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ABSTRACT

This thesis explores the personal educational experiences ofpost secondary

students with leaming disabilities currently enrolled in post secondary education

in the Province of Manitoba. The purpose of this thesis is to develop a theoretical

model using the grounded theory approach, for understanding the challenges and

barriers post secondary students with learning disabilities face throughout their

educational experiences. Findings highlight the meaning students with learning

disabilities attach to the challenges and barriers experienced during various

educational points in their lives. Further explored is what students identifli as

solutions for promoting educational success from elementary school through post

secondary education.

Findings from this research suggest that students with leaming disabilities

experienced a number of challenges and barriers during their K-S4 educational

years that reached across an afiay of developmental domains. These challenges

and barriers appear to be largely misunderstood within the educational system and

participant narratives suggest that at times the educational system to some degree

perpetuated their difficulties. Narrative stories suggest that often the key to

obtaining the necessary help to prepare students to meet these challenges and

barriers required gaining access to private resources such as tutoring or private

education. Narrative stories provided by participants describe dismal experiences

during their K-S4 educational years with regard to academic achievement,

interpersonal relationships with teachers and peers, social isolation, and
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emotional, social, and psychological difficulties descriptive of the associated

features highlighted in the DSM-IV-TR (American Psychiatric Association 2000).

Participant narratives highlighted avanety of situational conditions that they

found helpful or unhelpful within education at different points. In general

participants who did not have access to private resources or an individualized

transition plan within the public education system tended to report that

experiences in high school became a turning point for them with regard to some

of the domains in which they were experiencing difficulties. Other participants

reported not gaining access to these positive experiences until they were in an

employment position, an adult education program, or college environments.

The theory developed from the narrative data provides an in-depth

understanding of the lived educational experiences of students with leaming

disabilities. This theory defines the core category, its properties and the

dimensions of these properties to establish a relationship between the core

property and subsidiary categories. Also highlighted are participant identified

solutions for meeting the challenges and barriers students with learning

disabilities oft en experience.
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Chapter 1

INTRODUCTION

An extensive review of the literature that focuses on post secondary students

with leaming disabilities reveals that research on this topic is extremely scarce.

Existing literature points to a number of issues that are socially pertinent,

warranting an increased research focus on the topic. Two main themes emerge

from the literature. The first theme looks at the difficulties of transitioning from

high school to work or post secondary education. The second theme looks at the

social marginalization individuals with leaming disabilities face in general.

The literature clearly points out the under-representation of students with

learning disabilities enrolled in post secondary institutions. In recent years,

however, findings also suggest a continued increase in enrollment of students

requesting support for learning disabilities (Clark 1996; Cox and Klas 1996;

Towell and Hollins 2000; Stodden and Dowrick 2000). Several research studies

report a continued misunderstanding among faculty, administrators, and student

special services department personnel about the accommodations that are

necessary to promote educational success for students with learning disabilities

(Barga 1996; Cox and Klas 1996; Towell and Hollins 2000; Stodden and Dowrick

2000:' Troiano 2003). Qualitative research focusing on post secondary students

with learning disabilities that describes what learning disabilities mean to these

students is limited. Only two studies Barga (1996) and Troiano (2003) using

grounded theory research methodology to examine the experiences of post

secondary students with leaming disabilities surfaced in the literature review. This
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thesis uses grounded theory methodology to enquire into the phenomenon of the

educational experiences of post secondary students with leaming disabilities, as

did Barga (1996) and Troiano (2003). The theoretical models developed in these

two studies (Barga 1996; Troiano 2003) are significant for comparing to the

theory developed in this study.

The literature review begins by discussing the recent history of the

development of concern in Canada about learning disabilities. Mention is given to

the importance of the new definition of learning disabilities, as established by the

Learning Disabilities Association of Canada (LDAC) in January 2002.The

resource reference used among qualified professionals for diagnosing learning

disabilities, The Diagnostic and Statistical Manual of Mental Disorders,4th ed.

