and Al for academic
integration, the researcher listed the prevailing themes for each based on the literature
review. These themes and recurring patterns were listed as codes such as the following:
SA for self-advocacy, C for communication, PA for peer attitudes, ID for identity issues,
SSfor study skills, and EA for extracurricular activities. These codes, as well as various
“subcodes’ were numerous and marked where identified on the written transcripts.
Afterwards, detailed written analyses were conducted for each code and subcode to

further identify emerging themes and patterns. The collaborative analyses with the
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student participants and peer debriefer substantiated these themes and patterns. Asa
result of the multi-faceted process of data analysis, such as analytic coding, member
checking, concept mapping, and comparison to existing theory, the researcher created a
concept map or model, which is presented in Figure 4. This concept map was initially
devised as ameans of categorizing the data based on prior research and theory, the
review of the literature, and initial responses to the background questionnaires. During
the in-depth and focus interviews, several of the themes and categories and relationships

between them emerged more clearly to substantiate the findings.

Validity: Trustworthiness and Transferability of the Study

Triangulation of methods in qualitative research was used to increase the validity
of the study. By collecting information from a diverse range of individuals and settings
using avariety of methods, triangulation reduced the risk that conclusions would reflect
only the systematic biases or limitations of a specific method and would alow the
researcher to gain a better assessment of the validity and generality of the explanations
being developed (Maxwell, 1996). In this study, a variety of data collection methods was
employed, such as analytic memos, transcribed interviews, student records, and member
checking.

As previously discussed, the validity of acase study approach is bolstered by
collecting data via a triangulation of several methods, including documentary evidence
such as student reports, surveys, semi-structured interviews, focus groups, peer

debriefers, analytic memos, collaborative analysis, and member checking. While the
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other approaches are obvious, the remaining terms will be explained in greater detail
here.

Analytic memos are essentially a summary of the researcher’ s field notes,
observations, interviews, and preliminary analyses of the situations. They typically
contain outstanding themes and patterns that have been identified, based on the
preliminary analyses of the interviews. Any participant responses that deviate from the
conceptual model are identified. In addition, analytic memos were used as an opportunity
to reflect on the research questions and design to determine whether changes needed to be
made in response to the interviews. For this dissertation, the analytic memos were useful
in ensuring that the researcher adopted a flexible and open approach in documenting and
interpreting the data collected from the participants. At the same time, problems that had
been identified during the process of implementing the research study were corrected
quickly.

In the case of collaborative analysis, the participants and the researcher were
actively involved in constructing the boundaries of the research study and determining
the validity of the topics that were covered. The researcher used this approach in tandem
with flexibility in utilizing the conceptual framework. Rather than impose an external
construct on the respondents, the researcher was more concerned with providing an
accurate representation of the experiences of the participants.

Member checking refers to atool used to ensure credibility of the researchin
which the participants of the study examined the data and the researcher’ s interpretations
to verify their accuracy (Lincoln & Guba, 1985). In this dissertation, member checking

was performed through subsequent interviews and focus group discussions. The
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transcripts were sent to the student participants for member checking and review for
verification as well asfor identifying errors, changes, and omissions.

To enhance the trustworthiness dimension of the qualitative research approach, a
peer debriefer or reviewer, an individual apart from the researcher and the study
participants, was used to contribute her perspective of the transcripts of the interviews.
By discussing her viewpoints, the peer debriefer helped improve the interpretation of the
findings and the formulation of appropriate questions for this dissertation.

Finally, additional materials or information that needed to be obtained to verify
certain findings were used, such as student records from DSS. In this study, student
reports were obtained with permission from the participants and the DSS office at State
U. Most of these records were sparse, containing intake forms for registration for services
from DSS and audiograms, although some audiograms verified hearing loss levels. In two
student files, letters from the students sent to administrative personnel outlined the

students’ concerns about the lack of or inadequacy of services at State U.

Other Trustworthiness | ssues

Every attempt was made to screen for researcher bias and reactivity. Asa
deaf/hard-of-hearing student in higher education herself, the researcher was able to
empathize and communicate with the study participants. At the same time, the researcher
had to be extremely careful in listening to the participants own unique experiences and
perspectives without imposing her own experience, framework, or assumptions on their
responses. Open-ended (as opposed to leading or closed) questions were asked to give the
participants full opportunity to reveal their own perspectives. Participant feedback and

member checks (Maxwell, 1996), in the form of focus or study groups and follow-up,
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one-on-one interviews took place to prevent the misinterpretation of meaning or data. A
comprehensive and balanced description of the context in which the study took place also
served to eliminate researcher bias.

Screening was a so conducted for key informant bias (Maxwell, 1996). The
researcher acknowledged the fact that relying on a small number of informants for the
major part of the data, even when these informants were purposefully selected and the
data themselves seemed valid, was no guarantee that these informants’ views were
typical. Maxwell (1996) stated that key informants themselves assume greater uniformity
than actually exists; cultural groups incorporate substantial diversity, and homogeneity
cannot be assumed (p. 73). Though the sample for the study was small and convenience
sampling was used, systematic sampling ensuring maximum variation was used as a
means of increasing the representative quality of the key participants’ statements.

To ensure the trustworthiness of this study, attention was paid to any
discrepancies or “negative cases.” Alternative explanations or understandings of
phenomena examined were identified, analyzed, and used to assess and modify the

interpretation of the findings of the study.

Ethical I ssues

When conducting a case study, the researcher describes case material obtained
while working with an individual or organization to illustrate a problem, to indicate a
means for solving a problem, or to shed light on needed research or conceptual matters.
The researcher must balance carefully the reporting of descriptive material with
confidentiality issues. Merriam (2001) stated that the process of data modification, if

needed, presents “adelicateissue, [ag] it is essential not to change variables related to

109



phenomena being described” (p. 165). Three main strategies were used for data
modification: (a) altering specific characteristics, (b) limiting the description of specific
characteristics, and (c) obfuscating case detail by adding extraneous material.
Confidentiality was carefully considered for this study. Participant consent forms
served as contracts that bound the researcher to a confidentiality agreement. Names of
participants were changed in reporting case material. Datarelated to any type of
identifying information were to be destroyed upon completion of this dissertation. Where
necessary, aspects of the case material were disguised upon request by the study
participants. Any reporting that was considered too personal or sensitive by the
participant, but not significantly altering the findings of the study, were modified or

excluded from the final written report.

Summary

In this chapter, the research design of this study was presented in a comprehensive
fashion. First, mention was made of the conceptual framework that was used to guide the
anaysis and interpretation of the data. Second, the justification for using a case study
approach was presented via a brief examination of the characteristics of the case study
method. With the small sample and the primary focus in presenting rich, in-depth
perspectives of the participants and identifying potential categories and thematic patterns,
this study was well matched with the case study approach. Despite the limitations of the
convenience sampling approach, the validity of this dissertation was enhanced by the
adoption of atriangulation method involving multiple methods such as analytic memos,

member checking, a peer debriefer, and student records. The purpose of these multiple
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methods was to verify the validity of the data and the researcher’ s interpretations of the
data

Finally, the data collection and analysis procedures were presented. Surveys,
semi-structured interviews, and focus groups constituted the primary sources of data
collection in this study. Analytic memos, coding, and collaborative analysis were al'so
used to analyze the data. The organization of the data in accordance with the conceptua
framework created for this dissertation, as derived from Tinto’s (1987) model of student
retention and expanded and revised by Stinson et al. (1987) and others, was described.

Finally, the interview protocol, which listed instructions for posing the four
research questions to the participants, was provided in this chapter. The validity of the
dissertation was also briefly discussed. The use of triangulation was highlighted as one of
the tools for ensuring the validity of the study. At the same time, the potential for
researcher and respondent bias was discussed. The ethical concerns of the confidentiality

of the respondents and the justification for data modifications were also presented.
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CHAPTER 4: FINDINGS

Introduction

In this chapter, the findings of this study will be presented in the following
format. Brief biographies of the 10 participants recruited for this dissertation will provide
the reader with a vignette of the respondents, both individually and as a group. Based on
their responses to the written background survey, the participants will be described to
provide insight into their backgrounds. Inductively, these background factors have an
effect on how the students are able to interact with the academic and social environment
at State U. In addition, the in-depth responses of the 10 participants obtained via the
interviews will be organized and analyzed, based on the conceptual framework that was
presented in chapter 2. The conceptual framework provided the means for categorizing
the responses offered by the participants. Nonetheless, it isimportant to note that any
relevant responses that deviated from the conceptual framework were documented in
analytic memos. The interpretation of the responses of the participants was also further
verified and assessed in subsequent interviews with the participants, along with the
assistance of a peer debriefer. The participants, the peer debriefer, and the researcher thus
collaborated in verifying and analyzing the validity of the findings to ensure that the data
and the interpretations reflected the perceptions of the participants accurately. The final
analysis of the findings will be presented within the framework of the four research

guestions highlighted earlier in this dissertation.
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Introduction to Participants

Brief biographies of the participants follow, based on the researcher’ s perceptions
of the participants. For purposes of confidentiality, all names have been changed. The
participants are described based on the chronology of the interviews that took place from
April to December 2002. The biographies of the individual participants provide deeper
contextua information about their experiences and serve to help interpret the findings of
the study.

“David,” age 30, isasingle White male, who was within five weeks of graduation
at the time of the in-depth interview. A Ph.D. student in the sciences, his preferred mode
of communication is American Sign Language (ASL), although he was raised orally.
Though David is a bright, high-achieving student, he was the most dissatisfied of al the
respondents. He indicated in hisinterview that due to lack of services and coordination
on the part of Disabled Student Services (DSS) at State U, an interpreter was not present
in his classes “50% of the time.”

“Ledlie” isasingle White female, 31, who describes herself as both Deaf and hard
of hearing. Sheisaso aPh.D. student. Her primary modes of communication are ASL
and speech. Although she has used interpreters for classes, Leslie prefers communication
access real-time trandation (CART). Like David, she wrote a letter to the administration
at State U complaining about inadequate DSS services. Ledlie indicated that her mother
was her primary role model for going to college. Her other motivators for persisting in
college included her enjoyment of reading and books and her receipt of afellowship from

anearby university, where she is an instructor.
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“Cynthia,” engaged at the time of interview, isaWhite female Ph.D. student in
the sciences, 28 years old. She describes herself as “middle-of-the-road” deaf, implying
her acceptance of both hearing and deaf cultures. Her primary mode of communication is
ASL/sign language. Cynthia s level of frustration about lack of DSS services at State U
was second to David's. She stated several times interpreters did not show up for her labs
or classes. Also an instructor at a nearby university, Cynthia attributed her drive to
succeed educationally to supportive advisors and her family values, which stressed the
importance of education. Her father is a college professor.

“Martha,” the oldest of the respondents at 44, is a White female who considers
herself Deaf aswell as hard of hearing. A Ph.D. student, her primary modes of
communication are speech and sign language. Like Ledlie, Martha utilizes CART for
classes, cited alove of learning and books, and is an instructor and fellow from a nearby
university. Martha showed the most resiliency of the respondents, based on her personal
experience with cancer, the loss of her husband, and the fact that her family was poor and
neither parent finished high school. In addition, she was one of few in her large Irish
family to attend college. Martha called her grandfather her primary educational role
model.

“Bart” isasingle White male, age 21, who wears a cochlear implant to assist with
his hearing. He is a senior in the undergraduate program at State U. His primary modes of
communication are speech and cued speech, a system devised to phonetically decipher
spoken English using hand shapes. A cued speech trandliterator interprets for his classes.
Of al the respondents, Bart appears to be the most well adjusted and integrated: Having

achieved a 4.0 grade point average in high school, he continues to do well academically
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in college, participating in State U’ s top honors program. He isinvolved in many
extracurricular activities, including a sign language club on campus. Bart intends to
continue his academic career by pursuing and attaining a doctoral degree.

“Steven” isasingle Deaf male of Asian descent, aged 21. Heisthe only transfer
freshman recruited for this study and the only respondent who was amost fully schooled
in aresidential deaf school environment, as opposed to being mainstreamed, before
college. Even so, he stated he was among the top five studentsin his class. Steven’s
primary mode of communication is ASL/sign language, and he considers himself an
active member of Deaf culture. He considers English to be his second language. Along
with two deaf siblings, Steven was initially taught sign language by church members,
then by atemporary foster mother. His father was a doctor in his native country.

“Ana’ issingle, 22, and, like Bart, is a senior and has a cochlear implant. Ana
describes herself as deaf, but not necessarily Deaf. Her primary modes of communication
are sign language and some speech. Of Arabic descent, Anaviews herself as Arabic first
and deaf second. Anawas also dissatisfied with the provision of services at State U,
particularly during six months of the study when there was no interpreter coordinator at
DSS. Because no interpreter was present, she was forced to drop a class during her
freshman year. Despite the obstacles she has encountered, she intends to pursue a
master’ s degree.

“Sarah” is of Asian descent and, like Cynthia, was engaged at the time of
interview. Sheis 31 and considers herself deaf aswell as Deaf. Sarah isfinishing her
master’ s degree in a science field. She communicates by sign language as well as speech.

Before coming to the United States as a youth, she was a Canadian resident, where she
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stated it was more difficult to secure services, because there were no laws enforcing

them. Sarah said that she decided to go to hearing university and not a deaf program
instead, because she (a) wanted a better education and (b) saw that her older sister, whois
also deaf, went to Gallaudet University and had poor writing skills.

The last two interviews were conducted with two White mal e respondents who
share similar characteristics. both are sophomores and use speech to communicate. They
use DSS services less frequently, mainly to request help with obtaining permission for
extended exam time in their classes based on verification of their hearing losses by DSS.
Because atape recorder was not made available at the time of their interviews, which
took place consecutively on the same day, the researcher relied on extensive note-taking
before and after the interviews to collect the data. “Jake,” age 21, is actively involved in
student activities related to his Jewish religion and intends to enroll in law school upon
completion of his program at State U. “Mike,” the respondent with the most hearing with
amoderate loss, is enrolled in atechnical program and is also involved with campus and

local Jewish religious organizations.

The Background of Participants

This section summarizes the background information of the 10 participants
involved in this study, based on the responses to the background survey (appendix A) as
well astheindividua interviews. This group of participants consisted of five males and
five females with an age range of 20 to 44; the mean age was 26.9 years. Seven of the
participants in this study were White, two were Asian, and the remaining participant was
of Arabic descent. Five of the participants were attending a postgraduate program at State

U, two were seniors, two were sophomores, and one was a freshman. Therefore, while
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the majority of the participants had had considerable exposure to college settings, three of
the participants provided an aternative perspective, because they had just entered the
college setting.

The participants shared certain common characteristics. For al the participants,
hearing loss occurred during their early childhood years. The age of onset ranged from
birth to two years old. In addition, apart from one participant, Mike, who had amild to
moderate hearing loss, the rest of the participants had substantial hearing loss. Of the
seven categories used to characterize levels of hearing loss arranged in order of
severity—mild, moderate—-mild, moderate, moderate-severe, severe, severe—profound,
and profound—the hearing loss of the participants ranged from severe to profound. All of
the participants had arelatively solid academic performance with a grade point average
range of 2.6 to 3.972. Because two participants did not know their GPA, the mean GPA
for the eight remaining participants was 3.24.

All of the participants used a variety of DSS services. The most frequently used
DSS services were sign language interpreting and note-taking. Six participants utilized
the interpreting service, while five of the students used note-taking. Two of the
participants utilized CART, and one utilized C-Print, another form of computer-assisted
note-taking. It isinteresting to note that Bart, who had the highest GPA score of the
group, utilized the most DSS services, including cued speech trandliteration, note-taking,
and academic advising. In addition, Bart a'so commented that his college experience was
“highly satisfactory” (personal communication, April 2002). Bart’s utilization of awide

variety of services supports the premise that deaf people who are proactive in obtaining
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the services that are available to them are more likely to succeed in a mainstream college
setting.

For the most part, the majority of the participants were satisfied with their college
experience. The evidence of arelationship between academic performance and
integration would seem to confirm the findings of the prevalent literature. It would appear
that the services utilized by the deaf participants have provided them with adequate
academic support for them to feel sufficiently integrated into the college setting.

However, the background survey produced one or two unusual results that
showed evidence of arelationship between academic performance and integration. David,
who had the second highest GPA of this group (3.76) and received sign language
interpreting, stated that his college experience was unsatisfactory. His assessment of the
college experience deviated from the prevalent belief that deaf students who excelled at
their studies were more likely to feel integrated into their college environment than those
who experienced difficulties with their studies. On the other hand, Ana, who had the
lowest GPA of the group, 2.6, stated that she was satisfied with her college experience.
Although these results were unexpected, they also indicated that the social and
institutional dimensions of the college experience could play an influential rolein
modifying the students' perceptions of their experience. These results also illuminated the
deficiencies of quantitative variables such as the GPA scores because they could not
explain patterns that deviated from the expected norm.

The conceptual framework used for this dissertation was developed in an attempt
to address the complexity of the perspectives and motives on the part of the respondents.

For example, though David had an outstanding GPA, the tremendous effort he had to
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expend to achieve this score in the face of excessive barriers could have undermined his
college experience. According to David, his college experience was undermined by
DSS'sfailure to provide interpretersreliably for his classes. He stated that interpreters
showed up in his classes 50% of the time, and even then he thought they did not seem
gualified. He stated that some of the interpreters were not able to translate advanced-level
material, particularly in his science classes. In spite of his repeated complaints, which
included aletter addressed to the college president, and a national deaf advocacy

organi zation advocating on his behalf, DSS personnel did not adequately address his
concerns. “After that,” he said, “I got these facial expressions from them that were icy”
(personal communication, April 2002). He noted that he had considered leaving, but
because he was almost finished with his program, he decided to persist to completion.
Only through the advice of fellow students and colleagues was David able to resolve his
situation by creating his own network of interpreters and ensuring that DSS paid them for
their services. The apparent failure of DSS to perform its functions adequately to ensure
that David could participate in all academic activities appeared to diminish his feelings of
integration in the mainstream environment.

Although David did not consider this factor to be significant, hislack of
involvement in nonprofessional extracurricular activities or informal social activities aso
constituted a possible influence on hisfailure to integrate into the college setting. David
stated that he did not have time to participate in social activities. He admitted aso that he
did not feel comfortable socially on campus: “I fed alittle bit awkward on campus....
Socially | do not feel comfortable now,” he said (personal communication, April 2002).

By investing tremendous energies in his academic work, it islittle wonder that David's
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frustration with the DSS failure to provide interpreters was not alleviated by an informal
network of friends or activitiesto divert his attention.

On the other extreme, Bart, who had the highest GPA (3.972) in this group of
participants, was highly satisfied with his college experience. Although Bart was highly
committed to his academic work, he also enjoyed arich and vibrant socia life. His
extracurricular activities included scuba diving, Sign Language Club, intramural sports,
and running. Furthermore, he had established a network of friends who knew sign
language. Despite the fact that he also believed that DSS needed to improve its provision
of services, Bart was highly integrated into the academic and socia activitiesin the
college setting, because of his extensive social interaction with others. Therefore, the
socia dimension played a significant role in shaping the experiences of these two high
achievers.

Similarly, the social dimension might also have played an influential rolein
determining Ana' s perception of her college experience as satisfactory. Though she did
not seem to engage in awide range of extracurricular activities, Ana did participate in the
Equestrian Club and attend informal social events on campus. The participation in these
activities could have enhanced her level of satisfaction despite the fact that she
encountered difficulties with her academic work. Ana perceived that these difficulties
were due to the poor provision of DSS services. She noted that she had to drop one of her
classes because no interpreter was present.

To provide a more elaborate perspective of the academic and social integration of
the participants, the following section utilized the conceptual framework highlighted in

the literature review to present the findings of the interviews of the 10 participants.
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Analysis of Findings

By using the conceptual model presented in chapter 2, the responses of the
participants during the in-depth interviews were combined and categorized in the section
of chapter 3. The frameworks and models presented by the Tinto (1987) models and
Stinson et al. (1987) adaptation of Tinto's model provided the general structure of the
conceptual framework for this dissertation. Background characteristics and other themes
and categories were considered as well as factors that affected academic and social
integration. The background characteristics were mostly outlined in the background
survey (appendix A) but were also illuminated during the interviews.

In the analysis of the transcripts and after reviewing the findings, these themes
and categories became clearer. A code was created for each theme and category during
the coding process. They included prior mainstreaming experience, communication and
socia abilities, persona attributes, self-advocacy, study skills, involvement in
extracurricular and other social activities, role models and other forms of support,
perceived academic competence, identity issues, ability to pay for college, and provision
of support services. All of these themes and categories were categorized as various
intrinsic and extrinsic factors affecting the respondents’ decision-making processesin
deciding to persist in amainstream university. For example, specific intrinsic factors
include personal attributes (e.g., goal orientation, motivation, flexibility, organization), a
love of learning and reading, intellectual curiosity, and level of commitment to attend
college, aswell asto attend a mainstream university. Extrinsic factorsinclude role
models, family expectations and encouragement to go to college, ability to pay for

college, and the promise of a*“better life” and better job opportunities. The participants

121



also described their level of satisfaction with the overall college climate and experience
and added suggestions for improvement for other students with hearing losses attending
mainstream colleges and universities. Each of these themes and categories will be
presented in the following section. First, an overview of intrinsic and extrinsic factors as
they relate to goal's, methods and achievement, as described by Draper (2001), are
presented to describe how these factors affect the students' ability to enroll, be integrated,

and persist in a mainstream university.

Reasonsfor Studying at a Mainstream University:
Intrinsic and Extrinsic Factors

Many of the participants were intrinsically motivated to study at a mainstream
university. They choose to enroll in a mainstream university because they wanted a better
education and better job opportunities than they believed could be found at a university or
program designed for deaf students. Several respondents indicated they aso enjoyed
learning and had intellectual curiosity and alove of reading and books. Cynthia, for
example, stated in her interview that she enjoyed the challenges of studying. Because she
had been mainstreamed most of her life, she did not feel drawn toward colleges that
catered solely to deaf students. Cynthia was more concerned with the studying
environment of her college. She chose to study at a distinguished Ivy League university
for her undergraduate degree, because it was a school that catered to “nerds,” and she
rejected Gallaudet University, because it was known as a“party school” (personal
communication, May 2002).