Text Revision (DSM-IV-TR), (American Psychiatric Association 2000), is also

reviewed. The diagnostic criterion outlined in this manual for diagnosing learning

disabilities is discussed and the descriptions of leaming disabilities and relevant

consequences are described. These documents were instrumental in the participant

selection process for this study and therefore warrant attention.

The literature review then turns to discussing literature that addresses the

importance of providing youth with educational and transitional support to help

combat difficulties with transitioning to adult roles, work, and post secondary

educational programs. The discussion highlights what we already know about

students with learning disabilities attending post secondary institutions, and

briefly describes, in the Canadian context, current research by the Leaming

Disabilities Association of Canada. The discussion continues with a look at the
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role played by the Province of Manitoba in recent Canadian research. The studies

undertaken by Barga (1996) and rroiano (2003) are highlighted in respect to

methodology, findings, theoretical models developed, and practical implications.

Finally, the literature review describes the research methodology used in this

research undertaking the grounded theory approach.

This thesis employed the qualitative research design of Grounded Theory

developed collaboratively by Glaser and Strauss in 1967. This approach uses

systematic techniques and procedures of analysis to enable the researcher to

develop a substantive theory that meets the criteria for doing "good" science:

significance, theory observation compatibility, generali zability, reproducibility,

precisìon, rigor, and verification (Strauss and Corbin 1990). Grounded theory that

is well constructed will meet four central criteria: fit, understanding, generality,

and control (Strauss and Corbin 1990). This research methodology has been used

for the purpose of building rather than testing theories.

Data collection involved one face-to-face screening interview and two in-

depth, tape-recorded interviews to obtain narratives with ten participants

registered in post secondary institutions located the city of Winnipeg in the

Province of Manitoba. The purpose of the investigation outlined in this thesis is to

develop a theoretical model for understanding what it means to have a learning

disability at different educational points by highlighting the challenges and

barriers students with leaming disabilities report experiencing as well as to

determine their identified solutions that address these difficulties for successful

high school completion and participation in post secondary education. In addition,
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there was an interest in exploring the current trends in Manitoba for students with

learning disabilities attending post secondary education over the past three years,

to determine if the trend found locally was the same as or different from the

trends reported within the literature.

The first objective of the screening interview was to ensure participants met

the outlined participation criteria contained in section A. Criteria required that

participants were enrolled in post secondary education and were registered with

the Disabilities Services Department. Participants needed to have English as a

first language, be eighteen years ofage or over, diagnosed learning disability by a

professional qualified to diagnose, and educated within the Manitoba school

system at some point during the K-S4 educational years. The second objective of

the screening interview was to gain insight that would allow for participant

selection that increased sample variation. The data collected was entered into the

statistical analysis software program SPSS in order to organize the data.

Developing this data-base allowed the researcher to organize the data and develop

frequency tables in order to determine if variation existed within the sample with

regard to initial experiences such as age and the grades of diagnosis, type of

leaming disability, as well as specific educational approaches experienced in

terms of interventions and accommodations, high school completion, and

workforce participation. Analysis of this material did show variation with regard

to: initial experiences of age and grades of assessments and diagnosis;types of

leaming disability; specifi c interventions and accommodations participants

accessed or were provided; high school completion; and workforce participation.
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The second interview in this study involved participants sharing narratives

about their early educational experiences from kindergarten through grade twelve

(K-S4) to explore the challenges and barriers participants often experience in

education at different points in their lives as a consequence of having a learning

disability. The third interview involved gathering in-depth participant narratives

that described participants' post secondary education experiences. Participant

identified solutions to the challenges and barriers often experienced were also

explored. The narratives shared by participants uncovered story lines that

reflected shared meanings to participants about early education in terms of

personal thoughts about their leaming when compared to peers, feelings of

stigmatization, social isolation, the assessment, diagnosis, and intervention

processes and the meanings they attached to these experiences.

The overall findings of this study are reported in chapter's four to eight of

the thesis. Findings that explored the trend in Manitoba of students with learnino

disabilities attending post secondary education will be reported in chapter four.