Similarly, Bart considered himself to be a natural high achiever who thrived on

the challenge of excelling in his schoolwork: “Nothing inspired me; | just do well,” he
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said (personal communication, August 2002). Bart believed that he possessed the
capacity to keep up with his hearing peers and succeed academically in a mainstream
setting. He added:

| had always planned to go to a mainstream university. Gallaudet is really not the

right place for me. | feel like | get a better education from a mainstream

ingtitution....I wanted areally good education and | preferred hanging out with
hearing people. | feel comfortable, because | know their culture. Also it is close to

home and it’s a beautiful campus. (personal communication, August 2002)

Based on theinterview with “Martha,” it appeared as though she was an
extremely persistent person who refused to be undermined by adversity such as her
illness and her husband’ s death to accomplish her academic objectives. She described
herself as tenacious, very organized, and optimistic: “Nothing stops me,” she said
(personal communication, April 2002).

At the same time, it isimportant to note that Martha s decisions about the
universities she attended were also based on practical reasons, such as a potential job
offer and a fellowship—extrinsic factors. For example, she chose to enter State U,
because she was given a presidential fellowship from the university where she was
employed (personal communication, April 2002). Leslie was also given the same
presidential fellowship. Ledlie stated in her interview that athough she was not motivated
in high school, she continued with her education because she had alove of books and
reading: “1 was self-taught and did alot of reading on my own,” she said (persona
communication, April 2002).

Extrinsic motivation for attending a mainstream university was highly significant

for Ana, who opted for a mainstream college setting, because she “want[ed] a better life.”

In fact, she followed a high school counselor’ s advice of getting adegree from a
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mainstream university, because she was told that she was more likely to get ajob if she
had a degree from a mainstream university than if she had one from Gallaudet University.
Though she noted that she wanted to be challenged by the diversity of the courses that
were more available at a mainstream university than Gallaudet University, her primary
purpose was to have a better life:

| didn’t want to be pumping gas at a gas station. | wanted to go to college. My

mother went to college, and she earned good money. We have agood life. | want

to bein her place. I want to have children. | want to have agood life....I thought,
| can challenge myself [at State U] and end up with agood life and a good degree

if 1 study hard. (personal communication, August 2002)

Though Ana attributed her mother’ s influence to her decision to attend college,
she added: “No one inspired me—I just wanted to go to college....l have high
expectations of myself” (personal communication, August 2002).

The following section includes the various themes and categories that were
identified in the conceptual framework, and now the findings, to be significant in
affecting the respondents’ ability to enroll, be integrated, and persist in a mainstream

university. The themes and categories originally used to categorize the data in the concept

map as depicted in Figure 4 are restated here.

Role Models and Outside Support

Severa respondents noted that there were persons who influenced their education
and decision to go to college. These individual s included family members, church
members, friends, deaf role models, high school teachers, professors, and college

advisors.
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For some students, the fact that their parents attended college was afactor in their
decision to go to college. Cynthia mentioned that her father was an educator and that her
Jewish family values were a central role in her education. Her high school teachers,
undergraduate professors, and advisors aso encouraged her to continue with her
education. Leslie and Steven noted that their mothers were a strong influence: “ She made
it,” said Steven, whose father a'so had a Ph.D. and was a doctor in his native country
(personal communication, 2002). Steven added that he and two of his deaf siblings were
raised first by church members, who taught them American Sign Language while his
mother worked daily. Later they were adopted temporarily by afoster mother who
continued to educate them using sign language.

Although neither of Martha s parents attended college, her grandfather was a
significant role model in her quest to attain more education—he would play speech
games with her to improve her speech skills and “make learning fun.” Martha
demonstrated a strong connection with her family, though they lived in Ireland. When she
had the opportunity to study in Ireland, she enjoyed spending time with her family and
felt supported by them with regard to her academic pursuits (personal communication,
April 2002). In addition, Martha s drive to succeed and love of learning and books
contributed to her commitment to furthering her education: “ School was wonderful for
me,” she said. “I hated summers” (personal communication, April, 2002).

Cynthia and Sarah credited deaf role models for inspiration. When Cynthia met
successful deaf professionalsin high school, “1 [then] realized | could do whatever |
wanted,” she said (personal communication, April 2002). While she spoke about her

father’ s influence on her interest in education, Cynthia also considered the deaf people
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she had met at an international deaf sporting event to be her role models (personal
communication, May 2002).

Sarah indicated that she was inspired when her former vocational rehabilitation
counselor became the first deaf parliamentarian in Canada. When she saw him using an
interpreter as a parliamentarian, “I realized | must have an interpreter from now on,” she
said. Thiswas a significant turning point in Sarah’s education, as formerly she had been
very reluctant to ask for asign language interpreter in her undergraduate program. She
attributed her lack of self-advocacy for burnout in undergraduate school: “I would not
always ask for the help | needed, so | burned out,” she said. “If | had asked for help, |
probably would have been fing” (personal communication, August 2002).

When asked in the focus groups about ways in which students might improve
their situations, studentsin the first focus group recommended getting a mentor. This
person may be an advisor or professor:

If you are in mainstream, he is probably not going to be deaf. But find a person.

Sit down and communicate with them. Whether you write back and forth, it

doesn't matter. But | think it isimportant to have a person who encourages you

who is focused on your success. And that you can go to when you have problems.
(Martha, personal communication, May 2002).

Ability to Pay for College

Ability to pay for college was perceived to be another significant extrinsic factor
regarding the respondents’ decision to enroll and persist in college. Marthaand Leslie
were able to obtain full fellowships from the university that employed them that not only
covered the cost of tuition at State U, but also promised them a teaching position upon

completion of their degrees. Bart received afour-year scholarship, and Cynthiaand
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David were able to attend college due to family endowments. Steven had his tuition and
books paid for by the Office of Vocational Rehabilitation, afederally funded program.
Most of the respondents credited their ability to pay for college as an important, but not
necessarily the most important, reason for attending and persisting in college.

In regard to other financial factors that affect the persistence of deaf and hard-of-
hearing students in mainstream colleges and universities, students who rely on services
for access, in turn, rely on the financial resources necessary to supply adequate services.

However, additional budget factors were not considered as part of this dissertation.

Prior Mainstream Experience

Most of the participants demonstrated confidence in their knowledge and skillsin
coping with the challenges of academic work, particularly in a mainstream setting. While
one of the respondents, Steven, had attended a school for the deaf since age six, the other
respondents were mostly or totally mainstreamed and credited their previous mainstream
experience for their percelved academic and social competency in amainstream
academic setting. Though Steven’ s educational background was not in a mainstream
environment, he was one of the top five students in his class (personal communication,
November 2002).

From an external perspective, most of the participantsin the group seemed to
have overcome their academic challenges by doing relatively well in their studies. Most
of the students were high-achievers, with Bart reporting a4.0/4.8 unweighted GPA in
high school. As pointed out in the discussion of the background information of the

participants, the mean GPA for the group was 3.24, with the range of 2.6 to 3.972. Five
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respondents had enrolled in honors classes in high school. At State U, Bart was enrolled

in the top honors program.

Study Skills

The respondents were able to utilize avariety of study strategies that enabled
them to do their academic work. For example, Bart asserted that he invested tremendous
amounts of time in completing his homework. Before examinations, he would spend
approximately four hours to “cram” as much as information as possible and practice
problems. He did not seem stressed by the amount of time and work needed for his
studies; rather, he considered his academic work as something that kept him busy, as with
his other social activities: “I like to keep busy; that iswhy | do so many activities....|
prefer to keep busy instead of lying around and doing nothing.” He also added, “College
is supposed to be fun, and it is” (personal communication, August 2002).

Similarly, Ana utilized study strategies to help her do her work, such as notes and
flashcards. Before examinations, she wrote outlines of her learning materials. In fact, she
regarded the outlines as a particularly effective tool for learning (personal
communication, August 2002). Although the other interview participants did not cite

specific strategies, they seemed highly capable of doing well with their academic work.

Provision of Support Services
For al of the participantsin this study, the obstacles that often undermined their
studying efforts were primarily related to their inadequate access to needed DSS services.

Almost all of the participants talked about the failure of DSS to provide interpreters

128



consistently. The participants also perceived that some of the interpreters and note-takers
were not qualified for their positions.

Though the participants showed a high ability for academic competence, the
participants’ efforts to overcome their challenges to succeed at their studies were still
jeopardized by the inadequate provision of services such as interpreters who were needed
by the participants. Though Cynthia had been able to succeed in achieving her academic
goals, her academic achievements were highly dependent on the type of support services
that she recelved. When she was not provided with appropriate services, Cynthia was not
able to pass al of her classes, asin the case of a biostatistics class she had taken (personal
communication, April 2002). Ana had a similar experience in which she was forced to
drop aclass when her interpreter failed to show up for the whole semester. She almost
failed the course, as she had exceeded the deadline for withdrawal. Only after writing a
letter explaining the interpreter situation was she permitted to drop the course without a
penalty (personal communication, August 2002).

David stated that interpreters would not show up for his classes 50% of the time,
and no interpreter was present at his dissertation committee meetings. At these meetings,
he encountered embarrassment due to the subsequent difficulty in communicating with
his committee members. When he confronted DSS about the discrepancies in service,
DSS would say they couldn’t find anyone, or had some other excuse. David felt that his
needs were not important to them and was angry about this (personal communication,
April 2002). Cynthia stated she had trouble obtaining interpreters for noncredit seminars
and lectures: “I’m just getting by,” she said. However, she was able to persist with the

help of a“very supportive” advisor (personal communication, 2002).
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Steven, the transfer freshman, said that he also had the experience of interpreters
not showing up, which significantly affected his grades: “Now | am trying to work harder
to pull them up.” It isinteresting to note that because he had a similar experience of poor
support services at the university from which he transferred, he had devel oped a “higher
tolerance” for bad interpreters and services. When asked how he was able to persist
despite poor services, he stated, “| know | am very smart and...I can work on my own”
(personal communication, November 2002). It can be concluded that while the
participants were doing fairly well in their studies, it is likely that they could have
attained better gradesif they had been provided with reliable services.

In many cases, the quality, morale, and professionalism of the interpreters were
perceived as lacking by the participants. Steven noted that even though his interpreter
was a child of deaf adults, he lacked motivation and had little interest in the subject
matter: “He had a blank face and yawned alot” (personal communication, November
2002). Martha and other respondents explained that some of the interpreters “do not
really understand the complex concepts discussed” (personal communication, May 2002).
The fact that some of the interpreters were not qualified to interpret advanced-level
subject matter forced some respondents to be more selective in their choice of interpreters
and advocate for better interpreters.

The availability of institutional and environmental support services, therefore,
was critical to the academic performance for all the participants. As discussed briefly
above, many participants such as Ana, Sarah, David, Sam, and Cynthia experienced
tremendous difficulties with their schoolwork when they were not provided with reliable

support services. Although Cynthia had good study skills and confidence, she was still
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highly dependent on support services such as interpreters to participate meaningfully in
class discussions, labs, and seminars. She mentioned the support from her advisor as
significant during this difficult time. Due to the lack and inconsistency of services for her
classes, lectures, and seminars at State U, she says she had had an “awful” experience
that undermined her ability to excel in her school work (personal communication, April

2002).

Self-Advocacy and Resourcefulness

Because of the poor quality and inconsistency of services, the participants had to
adopt a proactive approach in advocating for themselves and taking an activerolein
ensuring the availability of their services. For instance, instead of waiting for DSS to
obtain interpreters from an interpreting company contracted with State U to provide
interpreters, Bart contacted the company directly to ensure that interpreters would be
available for his classes and ensured that they were paid by DSS. Still, Bart said this took
up more of histime and energy than necessary:

| really had to push everyone [at DSS], and | have to do that almost every

semester—I am really more involved than | should be in the process, but that is

the only way that | make sure, though, that | have an interpreter. (personal

communication, August 2002)

At the same time, Bart also forged strong rel ationships with interpreters, his cued
speech trandliterator in particular, so that he would be able to obtain quality services from
interpreters who were familiar with his studies. Bart attributed much of his academic and
socia success to his ability to use cued speech and keeping virtually the same cued

speech trandliterator al through his college career, who had also worked with him in high

school:
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She understands my vocabulary, she knows what I'm saying, even if it' sabig
word, especially in biology. She knows my research, so she does a good job
voicing for me....We have developed a system that is a combination of cued
speech and sign language. It isredlly effective; it isfaster. (personal
communication, August 2002)

It could be concluded that having one or two main service providers working with
each student may help stabilize the provision of services, enhance their education, and
create critical symbiosis between the providers and the student.

Bart also added that, from his perspective, deaf people who did not feel socially
integrated in the mainstream college setting did not make a sufficient effort to participate
in activities, even when they were available, and should take a more proactive stancein
being involved socially on campus. As an example, he noted that when he invited lonely
deaf studentsto attend his sign language club, they did not come:

They sit there and they complain about how they never meet anybody, but thereis

the main way to meet people, through extracurricular activities....How do you

help someone who won'’t? (personal communication, August 2002)

Ledliefelt that students should be proactive in meeting people, particularly in the
beginning of the school year: “I think it isimportant to meet new people in the beginning
of school. Meet new people. Make friends. Attend activities. Y ou have to be aggressive
to meet people. Make good friends” (personal communication, May 2002). Martha
added, “1 agree, because many times hearing students don’t talk with you. Y ou have to
talk with them first. You can't be afraid” (persona communication, May 2002).

Perseverance and a positive outlook were also perceived as means to cope and
persist. As Cynthia stated, “sometimes | fedl like you have to go through all the struggles,

because the deaf person has to struggle, and the only way to get through it isto be

positive’ (personal communication, April 2002).
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When asked whether they thought that more hearing students should learn sign
language, Brad and Ana believed that while it was nice that some hearing people wanted
to know sign language, they recognized that deaf and hard-of-hearing people were the
ones who had the responsibility of learning how to communicate with peoplein a
mainstream culture (personal communication, August 2002). Essentialy, they accepted
the marginalization of the deaf and hard-of-hearing student population. For them, their
struggle to obtain support services for academic and social events remained an individual
cause, not agroup one. For example, instead of feeling resentful that assistive devices
such as TTY swere not easily accessible on campus, Bart simply stated that he could ask
his friend to help him make telephone calls (personal communication, August 2002).

Some participants suggested that the avail ability of on-campus sign language
courses may provide an incentive for increasing the number of hearing students who
know sign language. The Sign Language Club, with which Bart was involved at State U,
helped to provide this incentive. Bart also suggested that college campuses consider
having a* Sign Language House,” similar to a Spanish or Hebrew house, where the
students practice ASL, host silent dinners where the larger college community can be
invited, and so on. However, Bart admitted that a college needs to have afour-year ASL
program, unlike the one-year program at State U, for thisinitiative to occur. According to
some of the study participants, having more people who know sign language would

enhance their feelings of integration in a mainstream college setting.
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Instructor Collaboration and M ethods

In some cases, classroom instructors were helpful in making sure the students
needs were met. The following example illuminates the significance of instructional
collaboration and methods with regard to a deaf or hard-of-hearing student’ s success and
integration in the classroom. When seeking a good note-taker, Bart’ s professors would
assist in this endeavor:

| think most of my professors are good. They understand that | need note-taking

services. The best professors know who the good note-takers are. So, alot of

times they will ask that person to take notes for me. Or, if not, then they will
lecture and then walk around throughout the class to see who the good note-takers
are so they can pick out a good note taker and then ask for that person. (personal

communication, November 2002)

When Ledlie contacted DSS at State U. notifying them about her need for
consistency of interpreting services for aclass, her instructor was helpful in advocating
for her by sending aletter to the DSS as well as the chair of the president’s commission
on disability issues at State U on her behalf. In this particular instance, Leslie was forced
to re-enroll in the class at alater date due to the inconsistency of services and having
missed too much material. Still, she was grateful to her instructor for his“time and
support” (personal communication, month, 2002). In general, instructors who are aware
and helpful with the needs of deaf students can facilitate their educational access and
achievement.

It isimportant to note, however, that the combined efforts of the students and
professors and the participants access to services did not equalize their position with
their hearing peers. As Ananoted in her interviews, she was still at a disadvantage in

class for severa reasons. First, she had difficulties focusing on the interpreter without

“drifting off.” Second, she could not understand the notes taken by the note-taker. Third,
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interpreters tended to summarize what the professor had said, thus imposing their own
meanings and interpretations on the professor’ s statements (personal communication,
August 2002). Obviously, for the participants, the academic situation was still
considerably more challenging than for their hearing peers, even with the availability of
support services, and in many cases self-advocacy was necessary to secure the services

they needed.

Social Integration

With regard to the socia integration experiences within the mainstream college
settings, the participants could be categorized into two groups—those who felt accepted
and integrated, and those who did not feel highly integrated. Based on their responses, it
was evident that their current social activities and perceptions about their social life were
shaped by their past experiences, their perceptions about their ability to communicate
with hearing peers, their personalities, and, to some degree, their level of comfort in
dealing with and accepting their loss of hearing.

Several participants such as Cynthia, Sarah, Steven and David were not
intrinsically motivated to develop socia networks within the mainstream college setting.
At the same time, it is significant to note that all four of these respondents were the most
reliant on interpreters for access to class lectures and socia events on campus.

Though Cynthia was mainstreamed throughout her educational career, she did not
forge many intimate friendships with her peersin high school. Except for afew casual
movie outings with two or three friends during her high school years, she focused on her
sole extracurricular activity—swimming. Her negative or indifferent perceptions about

forming close relationships with hearing peers might be attributed, in part, to the fact that
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she was victimized by a girl who spread rumors about her character. Her low interest in
socia activities also extended somewhat to her undergraduate years when she briefly
hel ped to teach sign language classes at the college and participated in a deaf awareness
committee. However, with her statement, “I felt like it wasn't my role in the college and
wanted to do other things” (personal communication, April 2002), Cynthiaindicated a
lack of a sense of belonging to her community on campus.

In spite of her discouraging social experiences, it is likely that Cynthia remained
in the mainstream college setting because she obtained support from faculty members and
advisors and was aso involved with adeaf student group consisting of deaf students from
other area colleges. While she was studying for her undergraduate degree, faculty
members helped her enter her chosen field. Similarly, though she was having a frustrating
time with the administrators of support services at State U, Cynthia remained inspired
through the support of the advisor (personal communication, April 2002).

Compared with Cynthia, Sarah had an even more difficult time feeling socially
integrated. According to her response to the questionnaire, she did not participate in any
on-campus extracurricular activities at State U. Throughout her education, Sarah
experienced tremendous difficulties with interacting with her hearing peers, because she
could not identify with them. When she was with hearing people, she felt self-conscious
about her deafness and was fearful of being regarded as a stupid person. Therefore, she
felt extremely isolated. Much of her self-consciousness about her hearing loss could aso
be attributed to her rather harsh upbringing. When Sarah made mistakes, her mother
would call her “stupid” and mete out corporal punishment. Though Sarah was engaged in

many extracurricular activities during her high school years, she did not feel that her
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emotional needs were met, nor did she feel a sense of belonging in any social
organizations (personal communication, August 2002).

Steven, the transfer freshman, stated that he had only met three or four other deaf
students after the first year of college. He added: “1 am starting to fedl like socializing [at
State U], but it is hard. The classes are big, and students come to class and leave, leaving
me no opportunity for socializing” (persona communication, November 2002). David,
who also indicated he felt socialy isolated in high school, practically gave up on
socializing on campus to focus on his academics. He indicated that his hearing friends
“just talked al the time. | decided really to not make any more friends...and pay attention
to my work” (personal communication, April 2002).

Because of his close relationships with his friends and extensive involvement in
socia activities, Bart felt highly integrated in the college setting at a social level. Apart
from being pro-active in using the variety of institutional services on campus, Bart was
able to count on hisfriends to help him establish the sign language club and the
intramural football team. When Bart needed help in making a telephone call, he could

also rely on hisfriendsto cal for him: “My friends are my support services,” he said.

Communication and Social Abilities

Some of the participants, such as Bart, Martha, and Ana, felt socially integrated in
the mainstream setting. The degree of ease of communication between the participants
and their hearing peers constituted a significant factor in determining their feelings of
socia integration. The two participants who felt the most socially integrated of all the
participants, Bart and Martha, felt comfortable communicating with their hearing peers

independently and in small group situations. Bart and Martha were able to communi cate
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with cued speech and lip reading, respectively. Both had devel oped good speech
communication skills. In fact, Martha had devel oped the capacity to read people’ s facia
expressions and their body motions to modulate her own speech (personal
communication, April 2002). Mike and Jason, the two hard-of-hearing students, had
sufficient hearing and oral skillsto enable them to communicate effectively with hearing
peers. Thus, for these students who were not as dependent on interpreters, their oral
abilities assisted them in engaging in socia situations.

Of dl the participants, Bart appeared to be the most comfortable in the
mainstream setting with primarily hearing friends. In fact, Bart stated that throughout his
life, he was typically the only deaf person in his school, social, and work settings and felt
comfortable with hearing people and culture. Therefore, he was exceedingly comfortable
with studying and socializing in a mainstream college setting. Unlike the other
participants in this study, Bart was the only one who used cued speech, which enabled
him to “work with hearing people, talk with them in class, work on projects, speak the
same languages they do” (personal communication, August 2002). As mentioned in
chapter 1, cued speech is a method of communication that involves using hand shapes to
form phonetic representation of English. Essentially, spoken and written Englishis
trandated into a series of hand cues and lip movements for deaf people who would
otherwise have difficulty grasping a primarily auditory language such as English. Bart
attributed much of his academic and social success to his use of cued speech. His
confidence and ease in communicating with others bolstered his desire to interact socially

with his hearing peers.
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I dentity and Ethnicity Factors

For many of the respondents, their level of acceptance of their deafness and
identification with cultural and ethnic groups affected their socialization choices and
ability to sociaize in a mainstream academic setting.

With the exception of Sarah, who at first felt as though her deaf identity was
“gone’ in amainstream environment (personal communication, August 2002), most of
the respondents felt comfortable with their hearing loss and cultural and identity status.
On one end, Bart stated, “It is nice being deaf. Y ou stand out. It is easier to meet new
people, because they know who you are” (personal communication, August 2002).