Chapter five reports data collected from the First Interview: Participant Screening

Questioruraire, and includes demographic and the quantified descriptive data

collected in the first face-to-face, closed ended survey interview. Chapter six

reports the findings of the Second Interview: Early Educational Experiences K-S4

which involved collecting in-depth narrative data that focused on the K-s4

educational years to explore the challenges and barriers students with learning

disabilities often experience at different points in their lives. Chapter seven

examines the findings of the Third Interview: Post Secondary Education and
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Identified Solutions that involved collecting narrative datathat focused on what it

meant to be a student with a leaming disability attending post secondary

education and the identified solutions participants had to offer to help students

with learning disabilities succeed at all educational levels. Chapter eight, the last

findings chapter, describes the theoretical model that emerged from the

transcribed narrative data collected in the second and third interviews.

The theoretical model developed in this study suggests that the meaning of

having a leaming disability shifts over time. Specifically, it appears to change

from where these early educational experiences are best described as Unique

Learning Díspositions to being better described as Unique Learníng Stytes during

post secondary educational experiences. This shift appears to occur after students

with learning disabilities experience successes in education, an employment

position, an adult education program, or college environments. Regardless of the

environment in which the turning point occurred for participants it was positive

experiences, understanding from others, increased knowledge about their leaming

disability, and the incorporation of strategies or accommodations that exposed

them to the successes they needed to change the course of their experiences with a

learning disability.
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Chapter 2

LITERATURE REVIEW

Historical Overview

Learning disabilities have plagued children and adults in the areas of

reading, writing, spelling, and math since schooling became mandatory in the late

19th century. Dr. W. Pringle Morgun first documented dyslexia in the British

Journal of Medicine in 1896 (Leaming Disabilities Association of Manitoba

2002). The article described a boy with a profound problem leaming how to read.

At ihat time, leaming to read was erroneously linked to being intelligent.

Unfortunately, this mlh is something that children and adults with learning

disabilities continue to face today. Samuel Kirk, a professor of special education

at the University of Illinois, who coined the term "learning disability" when

addressing a group of concemed parents in 1963, suggested that the term be used

to describe children who have disorders in development of language, speech,

reading, and associated communication skills (Learning Disabilities Association

of Manitoba2002).

What are Learning Disabilities?

The Learning Disabilities Association of Canada developed a new national

definition of learning disabilities in2002, which statesl

A Learning Disability refers to a number of disorders, which may
affect the acquisition, organization, retention, understanding, or use
of verbal or nonverbal information. These disorders affect learning
in individuals who otherwise demonstrate at least average abilities
essential for thinking and/or reasoning. As such, learning
disabilities are distinct from global intellectual deficiency (see
appendix A for a complete definition).
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This new national definition is based on research conducted across Canada

six years prior to its development. The research involved specialists from neural

psychology, educational psycholo gy,law, special education, nursing, and

genetics. The purpose of the definition is to generate a more educated and

research-based understanding of leaming disabilities, to give clinicians, educators,

and laypersons the foundation for a shared understanding of learning disabilities

that is based on empirical knowledge, helping to dispel commonly held myths

about people with leaming disabilities.

Characteristics associated with leaming disabilities, as outlined in this new

definition (LDAC 2002) include:

o Leaming disabilities occur in individuals with average to above

average intelligence

n They are life long

" They are neurolo gically based

. They are genetically based

o They are never exactly alike for any two individuals

o They are not limited to educational domains but rather affect

all areas of life

The main objective of the new definition is to stimulate change that will

enhance accessibility to more equitable opportunities for individuals affected by

leaming disabilities. The widespread adoption of the new definition will hopefully

open doors to earlier and more appropriate interventions, lead to more equitable

and appropriate treatment in schools, post secondary institutions, and the



Post-secondary students with LD

worþlace, which will help prevent individuals with learning disabilities from

living on the margins of society. Unfortunately, there is no evidence in the

research conducted by Learning Disabilities Association of Canadain2007 that

indicates this new definition has been adopted by provincial school divisions

across the country. In fact research conducted by LDAC (2005) suggests

inconsistencies in how learning disabilities are defined from one region to

another, if in fact a formal definition of learning disabilities does exist within

provincial school divisions. Also, access to assessments or def,rned action plans

for intervention or accommodations to help students with leaming disabilities

differs greatly across provinces and within provincial districts.

The LDAC (2002) definition is comparable to the description of learning

disabilities outlined in the DSM-IV-TR (American Psychiatric Association,

2000). The DSM-IV-TR (American Psychiatric Association 2000) manual is used

in a number of fields by professionals with the credentials to diagnose learning

disabilities. The definition of learning disabilities found in the DSM-IV-TR

(American Psychiatric Association 2000) is a more comprehensive definition than

found in previous Diagnostic and Statistical Manual editions. Most definitions of

learning disabilities outlined in the literature are comparable to the descriptions of

learning disabilities found in the DSM-IV-TR (American Psychiatric Association

2000)_

The DSM-IV-TR (American Psychiatric Association 2000) outlines a

number of conditions and criteria required for the diagnosis of a learning

disability. The DSM-IV-TR breaks reading (accuracy, speed, or comprehension),
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mathematics (calculation or reasoning), and written expression disorders

(sentence strucfure, putting thoughts into written form) into separate leaming

disabilities under the umbrella of learning disorders (American Psychiatric

Association 2000). The criteria for diagnosis, although specific to each area of

academic functioning, requires that achievement be substantially below that

expected as measured on standardized tests, given the chronological age,

measured intelligence, and age-appropriate education of the individual. The

disturbances must interfere with academic achievement and with activities of

daily living that require these skills (American Psychiatric Association 2000).

Academic functioning "substantially below" intellectual potential is a key

factor in a leaming disability diagnosis. A central problem with this aspect of the

diagnostic criteria is that "substantially below," according to the criterion, means

a two standard deviation discrepancy between intellectual potential and academic

functioning (American Psychiatric Association 2000). To meet that criterion,

children are generally in grade three or higher, depending on the severity of the

learning disability and envirorunental demands. Problematic to this requirement is

the lack of opporfunity for early intervention to address academic difficulties,

which helps prevent further development of outlined associated features such as

low self-esteem, feelings of demoralization, depression, or behavioural problems.

Often the teachable moments or windows of opportunity for tuming things around

are replaced with learner frustration, social emotional difficulties, and avoidance

of tasks associated with the area of difficulty, and poor school attachment.
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The current version of the DSM-IV-TR (American Psychiatric Association

2000) is improved when compared to previous editions because it outlines

associated features that describe the global impact that learning disabilities have

on aspects of personal (self-esteem, selÊconfidence), social and emotional

development, and the psychological consequences of depression and anxiety that

many children and adults with learning disabilities develop. The DSM-IV-TR

(American Psychiatric Association 2000) recognizes the risk of school drop out is

higher for children and youth with learning disabilities than it is for their non-

learning disabled peers. The school dropout rate for students with learning

disabilities is estimated at 40%o or 1.5 times the average drop out rate (American

Psychiatric Association 2000). The risk of social marginalization and employment

difficulty among adults with learning disabilities are also recognized as

consequences within the manual. This edition also outlines the underlying causal

factors associated with leaming disabilities more adequately than previous

editions, which is beneficial for the development of intervention strategies (see

appendix B).

Challenges and Barriers Reported in the Literature

In the mid-eighties, the importance of preparing students for adult life

became a central area of focus when data started emerging that painted bleak

outcome pictures for adults with disabilities who had been in special education

programs (Clark 1996). As a solution to the emerging findings, educators,

administrators, and govemment responded by developing the Individualized

Transition Plan (ITP). The original ITP focused on bridging students from school
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to work without considering other transitional experiences youth face, such as

independent living, community participation, interpersonal networks, social skills,

vocational training, or post secondary education participation (Clark 1996),ITP's

were directed solely at students with multiple and severe visible disabilities

excluding from the focus of transitional preparation from high school to work or

post secondary education participation for students with invisible disabilities such

as learning disabilities.