Some respondents who described themselves as Deaf with a capital D said that
their involvement with the Deaf community was afocal point of their social lives off
campus. Even so, Steven, who described himself as Deaf and choose not to wear hearing
aidsin part for this reason, added, “1 still have the best of both worlds—a socid life at
Gallaudet and an academic life at [State U]” (personal communication, November 2002).
Ana also stated:

| was mainstreamed. Of course | enjoyed it. It was the best four years of my life. |

had some deaf friends, of course, but | felt comfortable in both worlds. I liked

being in both worlds, switching from one to the other....I am comfortable around

hearing students. That iswhy I'm still here. (personal communication, August,

2002)

Interestingly, while some respondents did not identify themselves with any
particular label or group, Cynthia said she called herself “middle of the road” deaf: “It’s

like a group that accepts everything and is al-inclusive. Everyone would be accepted”

(personal communication, April 2002).
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Relevant to the earlier discussion on dual identity issuesin chapter 2, the two
Asian students and the Arabic participant were interviewed to determine their perception
of their status regarding the hearing and deaf cultures as well as their respective racial or
ethnic group. Ana, who was of Arabic descent, talked the most about this factor in her
interview. She stated clearly that her first affinity is with the Arabic culture:

| probably take more pride in myself being Arabic than | take pride in myself as

being deaf. | look at myself as an Arabic. | feel more proud and more comfortable

with being Arabic, second with being deaf. (personal communication, August

2002)

Ana sdiscovery at State U that Arabic courses were being offered was a mgjor
attraction that affected her integration within the university and her affiliation with her
cultural background:

When | heard they offered Arabic classes, | thought that was awesome. |

registered for al the Arabic courses. Only avery few places offer Arabic

courses—I| have been studying those for about two years....l didn’t know
anything about Arabic before | came here. | didn’t know about the voice
messages, the sounds. | never had an opportunity to read anything about that

before | got here. (personal communication, August 2002)

Her affiliation with her cultural background also inspired Anato become involved

with the campus Muslim women’ s group, for which she was usually able to obtain an

interpreter.

Extracurricular Activities: On- and Off-Campus

Within the context of State U, severa clubs and extracurricular activities are
available to the students. There are more than 500 clubs in which a student may elect to
be involved, which include fraternities, sororities, political groups, and intramural sports.
For varsity sports, students may chose from 11 men’s and 14 women'’s sports. Thus, there

are ample opportunities in which students may be socially involved on campus.
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A clear distinction was made between participants who were exceedingly
interested and integrated with the social life of the mainstream college setting and those
who had minimal involvement in the social scene on campus. Of the latter group, many
of the participants who did not participate in extracurricular activities on campus were
involved in activities off campus.

To begin with, it is significant to note that all 10 of the participants were involved
with extracurricular activities, sports, and clubsin high school. A few received awards
related to their involvement. These activities and awards were varied and included class
president, class secretary, deaf female athlete of the year, scholar—athlete of the year,
tennis, track, swimming, volleyball, school newspaper, drama, physics team,
cheerleading, and marching band. Some, but not all, of the participants continued to be
involved with extracurricular activities at State U. However, there were three main
reasons for the lack of involvement with socia activities on campus. First, severa of the
respondents found it difficult to request interpreters and other services, such as CART
and C-Print, for nonclassroom events such as extracurricular activities; organizational
meetings, department or class get-togethers; study groups; noncredit seminars; and
lectures. Many respondents attributed this difficulty to the three-to-six-week advance
notice required for requesting interpreters, which they felt was highly unrealistic for
nonclassroom activities and events in which they had much less advance notice.
Secondly, the rigors of academic work and the associated difficulties simply took up most
of their energies and time. Finally, severa of the students were aready engaged in social
activities off campus through professional conferences or organizations or developed

socia relationships outside of campus, such as with the larger deaf community.
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For example, on her background questionnaire, Sarah wrote that she participated
in two organizations off campus: one group was for deaf women in the fields of science
and engineering; the other was an international deaf event called Deaf Way 1. She was
also thinking about exploring her Chinese heritage by joining the local association for
Deaf Asians. Her choice of social activities cohered with her statements that she felt more
of a connection with deaf people outside the university, such as her friend “Wanda’: “We
really had abond. Sheis deaf. | am deaf. We both were in mainstream programs. We
understood each other, and | felt like we both missed something” (personal
communication, July 2002).

While she did not indicate a strong desire to associate with people at State U,
Cynthiaclearly felt a desire to forge relationships with other deaf people off campus and
felt intrinsically motivated to do so. In fact, she was actively involved in a number of
organizations such as the National Association of the Deaf and organizations that
involved students from a variety of institutions (personal communication, May 2002).
She was, therefore, successful in cultivating her relationships with deaf and hard-of -
hearing people off campus and formed a tremendous affinity with this group of people,
which gave her pleasure and inspiration.

Unlike at State U, Cynthia had managed to be involved in severa extracurricular
activitiesin her undergraduate program. This, however, can be attributed to her having
much better services and, therefore, access during this period. As aresult, she was more
involved with activities such as a community-service-based house, alocal deaf
organization, and swimming. She was able to establish relatively comfortable

relationships with her peersin these organizations. Most significantly, through her
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boyfriend and her roommate who signed (*How many people can say their roommates
signed in college?’), Cynthiawas able to carve a socia niche for herself at her
undergraduate university and derived pleasure from these relationships (personal
communication, May 2002). Similarly, while pursuing a master’s degree at alarge
university in the Northwest, Cynthia was able to obtain interpreting services for student
get-togethers on Friday nights and other extracurricular activities. However, because she
was not provided with interpreting services at State U for these activities, the situation
undermined her ability to socialize with her hearing peers.

Despite the difficulties and challenges involved with socia interaction, the
majority of the participants still engaged in some form of extracurricular activities on
campus. Regardless of the degree of involvement, the key issue is whether the
participants were able to derive sufficient support from this area to enable them to feel
integrated. Anawas one of the deaf students who had succeeded in forging a social
connection in the college community at State U by participating in afew extracurricul ar
activities. Passionate about the “ seven beautiful horses’ on campus, she became a
member of the equestrian club. Furthermore, feeling a strong affiliation to her Arabic
origins, she participated in a campus organization, members of whom are local Muslim
women, in which she discusses issues of religion and gender with other members
(personal communication, August 2002).

Although Martha did not participate in extracurricular activities at State U, and
instead most of her social activities were related to attending professional conferences
and activities off-campus, she still felt highly integrated in mainstream college settings.

Based on her comments, her perceptions of social integration were influenced by her
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personality: “Yes, | feel accepted. But I'm very friendly, and | will stop and talk with
people....If you accept yourself, other people accept you” (personal communication,
April 2002). It appears, therefore, that Martha' s self-esteem played akey rolein

enhancing her feelings of social integration.

Satisfaction and Level of Commitment

Despite their difficulties and obstacles, all the participants had intrinsic belief in
their ability to succeed academically and had a high level of commitment to persisting to
completion with a college degree. Indeed, al of the participants stated that they intended
to graduate from State U. Bart, David, and Ana added that they were determined to
finish, as they were nearing completion of their programs. Though services were
inadequate, Anasaid, “Now I’'m trying to put all that behind me and focus on schooal,
because | only have ayear left” (personal communication, August 2002). Steven was
determined not to be a statistic: “In general my deaf friends say that alot of them
withdraw from college. | do not want to become one of those. So | decided to tough it
out, come what may” (personal communication, November 2002). Even Sarah, who had
suffered from burnouts throughout her education, was convinced that she would
accomplish her goal of graduating with a graduate degree (personal communication,

August 2002).

Participants Perceptions of Helpful Support Services

This section of the findings addresses suggestions the respondents offered
regarding how State U and other colleges could improve the integration, persistence and

retention of deaf and hard-of-hearing students.
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In regard to the provision of services for access to study groups, noncredit
seminars and lectures, labs, extracurricular activities, workshops, clubs, school-related
outings, and other activities on campus, the respondents felt that the current State U
policy of requesting an interpreter up to six weeks in advance was insufficient.
Interpreters should readily be made available for events and activities requiring shorter
notice. One participant explained, “A lot of the time study groups are set up maybe two
days in advance of the exam. Or aresearch study group...decides to meet the next day.
[However], that is not sufficient notice time for DSS.” In response, however, the DSS
director stated that in many cases interpreters need that much advance time to organize
their schedules.

One participant suggested that the coordinator of deaf services and staff be deaf
so that he or she would understand deaf students' needs (Steven, personal
communication, October 2002). During the period of data collection, State U did not have
acoordinator for six months. As a consequence, one respondent stated that the interpreter
coordinator should be a more “ permanent” position so there is more stability in the
position and less turnover.

Better note-taking services should be provided, and the note-takers should be paid
accordingly. Anaexplained: “Note-takers have complained they haven't gotten paid yet.
It has been a year since they took notes for me....Why should they take notes for me
again if they aren’t getting paid for the previous time?’ (personal communication,
November 2002). Improved note-taking services would also require better training and

coordination of note-taking services.
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Information about newer technologies such as CART, C-Print and VRT should be
disseminated to students so that they may be informed of their options. Very few of the
respondents felt they received an adequate orientation to DSS services, including the
variety of services available. For example, at the second focus group, Anasaw CART for
the first time and wished she had known about it: “I have never heard of these things,
VRT, CART, until you brought them up.” Another suggestion included having available
both an interpreter and CART to maximize access in the classroom (Leslie, personal
communication, May 2002).

A participant suggested that an outside agency be made available to evaluate DSS
services to ensure accountability and quality of services (personal communication,
November 2002). State U should also have arelationship with Gallaudet University and
other deaf organizations: “That would be very helpful to [State U]” (Steven, personal
communication, October 2002).

Finally, it was suggested that early registration be available for students, to help
them get the classes they need and want and search for classes smaller in size (Steven,
personal communication, November 2002). Early registration would also help ensure

acquisition of services by providing advance notice for requests.

Summary: Relationships Among Themes

By using the modified version of Tinto’s (1987) conceptual framework of student
retention, along with expansions and revisions of the model by Stinson et al. (1987,
1997), Braxton (2000), and Draper (2000), it is evident that many interrelated factors
interact in adynamic process to influence the students' perceptions of their level of

integration. Their background, past experiences in mainstream settings, personal
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characteristics such as friendliness, ease of communication, ability to deal with the
academic challenges, self-advocacy and resourceful ness, support systems, and
accessibility to institutional support services play significant rolesin shaping the
academic and social integration experiences of the participants. Regardless of the
similarities of some of their characteristics, each of these participants had varied
perceptions of their experiencein their current mainstream setting.

Based on the analysis of the background questionnaires, the in-depth interviews
and the focus group interviews, the participants constructed an impressive picture of the
types of challenges they confronted throughout their academic careers. All of the
participants were highly capable, successful individuals who utilized a variety of
resources to navigate the academic and social systems of college life. Some students were
more reliant on support services than others and suffered when they were not provided
them. Regardless of their level of academic and social integration, however, all of the
respondents maintained a high level of commitment towards attaining a college degree.

Self-advocacy and resourcefulness emerged as two of the most vital components
in these students’ ability to persist. These findings became clearer during the two focus
group interviews, when the respondents shared and validated their experiences and
emphasized the importance of asserting themselves while coping with the lack of access
to institutional services to which they were entitled and which they needed for their
academic work.

Outside support such as friends, counselors, role models, and helpful advisors and

instructors were also deemed significant. The original themes and categories developed in
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the concept map as depicted in Figure 4 were expanded to include arevised persistence
model as shown in Figure 5.

Of dl the participants, Bart could be considered the best-adjusted deaf student.
Aside from his stellar academic abilities, he had succeeded in forging close networks of
friends and participated in the most extracurricular activities. He emphasized that his
friends constituted an important support network that provided him with pleasure and
assistance when needed: “My friends are my support services,” he said (personal
communication, August 2002).

On the other hand, the participants who were more dependent on interpreters for
their academic and socia interaction were extremely frustrated about the inefficiency of
DSS to provide adequate services, which negatively affected their integration
experiences. It seemed that a big problem with getting interpreters was the State U policy
that students request interpreters three to six weeks in advance. For some this was not
realistic and undesirable. On afew occasions, they were forced to drop classes because
the interpreters were not available. However, for these participants, their negative
experiences with the DSS were still mitigated by their social support systems and levels
of commitment to college. For example, Cynthia was provided with support by her
advisors, who helped get her into programs and encouraged her to continue with her
studies. In the case of Ana, her belief in the need to complete her studies in a mainstream
college setting was bolstered by the advice of her high school counselor.

Factors that influenced the ability of the participants to interact with their hearing
peers were identified. For some respondents, their personalities and upbringing might

have been significant in shaping their level of socia involvement. For example, despite a
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severe hearing loss, Martha noted that with her friendly nature, she had a natural
propensity to socialize with her peers and faculty in the mainstream college setting. Thus,
she did not feel that her hearing loss cut her off from people in the mainstream setting
(personal communication, April 2002).

In sharp contrast, Sarah possessed a more introverted personality that made her
feel self-conscious about her hearing loss. Sarah presented her inner perspective of the
situation. Even when she was involved in social activities, she “wasn’'t completely happy
inside [and] felt inferior,” thus undermining her interaction with others. Because of her
somewhat abusive upbringing and self-consciousness about her hearing loss, she found it
difficult to connect with hearing peers. Despite her early participation in extracurricular
activitiesin high school, she never felt as though she was truly integrated in a mainstream
setting (personal communication, July 2002).

Bart and Margaret, who were able to utilize a more independent means of
communication such as cued speech and lip reading, were slightly less frustrated with the
inefficiency of the DSS. At the same time, these participants were also the most
resourceful and outgoing people, who did not feel awkward in the presence of hearing
peers. In Bart’s case, he intervened in the process of obtaining interpreters by contacting
the interpreting agency himself and forging a network of interpreters for his own needs.
Even more significantly, Bart developed a strong network of friends who were available
to help him with basic tasks such as making telephone calls on his behalf or helping him
organize clubs.

To participate in both social and academic activities, the deaf participants who

were in need of support services were highly dependent on them. Those who were able to
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obtain these services for classes and activities became more interested in participating in
these activities. For example, Ana had a positive experience as she was granted
interpreters for her meetings with the Muslim women'’s organization in her state, thus
allowing her to participate actively in the discussions (personal communication, August
2002).

Apart from Brad who had succeeded in creating a strong social community on
campus, the other participants were more interested or comfortable with interacting with
others outside the university. Variation in social integration both on- and off-campus was
evident. Graduate and older students were more likely than undergraduates to devel op
social networks off-campus, through their jobs, families, or outside support. For all of
these participants, there did not seem to be a conflict of interest among their roles as
students and those outside the university. Participants such as Martha were often able to
integrate their outside responsibilities, such as their need to earn more income, with their
academic pursuits. For example, in choosing which institution she should attend, Martha
considered practical aspects, such as the offering of afaculty position (personal
communication, April 2002).

Though it would be ideal for deaf studentsto have colleges that create adiverse
environment with more support systems in place that genuinely includes deaf studentsin
their campus community, most of the participants in this dissertation did not expect the
mainstream culture to embrace their needs and interests. However, they said that they
wished they could be more integrated into college life.

Despite some of the obstacles that these students had to confront, the participants

were primarily focused on attaining a college degree and forging social networks where
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they could, either inside or outside the university. The students’ persistence in college
was primarily assured by four main factors: their level of commitment to attaining a
college degree, their ability to self-advocate, their support networks, and provision of

support services.
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CHAPTER 5: DISCUSSION, CONCLUSIONS,
AND RECOMMENDATIONS

I ntroduction

This chapter will provide a brief summary of the concepts and issues that have
been addressed in the previous four chapters. The conceptual framework used for this
dissertation and previous research studies about student persistence, the role of college
support services, the relationship between deafness and ethnicity, and other themes will
be discussed. Furthermore, the research method, the data analysis process, and the
findings of this study will be summarized. Recommendations for colleges to improve
their capacity to provide alearning environment that embraces the needs and interests of
deaf and hard-of-hearing students are presented. Based on the responses of the
participants and the literature review, these recommendations will serve as a practical
plan for colleges and policy-makers to reeval uate and address their current deficiencies
with regard to serving and including deaf and hard-of-hearing studentsin all aspects of
college life. Finaly, this chapter will include implications and recommendations for

theory, practice, and future research.

Summary

As mentioned in previous chapters, the fact that deaf and hard-of-hearing students
confront academic and social barriers in mainstream universities led to the need for a
study to present in-depth interviews and perspectives of students in these contexts. The
purpose of this dissertation is not only to present rich, in-depth data on perspectives of

this group of students, but also to present strategies for persistence and retention of these
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students to other prospective students, college support personnel working with these
students, and policy-makers and researchers studying these issues.

The research questions for this dissertation addressed the complex and dynamic
interplay of socia and academic themes and categories that affected the students
decision-making processes regarding their decision to enroll and persist in a mainstream
university, the extent to which they are integrated in college academically and socially,
and how they are able to maintain their level of commitment over time. The research
guestions examined the background factors that led to the participants’ decision to enroll
in amainstream university, the themes and categories that alowed the respondents to be
integrated and persist in the university, and their insights and perspectives on how they
might improve their situation so that suggestions may be offered to college support
personnel, policy-makers, and researchers focused on this and related topics.

In this dissertation, a conceptual framework was devised to frame the research
guestions and interpret the findings of the study. The adaptation of Tinto's (1987) model
of student departure and retention, as revised and expanded by Stinson et al. (1987,
1997), Braxton (2000), and Draper (2002), were applied to the conceptua framework
investigating the academic and social integration experiences of deaf and hard-of-hearing
students in the State U setting. The conceptual framework then became the organizational
structure in which the data were categorized and anayzed. The model, as shown in
Figure 4, served as a concept map where the various themes and categories pertinent to
the study were clarified and expanded in the findings and presented as arevised model in

Figure 5.
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The studies concerning issues such as the relationship between academic
performance and student persistence informed the conceptual framework guiding this
dissertation by identifying several themes and categories and providing the appropriate
context for this research study. These studies highlighted the specific obstacles that
improve on or undermine the academic and social integration experiences of deaf and
hard-of-hearing students in mainstream settings. To some degree, these experiences are
affected by the attitudes of their peers and the faculty members, although these factors
were not empirically examined in this dissertation. In the case of some of the students,
the failure of mainstream colleges to create a culture that embraces their needs and
interests made it difficult for them to succeed academically and socially.

The review of the literature and the findings in the data addressed the connection
between the deaf students' perceptions of their integration experiences and college
support services. Without sufficient access to support services, it is difficult for deaf
students to study and interact with their peers successfully. The literature review chapter
also discussed the unique experiences of deaf and hard-of-hearing students from minority
backgrounds and hard-of-hearing students, thus demonstrating that ethnicity and special
identity issues are factors that must be considered when devising and implementing
changes, policy, and research addressing the diverse needs of the deaf and hard-of -
hearing student population.

The research design for the study was outlined in chapter 3. To providerich, in-
depth descriptions of the integration experiences of deaf students studying at State U, 10
participants were selected. Qualitative case study methods, including in-depth interviews

and focus groups, were used as part of the research design for this dissertation. Validity
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and trustworthiness factors were addressed by adopting a triangul ation approach using
tools such as analytic memos, member checking, peer debriefers, and student records.

The application of the conceptual framework, primarily the adaptation of Tinto’s
(1987) framework of student retention by Stinson et al. (1987, 1997); Braxton (2000);
and Draper (2000), to the analysis of the research findings highlighted the diverse
experiences of the participants and interpreted the findings of the study. It was found that
the confluence of many factors that were considered in Tinto’'sand Stinson et a.’s
frameworks of student retention was integral to the academic and social integration
experiences of these students.

Ten respondents were recruited for this study, all of whom provided background
information in awritten questionnaire and participated in individual interviews.
Transcripts of the interviews were sent to the participants for member checking. Of the
10 participants, 8 engaged in one of two focus groups to evaluate and validate their
perceptions of their academic and social integration experiences. The member checking
and collaborative analysis that occurred in the focus groups served to enhance the validity
of the findings.

The limitations of the dissertation were addressed, including the fact that
convenience sampling was used. Although this was a qualitative research study,
discussion focused on the applicability of the findings to other studies by means of
generalizable application, where the findings are generaizable to theory and not to
propositions.

Key findings were presented in chapter 4. The findings supported previous

research in several ways. In particular, the findings were similar to factors affecting
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persistence of deaf studentsin mainstream colleges as described in the Menchel (1995)
dissertation, which was the primary inspiration for this one. Several themes and
categories in both dissertations were similar in identifying the specific factors that helped
deaf and hard-of-hearing students enroll, be integrated, and persist in mainstream
colleges. These themes and categories include the following: previous mainstream
experience; role models, communication and socia skills; involvement with
extracurricular activities; study skills; personal attributes such as motivation and
resiliency; outside support; identity issues; peer attitudes; instructor collaboration and
support; academic achievement percelved academic competence; and provision of
college support services. In this dissertation, however, self-advocacy and resourceful ness,
level of commitment to college, support systems, and provision of services by the college
emerged as the key findings. The complex interplay of related themes and variables
related to the topic were outlined in Figure 5.

This dissertation is significant in that it provides awealth of information to
prospective students, college support personnel, policy-makers and researchers focused
on this student population. In addition, the study expanded on limited available research

on the topic of deaf and hard-of-hearing students in mainstream universities.

Discussion
This dissertation has explored the diversity of the experiences of 10 deaf and
hard-of-hearing students in a mainstream college setting. Despite showing some similar
characteristics, such as the extent of their hearing loss, all 10 participants had
distinctively different perceptions of their academic and social integration experiences at

State U. This study examined a variety of factors that influenced their perceptions. The
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findings underscored the need for institutions to treat deaf and hard-of-hearing students
not as a homogeneous population with the same needs, but as a diverse group of
individuals who have unique concerns. Without recognizing that the provision of services
to deaf and hard-of-hearing studentsis a complex matter, it is unlikely that universities
will alocate sufficient funding to their DSS programs to ensure that needed support
services are available to these students.

At the same time, this study’ s findings demonstrate the resilience of the
participants, who were seemingly undeterred by the poor quality of support services,
which undermined their academic performance. Clearly, the role of the college support
services, though important, was not influential in shaping the decisions made by the deaf
students. Many other mitigating factors, such as the existence of supportive faculty
members, a strong socia network within and without the campus, and the desire to
achieve academically or to have a good career constituted equally strong counteractive
forces to encourage the students to stay in college. Either by utilizing their strengths to
compensate for their hearing loss or learning from past negative experiences, all of the
participants were determined to accomplish their objectives of graduating from the
mainstream college.

One of the most significant findings in this dissertation validated claims made by
previous researchers that deaf students who empower themselves by advocating for
themselves and adopting proactive rolesin their learning are most likely to succeed
academically. For instance, in this study, Bart, who was resourceful in overcoming his
difficulties with getting interpreters by contacting the interpreting agency directly and

forging a social niche for himself by being involved with extracurricular activities such as
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asign language club, thrived in the mainstream college setting. Undaunted by the
challenges posed by the mainstream setting, Bart sought out help from friends and
ensured that he obtained the necessary support services to succeed in this environment.
Therefore, not only did he have the highest GPA in the group, but he was also the most
well-adapted person in the group. On the other hand, Sarah pointed out in her interview
that her initial unwillingness to seek out additional assistance to downplay her hearing
problem affected her academic performance adversely. Concomitantly, because she was
self-conscious about her hearing loss, she was not able to enjoy her socia interactions
with her hearing peers. Through her journey and negeative experiences, Sarah had learned
to reach out to others and self-advocate for her services.