In the mid-nineties, it was recognized that failing to support students with

leaming disabilities with a transition planning process contributed to the barriers

faced in future employment opportunities and post secondary education

participation. The National Joint Committee on Leaming Disabilities (NJCLD)

voiced concerns in 1994 that many students with learning disabilities do not

consider post secondary education options because they are not encouraged,

assisted, or prepared to do so with transition plans. It was further acknowledged

that transitional outcomes for high school completion, to vrork, and to post

secondary education could improve with the accomplishment of quality transition

plans for students with learning disabilities. The Learning Disabilities Association

of Canada (1994) echoed these same concerns in the Canadian context.

Significant research findings at the time stimulated concerns by the NJCLD

(1994) and the Learning Disabilities Association Canada(L994) that inclusion of

students with learning disabilities in the transition plan process was important for

turning experiences that students with learning disabilities faced, such as; barriers

to vocational experiences, employment, college and university participation, and
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access to community resources. Benz and Halpern (1993) pointed out that 25%o of

these students received no vocational instruction or school-related work

experience, and that assistance finding employrnent was absent. Blackorby,

Cameto, Hebbeler and Newman (1993) raised awareness that approximately 72Yo

of students with learning disabilities attend two-year college programs, and an

estimated 4%o enter four-year college programs five years after leaving school,

concluding that only 160/o of these students attend vocational schools.

It is unclear, in the Canadian context, the extent transition to which planning

for students with learning disabilities has become common educational practice.

What is known from recent research findings is that individuals with learning

disabilities continue to face the same challenges and barriers as they did in the

past. Current research findings continue to report high unemployment rates, long-

term underemployrnent, minimal participation in post secondary education, an

inability to live independently, limited social experiences, restricted participation

in community activities, and inordinately high arrest rates among individuals with

learning disabilities (Blalock and Patton 1996; Stodden and Dowrick 2000;

Mellard, Hall and Parker 2000; Wells, Sandefur, and Hogan 2003).

In the Manitoba context, transitional planning for students with learning

disabilities is an uncommon practice. In fact, transition plans for students with

leaming disabilities are rarely developed, even in cases where students have

individualized education plans outlining educational adaptations or the

implementation of curriculum modifications. Since students with learning

disabilities do not qualifu for level II or level III funding, therefore Manitoba
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Education, Citizenship and Youth does not mandate individualized education

plans or transition plans for these students (see appendix C.) with respect to

funding criteria. Students with learning disabilities fall under Level I funding.

This is a base-funding rate provided to school divisions that is calculated by the

student enrollment numbers and the location of each division. How each school

division uses Level I funding varies from one school division to another. Often

this funding is used to supplement shortages from other funding ievels. When this

funding is directed at students with leaming disabilities, it is directed at those with

extreme leaming struggles, leaving others to fall through the cracks.

Funding is prioritized for students that meet the criteria for Level II and III

funding. Students that qualif,z for funding at these levels generally have multiple

disabilities. The province tracks how schools spend Level II and III funding.

However, the proportion of all funding that is spent on clinical assessments and

support for students with leaming disabilities or Attention Deficit/Hyperactivity

Disorder (ADHD) is not clear. Preliminary inquiries with relevant officials of the

Govemment of Manitoba in the departments of Manitoba Education, Citizenship

and Youth and the Minister of Healthy Child Manitoba office indicated that

statistics on students with leaming disabilities receiving assessment or support

services is unavailable. The lack of available information is the result of not

tracking of level I funding, which school divisions independently decide how to

spend. Additional inquiries to the Child Guidance Clinic found the same tracking

problem existed. Although, it is known how many new assessments are done
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annually, the number of assessments undertaken to determine if students have a

learning disability that interferes with their academic performance is unknown.

Current Canadian Research

Obtaining learning disability prevalence rates has been a long-standing

problem ín the Canadian context because of the lack of a national definition and

national policies on the issue, and as mentioned above, the vast variation in

recognizing, assessing, accommodating, and tracking students with leaming

disabilities regionally. The Leaming Disabilities Association of Canada attempted

to gather statistics from across the country that would indicate the prevalence rate

of leaming disabilities in Canada. They also wanted to gain insight into how

learning disabilities are being defined regionally and gather information on the

assessment and accommodation processes used for students with leaming

disabilities nationally. However, this endeavor only resulted in the collection of

confusing information about prevalence rates and programs because of the lack of

a common definition across regions, and/or the lack of an existing uniform

approach for dealing with students with learning disabilities. How leaming

disabilities were defined, understood, and categonzeð across regions differed.

Tracking systems, if they existed, varied, as did the extent to which provincial

departments of education recognized leaming disabilities formally, or had a

formal plan of action for assessing and accommodating students with leaming

disabilities (C. Larocque, 16 May 2005, personal communication).

Manitoba Education, Citizenship and Youth do have a formal description of

learning disabilities. However, lack of a formal tracking process and varied
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intervention approaches consequently gives some students with leaming

disabilities access to diagnostic assessment and accommodation while others have

no access unless parents are in the position to pay for an assessment through a

private psychologist. The waiting period for diagnostic assessments within the

educational system are lengthy and after receiving a learning disability diagnosis

a consistent plan of action to accommodate these students is lacking. Manitoba

Education, Citizenship and Youth have formal guidelines that suggest specific

approaches for dealing with learning disabilities. The approach to dealing with

leaming disabilities appears to be dependent on the learning disabilities

knowledge base ofthe school resource teacher, teachers, and school

administrations, rather than a consistent action plan.

It is rather disappointing that Manitoba is in this state of disorganization,

when it comes to dealing with students with learning disabilities, given that

research on the topic and development of an assessment process occurred

approximately six decades ago. Reavis (i948) conducted an extensive study that

involved assessing all Winnipeg children and youth to determine what proportion

of schoolchildren would require specialized educational support. Findings from

this study led to the release of a report that suggested approximately 15%o of all

students would require some form of specialized educational support (Reavis

1948). It was this report that led to the development of the Child Guidance Clinic

to ensure that diagnostic assessments were available to identifli school children

requiring educational support. It is fascinating that the report placed the emphasis

on ensuring the availability of diagnostic assessment when the educational
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ideology of the day was to screen and segregate students. Nevertheless, the model

developed in Manitoba because of the Reavis (1948) findings was a model that

other Canadian provinces and North American regions examined for developing

assessment and intervention programs.

The problems that surfaced in the attempt to gather learning disability

prevalence rates among Canadian school children and youth sparked another

research endeavor by Leaming Disabilities Association of Canada. The research

project is referred to as "Putting a Canadian Face on Learning Disabilities"

(PACFOLD). This research investigation involved participatory action research in

five Canadian provinces including Nova Scotia, Quebec, Ontario, Manitoba, and

Saskatchewan (C. Larocque, 16 May 2005, personal communication). The

research methodology used in this study involved a focus group approach to

gather information about the experiences of learning disabilities from parents of

children with leaming disabilities, youth with learning disabilities, and adults with

learning disabilities.

Research findings from the Learning Disabilities Association of Canada

(2007) study reported that the difficulties experienced by individuals with

leaming disabilities are both linear and cyclic in nature because early difficulties

if left without detection and intervention, feed into an individual's ability for

taking on the increasing demands and expected roles of adult life. Learning

Disabilities Association of Canada (2007) suggests the issues are linear because

there is a direct correlation between the problems not identified in school or not

accommodated with low literacy levels, which has an impact on future
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employment opportunities and fi nancial stability. Leaming Disabilities

Association of Canada (2001) also suggests that the situation is cyclic in that

these challenges feed into one another because low literacy levels result in higher

rates of unemploynient, lack of independence, and greater problems with mental

and physical health. These research findings that were released in the fall2007

have lead to an anay of recommendations for policy makers, educators, and

employers. While recognizing that the educational system is where most

Canadian children discover they have a learning disability and begin the long

process of dealing with the academic difficulties the argument is made that it is

necessary to look at other public policy areas for remedies to the lifelong

challenges people with leaming disabilities face.