Another important finding of this dissertation isthat al deaf and hard-of-hearing
students should be provided with various support services that are customized to their
specific needs to ensure that they can accomplish their academic tasks. As mentioned,
hard-of-hearing students and students with dual minority status may have needs that
differ from primarily deaf, White students.

According to most of the participantsin this research study, the lack of
accessibility of support services on a consistent basis, the poor quality of interpreters and
note-takers, and the inefficiency of the DSS needed to be addressed. A suggestion offered
by one of the respondents regarding how to improve DSS service was to increase the
budget allocated to DSS so that a skilled coordinator of deaf services, interpreters, and
note-takers and other service personnel could be hired to provide sufficient and effective

support services for the students.
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Most of the students expressed their desire for State U to increase its commitment
to deaf people. Ideally, the design and provision of college programs and services should
allow the active participation of deaf and hard-of-hearing students and their interaction
with their hearing peers. To this end, Bart suggested a DSS advisory group to facilitate
rapport among DSS, the students, and the larger college community (personal
communication, November 2002).

Again, this study’ s findings confirm the need for reliable provision of support
services for deaf students. According to every participant in this study, DSS could not
ensure reliable access to interpreters, note-takers, or other services that were qualified to
handl e the tasks needed to ensure appropriate access for these students. Apart from the
academic areas, students also could not rely on the availability of interpreters for social
events, noncredit seminars and lectures, study groups, and so on, thus essentially
preventing the deaf participants from participating in these activities. Participants who
succeeded in obtaining services on a consistent basis had to participate in the process by
making their own arrangements, contacting interpreting agencies, and ensuring that they
were paid by the DSS—all functions that should be performed by the department itself.
Considering the fact that the university was not even able to provide the basic level of
support services for the deaf students, it is evident that it had not addressed the issue of
the marginalization of minority groups such as the deaf and hard-of-hearing student
population in the college setting.

Finally and most importantly, the deaf students’ perceptions of their academic and
socia integration could be enhanced considerably if mainstream colleges cultivated

diversity in their environment. Although some of the participants felt that they were

160



accepted by their hearing peers and most considered their college experiences to be
satisfactory, there was a sense that al of them had to struggle to carve anichein an alien
mainstream culture that did not acknowledge their distinctive needs and interests. In their
own way, al of the participants had to make major adjustments to adapt themselves to
their environment, knowing that the mainstream culture of the university would make
few concessions to truly include them.

The sample for this study was unusual in that it included five graduate students,
including four Ph.D. students, and included participants who had a variety of hearing
losses and communicative ability, including cued speech, and two students who had
cochlear implants, arelatively new assistive listening device. The transcription method of
using Dragon NaturallySpeaking provided insights on new ways to transcribe interviews,
either with deaf or hearing students, in future studies. Most importantly, this dissertation
highlighted the incredible tenacity and accomplishments of 10 highly successful students
with hearing loss, who devel oped assertiveness and self-advocacy skillsin soliciting a
variety of resources, such as friends and support networks, to navigate the academic and
socia facets of college life in alarge mainstream university. Most impressive was their
consistent and unswerving level of commitment in succeeding and persisting in college

despite their obstacles.

Implications and Recommendations for Policy and Practice

To create amore inclusive environment for the academic and social integration of
deaf studentsin college settings, the following recommendations are offered to improve
the academic and socia situation for these students, as addressed in the fourth research

guestion and confirmed by the literature and the findings. Although most of these
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recommendations were initially formulated to improve programs at State U, they can be

applied to other mainstream colleges and universities.

Self-Advocacy and Encouragement

Self-advocacy and resourcefulness were perceived to be two important factors
that ensured the integration levels of the students in the study. Therefore, deaf and hard-
of-hearing students should be proactive in meeting people, particularly at the beginning
of the school year. Attempts should be made by colleges to facilitate engagement

between deaf and hearing students within the classroom and in various campus activities.

Student Orientation

Students should attend new student orientation upon beginning their program to
get to know other students and become more familiar with their program and respective
professors. Universities might consider offering early registration to students to be sure
they get the classes they need, search for classes smaller in size, and to securetimein

advance for requesting sign language interpreting, note-taking, and other services.

Mentors
The respondents recommended getting a mentor, particularly when starting a

college program. This person may be an advisor, professor, counselor, or fellow student.

Faculty and Staff Orientation
Professors and staff at mainstream colleges should be informed about how to

assist and provide access to students who have hearing loss. In addition, other campus
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staff should be trained to provide the variety of services that are needed by deaf and hard-
of-hearing students such as the students’ use of different technological and
communication systems. Students themselves need to be informed of the various options
in services available to them so that they may explore the options best suited to their

academic and social needs.

Orientation for College Support Personnel and Others

Therole of DSS should include tactfully informing professors about the needs of
deaf and hard-of-hearing students. This role should be conducted in a professional
manner, without causing discomfort on the part of the students. In-service workshops for
professors and other college personnel during the course of the school year could be

provided detailing how to work with these students.

Adegquate Support Services and Equipment

A sufficient number of interpreters, especialy certified interpreters, and other
service personnel must be available to fulfill student requests for services. Interpreters
must know subject material when possible and show professionalism (e.g., be
presentable, appear on time). DSS offices must be professional with the interpreters as
well, using effective scheduling and payment plans. Stricter screening of interpreters and
better training of note-takers may be needed. Interpreters and other services must also be
available for avariety of activities not limited to classes, including study groups, labs,

workshops, lectures and discussions, extracurricular activities, and off-campus outings.
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Off-Campus Facilities and Activities

Colleges should provide deaf and hard-of-hearing students with information about
the wide range of resources that are available to them off-campus. Agencies that provide
interpreting services, vendors of products used by deaf and hard-of-hearing people such
as hearing aids and organi zations catering to them, which are located off-campus, could
provide deaf and hard-of-hearing students with an expanded community. Organizations
such as the Postsecondary Education Programs Network (PEPNet), the National
Association for the Deaf, Self-Help for Hard-of-Hearing People (SHHH), the Alexander
Graham Bell Association for the Deaf, and others should unite in their efforts to assist
with advocacy and support. The World Wide Web would reveal additional resources. For
deaf and hard-of-hearing students who feel isolated on campus and are unable to connect
with hearing peersin a mainstream college setting, these off-campus organizations can
provide a good support network. Also, by forming alliances and connections with these
off-campus organizations, businesses, and institutions, the colleges may also encourage

local communitiesto create a positive environment for deaf and hard-of-hearing students.

Campus Diversity I nitiatives

The programs and activities organized on campus should celebrate the diversity of
different cultures, including Deaf culture, and involve specific groups, such hard-of-
hearing students and students of different ethnic and minority backgrounds and additional
disabilities such as deaf-blind students. Colleges must provide more education about deaf
culture and these other groups. To this end, a diverse population of students with hearing

losses as well as Deaf culture should be included when devel oping and implementing
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campus diversity initiatives. By offering and implementing a variety of campus policies
and activities, the college may acknowledge its willingness to embrace difference and
encourage al students and staff to examine the assumptions of mainstream culture.
Instead of marginalizing the interests of minority groups and restricting their perceptions
according to their ethnicity, gender, or deafness, colleges should enable hearing and deaf

and hard-of-hearing students to explore their identities in avariety of areas.

Implications and Recommendations for Research and Theory

This dissertation utilized an adaptation of Tinto’s (1987) conceptual model of
student persistence to analyze the unique experiences of 10 deaf students studyingin a
mainstream college setting. As mentioned, Stinson et al. (1987, 1997) adapted Tinto's
model to study persistence of students at the NTID, where services are readily available
for students. This dissertation examined the integration experiences of deaf and hard-of-
hearing studentsin a different context: alarge mainstream university, specifically a
Carnegie Research-1 university. Clearly, the context or case of this study was different
from that of NTID. Students were more reliant on the provision of support services and
their own abilities to self-advocate and forge social networks to be integrated. Clearly,
the importance of context should be considered in future studies.

Unlike the conceptual models devised by Stinson and his colleagues, as shown in
Figures 2 and 3, this dissertation emphasized components that specifically influenced the
ability of deaf and hard-of-hearing students to persist in the context of State U, including
the ability to self-advocate and provision of support services. Specific components
applicable to a particular type of context or academic setting should be considered in

future studies. The component ability to pay was added to the new conceptual model, and
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would also be imperative to include in future studies. Another financial factor to be
considered in studies investigating similar contexts might include the ability of the
mainstream college or university to provide the funds needed to provide adequate
services to these students.

The examination of the effect of the variety of variables on the academic and
social integration of the studentsis clearly complex. This study does not necessarily
enable researchers or administrators to determine which variables play the most
significant roles in influencing deaf students’ decisions to persist with their studiesin
other mainstream college contexts. For example, one of the variables considered to be
important to this study was the availability of support services. Though support services
were inadequate at State U, most of the participants still considered their college
experience to be satisfactory and utilized other resources such as friends and support
networks both on- and off-campus, thus indicating that other factors might be important
in shaping their perceptions of their integration experiences.

Based on these observations, future research studies should focus on their
investigation of other variables and use alarger population of deaf and hard-of-hearing
students to determine whether common variables can be identified. A study utilizing a
larger population of deaf and hard-of-hearing students would al so generate findings that
are considerably more representative of this diverse population.

Apart from analyzing the perspectives of deaf and hard-of-hearing students, it
would also be interesting to obtain the perspectives of hearing students and faculty
members with regard to deaf and hard-of-hearing students. This study only indirectly

described the attitudes and perspectives of others. The objective of a study including the
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perspectives of others would be to determine whether hearing students and faculty
members believed in the need for the mainstream college setting to create a more
inclusive learning environment that catered to the needs of deaf and hard-of-hearing
students and other minority students as well: “Even though the numbers of deaf students
may be small on any one campus, working with other minority groups as one of severa
who share general concerns and who are often misunderstood and mislabeled, may not
only positively influence perceptions of deafness but also increase chances of
accommodation” (DeCaro & Foster, 1992). As faculty members and some hearing
students were considered by the participants in this study to be an integral part of their
support network, it would be interesting to elicit the perspectives of these individualsin
answering various questions such as these: Why were they motivated to help deaf and
hard-of-hearing students? Do they treat deaf and hard-of-hearing students as a separate
population, or do they treat deaf and hard-of-hearing students just as everyone el se?

It might also be helpful to solicit the perspectives of support personnel working
with deaf and hard-of-hearing students, as Menchel did in his (1995) dissertation.
Describing the perspectives of personnel such as those at DSS offices would provide a
more accurate description of the context of the study or setting to be examined.

Because the questionnaire presented by Draper (appendix B) has not been
empirically examined at the present time (personal communication, March 2003), nor
fully examined in this study, empirical examination of Draper’s (2002) questionnaire and
framework might be considered for future studies. Collection and analysis of more
detailed data would provide more insight describing the context and setting in which the

students are involved as well as the quality and level at which they areintegrated. Using
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Draper’ s questionnaire and framework would further illuminate the intrinsic and extrinsic
factors regarding students’ decision-making processes and integration experiencesin the
context or setting. Questions that were not specifically addressed in this study but could
be detailed in future studies might include the following questions from the questionnaire
as depicted in appendix B:

* Do you enjoy the challenge of studying at a mainstream university?

» Do you believe that studying at a mainstream university will prepare you for a
career in mainstream society?

» Areyou faced with extraneous challenges such as long hours in the computer
lab that you like or dislike?

* Do you want to be integrated into the social environment in the mainstream
university by forging strong rel ationships with peers and faculty? Why or why
not?

* Do you want to feel asense of belonging to the mainstream university, or do
you not care?

* Do you believe that forging networks with peers and faculty members will
serve an important purpose for your career development in mainstream
society?

* Does attending the mainstream university exert a positive or negative impact
on your relationship with family, friends, or employers?

* Do you have difficulties reconciling your need to succeed at your work at the
university with expectations of family and friends outside the university?

* Areyou faced with conflicting expectations of wanting a degree and earning
sufficient income for your family?

» Does attending this university enable you to be recognized by others outside
of the university?

A research study evaluating the effect of the implementation of the
recommendations of this dissertation would certainly offer practical information for all
mainstream college settings. Depending on the outcome of the research study, the
recommendations could be replicated in other settings. In such aresearch study, a
comprehensive research design that encompasses qualitative and quantitative approaches
should be adopted. It should also incorporate the perspectives of hearing, deaf, and hard-

of-hearing students; faculty members; administrators; and college support personnel. The
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effectiveness of these newly implemented measures may be quantified by determining
the frequency of the usage of the systems and facilities, or asking students to provide
ratings of approval.

These research studies will thus build on the foundation of this research study by
illuminating the difficulties of deaf and hard-of-hearing students who confront
considerable odds to achieve their academic goals. By reiterating the need to improve
support services for deaf and hard-of-hearing students and assess the viability of various
recommendations, it is hoped that future research studies will improve the lives of future

generations of deaf and hard-of-hearing students.
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APPENDIX A: BACKGROUND DATA QUESTIONNAIRE
FOR STUDENT PARTICIPANTS

All information will be kept confidential.

|. Personal Information

Full Name:

Gender: Mae  Femae
Permanent Address:

Campus or Alternate Address:
E-mail address:

Telephone (indicate Voiceor TTY):

Marital status (check one): Married Divorced Single Widowed
Living with Partner
Racia background (check one): African American/Black Hispanic
Non-Hispanic White Pacific or Southeast Asian
Other (please state:)

I1. Age and History of Deafness

Date of Birth:
Age of Onset of Deafness:

Cause of Deafness:

Decibel Loss (without aids, if known): Right Ear dB, Left Ear dB
How would you characterize your deafness? (check one)

Profound Severe—Profound Severe Moderate-Severe
Moderate Moderate-Mild Mild

Do you have a progressive hearing |0ss?

Do you wear hearing aids regularly? If yes, which ears? Right L eft
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If you wear hearing aids, how much do they help you to hear? Please describe:
Do you wear a cochlear implant or are you considering getting one?

Do you have any other disabilities that impact your learning process? Please describe:

[11. Family Data

Are your parents deaf, hard-of-hearing (HH) or hearing?
Mother is (check one:) Deaf HH Hearing
Father is (check one:) Deaf HH Hearing

Do you have any siblings or relatives with hearing 10ss? Please describe:

Mother’ s highest degree completed (check one): high school diploma

bachelor’'s master’s doctorate did not finish high school
Father’ s highest degree completed (check one): high school diploma
bachelor’'s master’s doctorate did not finish high school
Parents’ marital status (check one): Married Separated Divorced
Widowed

Are you a dependent (do your parents claim you as a dependent on their tax form)?
Yes No Don’t know

V. Student Status and Major

Current student standing (check one): Freshman Sophomore Junior
Senior Graduate Student: Master’s Doctoral

Number of credits registered for this semester (Spring 2002):
Expected date of graduation:

List the program or department you arein:

List your major, if known:

V. Living Situation/Social Life

What is your current living situation? (Check one:)
On-Campus/Dorm Fraternity/Sorority Off-Campus Housing
At Home With Parents Independent
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V1. Support Services

Which support services do you currently use at this college? (check al that apply)

Sign Language Interpreting Note-taking C-Print

CART (Communication Access Real-Time Trandlation, with a court reporter)
Cued Speech Trandliteration Oral Interpreting Tutoring
Personal Counseling Academic Advising Other:

Do you use any assistive listening devices, such as an FM system or infrared listening
device?

V1l. Communication Preference

What is your preferred (the one you use most) mode of communication? (check one):0

Oral (Speech) Cued Speech Signed Exact English
Pidgin Sign English (PSE) American Sign Language (ASL)
Total Communication (Sign with Voice) Other:

Have you always used this method or just started using it?

VIII. English Proficiency/Current Academic Achievement

Y ear graduated from high school:

Grade point average (or average grade) in high school:

SAT scores: Verbal~~~ Quantitative n/aor don’t know
Current grade point average (GPA) in college:

Describe your proficiency with written and verbal English (check one):
Normally | have no difficulty with written and expressive English
| rarely have difficulty with English; when | do have difficulty, this makes my class work
slightly challenging

Sometimes | have difficulty with English; this makes class work somewhat

challenging

| often have difficulty with English; this makes class work quite challenging

| almost always have difficulty with English; this makes class work very challenging for
me

Areyou involved with any extracurricular activities? If so, list here:

To what extent are you involved with extracurricular and other socia activities related to
college (i.e., dating, attending conferences, etc.)? Please describe:

Do you hold any jobs now? If so, what are they?
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Does your job(s) support your career goal or isit needed to support yourself financially?
(check one): Career godl Financial support Both

XI. Level of Commitment

Overal, how would you rate your college experience so far? (check one)
Highly satisfactory Satisfactory Somewhat satisfactory
Somewhat unsatisfactory Unsatisfactory Highly unsatisfactory

How confident are you that you will graduate from this college with a degree? Please
describe:

List two or three factors that would make your college experience more satisfactory:
If you are thinking about leaving this college, what are the reasons?

Thank you for completing this questionnaire. If you would like to add comments or
elaborate on any section of this questionnaire, please feel free to do so here:
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APPENDIX B: DRAPER (2002) QUESTIONNAIRE

Academic integration

0 Goas. “What are your reasons for studying at a mainstream university?’
= |ntrinsic motivation: “Do you enjoy the challenge of studying at a
mainstream university?’
= Extrinsic motivation: “Do you believe that studying at a
mainstream university will prepare you for a career in mainstream
society?’

0 Methods: “What type of challenges do you encounter in studying at a
mainstream university?’ and “Is studying at a mainstream university more
challenging than you had anticipated?”’

= Intrinsic skills: “Do you possess the skills or knowledge to cope
with these challenges?’

= Extrinsic skills: “Are you faced with extraneous challenges such as
long hours in the computer |ab that you like or didlike?”

0 Achievement: “Are you able to overcome these challenges?’

= Intrinsic perceptions: “From your perspective, do you believe that
you have overcome these challenges?”’
= Extrinsic perceptions: “Are you overcoming these challenges by
excelling at your studies?’
» Social integration within the university

o Goads:. “Do you want to be integrated into the socia environment in the
mainstream university by forging strong relationships with peers and
faculty? Why or why not?’

= |ntrinsic motivation: “Do you want to feel a sense of belonging to
the mainstream university, or do you not care?’

= Extrinsic motivation: “Do you believe that forging networks with
peers and faculty members will serve an important purpose for
your career development in mainstream society?”

0 Methods: “What are the types of challenges involved for you to get to
know your peers and staff or to become involved in social activities on
campus in amainstream university?’

= |ntrinsic motivation and skills: “Do you derive pleasure and
possess the natural propensity to socialize with your peers and staff
inasocia setting?’

= Extrinsic motivation and skills: “ Are you able to communicate and
socialize with your peers and staff in asocial setting?”’

0 Achievement: “Have you succeeded in carving asocia niche for yourself
in college?’

= Intrinsic perceptions: “ Are you satisfied with the social
relationships you have forged on campus?’
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= Extrinsic perceptions: “Are you able to interact with your peers
and faculty comfortably?”’
Socia integration without the university
0 Goads: “Do you want to establish relationships with people outside the
confines of the university?”’
= Intrinsic motivation: “Are you comfortable in associating with
people outside of the university?”’
= Extrinsic motivation: “Does attending the mainstream university
exert apositive or negative impact on your relationship with
family, friends or employers?’
0 Methods: “What type of challenges do you encounter in balancing your
demands as a student and your roles outside the university?’
= |ntrinsic skills: “Do you have difficulties reconciling your need to
succeed at your work at the university with expectations of family
and friends outside the university?”’
= Extrinsic skills: “Are you faced with conflicting expectations of
wanting a degree and earning sufficient income for your family?’
0 Achievement: “Are you able to let people know that you attend a
mainstream university?”’
= Intrinsic perceptions:. “ Does attending this university enable you to
have the type of social life you want outside of the university?’
= Extrinsic perceptions: “Does attending this university enable you
to be recognized by others outside of the university?”

184



APPENDIX C: INTRODUCTORY LETTER
TO STUDENT PARTICIPANTS

February 2002
Hello,

My nameis Anne Gray Liversidge, and | am a Ph.D. candidate in Education Policy and
Leadership (EDPL). I’'m currently collecting data for my dissertation titled, “ Academic
and Social Integration of Deaf and Hard of Hearing Students at a Carnegie Research-|
University: A Case Study Approach.”

If you are adeaf or hard-of-hearing undergrad or graduate student enrolled full or part
time at UMCP | would greatly appreciate your willingness to participate in my study. |
would like to interview you to find out what your perceptions are being a deaf or hard-of-
hearing student at this university. In addition, you will have an option to share your
experiences with 3 or 4 other deaf and hard-of-hearing students on campus as part of a
focus group.

Datafor this study will be collected via a questionnaire, participant interviews, focus
groups, and student records. An initial meeting will review the major aspects of the
research study so that you can make an informed decision about whether or not to
participate in the study. If you choose to participate, you will need to sign a consent
form(s). Participants may withdraw voluntarily at any time. The initia interview and
questionnaire will take about two hours and an honorarium of $XX will be given to
students who compl ete this phase of the study, with another $XX given to students who
participate in the focus group, which will be about 90 minutes. Total involvement is
about 4 hours for $XX. Participation in the focus group is voluntary but highly
encouraged asit will be an interesting opportunity to meet and share experiences with
other deaf and hard of hearing students on campus.

Sign language interpreters or cued speech tranditerators will be provided upon request.
For each interview there will also be atranscriber present as| am hard of hearing/deaf
myself and will be unable to take notes myself during the interviews. Following the
interview, participants will be sent the interview transcript and may change or delete any
information they would prefer not to be recorded. Again, all information will be kept
confidential and names changed, with transcripts destroyed at the end of the study.

The information garnered from the study will prove extremely useful for student support
personnel and administrators working with deaf and hard-of-hearing studentsin higher
education, as well as students themselves. Since thisis such asmall population, | hope |
can interview as many of you as possible. | think you will find the study to be interesting
and worthwhile. Please contact me directly via e-mail regarding when we might set up an
interview within the next few weeks. Please give an e-mail address and phone (indicate
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voice/TTY) where you can be reached. My schedule (day and evening) is very flexible as
| am focusing on my dissertation almost full time.

Thank you very much, and | ook forward to hearing from you soon.
Anne Gray Liversidge <agliversidge@earthlink.net>
Ph.D. Candidate

Department of Education Policy and Leadership
University of Maryland, College Park
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