This new research endeavor undertaken by Learning Disabilities Association

of Canada (2007) did not provide any new insight into the previously made

arguments found in the literature (Blalock and Patton 1996; Stodden and Dowrick

2000; Mellard, Hall and Parker 2000; Wells, Sandefur, and Hogan 2003). The

findings of this recent research supported previously stated arguments of the life

long consequences and social marginalization individuals with leaming

disabilities experience if they do not receive the appropriate intervention and

supports that promote educational success. These findings are important for

individuals who are marginalized as adults because they fell through the

educational crack and consequently did not receive the appropriate interventions

that favored transitions to adult roles and responsibilities, as these findings justifii

requests for program funding to support these adults.
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Their findings do confirm the need for more research in this area to develop

a better understanding that goes beyond describing the life long consequences

individuals with learning disabilities often experience to determine a best

practices approach within education to decrease the number of individuals

experiencing the negative life long consequences of learning disabilities.

Throwing more money at the problem is not a solution without developing

approaches within education to prevent the negative life long consequences often

experienced within adulthood. Research endeavors that help determine how to

best help these students by increasing the overall knowledge among educators

with information that does not stop at describing the characteristics and overall

potential negative outcomes but rather provides information about the researched

based methods for instruction, intervention and prevention that promotes

educational success is needed. One example of research based material that

provides insight into appropriate courses of instruction and intervention comes out

of the field of neuroscience by David Sousa (2007) How The Special Needs Brain

Learns.

It is essential to develop a better understanding of the experience of students

with leaming disabilities at different educational points for developing a better

understanding of the experience from the student perspective. Students who have

struggled within the educational systems have important experiential knowledge

to share that can guide professionals in the field with best practices program

development. Adopting identified solutions based on student personal experiences

holds the potential to increase successful educational outcomes for students with
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learning disabilities that lead to high school completion and post secondary

participation. Increasing educational success among students with learning

disabilities theoretically should result in a decrease in the number of adults who

require supports because they did not receive interventions that lead to successful

educational outcomes or stable employrnent opportunities.

In addition, a recent Statistics Canada report based on data from the

Participation and Activity Limitation Survey (PALS) released December 3,2007

indicates an increase rate for both children and adult reporting learning disabilities

between the 2001 survey findings and the more recent2006 reported findings.

Leaming disabilities were reported as the most common form of disability among

children between the ages of 5-14 years, in which 69.3 % of all child reported

disability was a leaming disability. This finding indicates that leaming disabilities

affect 121,080 children or 3.2 %o of all children in this age range. Attention

Deficit/Hyperactive Disorder was one of the three most common chronic

conditions among children under age four. Among adults the increase of leaming

disabilities reported was 40%o for Canadians age 15 and older, which is estimated

to be affecting 631,000 adults according to the 2006 PALS findings.

Universities and Students with Learning Disabilities

All of the literafure reviewed points to an under-representation of students

with learning disabilities enrolled in post secondary institutions (Cox and Klas

1996; Barga 1996; Stodden and Dowrick 2000; Mellard, Hall and Parker 2000;

Wells, Sandefur, and Hogan 2003; Troiano 2003). On the positive side, the

literature also points to a continuous increase in students with leaming disabilities
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attending post secondary institutions (Cox and Klas 7996;Barga 1996; Stodden

and Dowrick 2000; Mellard, Hall and Parker 2000; Wells, Sandefur, and Hogan

2003; Troiano 2003). As mentìoned in the introduction, research in this area is

scarce and all authors reporting on the topic recommend an increased research

focus.

Cox and Klas (1996) report that during the mid-eighties the provision of

services to post secondary students was established through the development of

specifically designed centres throughout Canada. These centres involved a

number of universities including St. Mary's University, the University of Alberta,

the University of Western Ontario, University of British Columbia, Memorial

university, and York university. McKee's (1987) study, which involved a survey

of the available supports to students with learning disabilities in universities,

revealed the following statistics; ten percent of institutions surveyed neglected to

provide support to students with learning disabilities, eighteen percent of the

sample had written definitions of learning disabilities, and nineteen percent had

written policies on learning disabilities. This same research study reported many

students with learning disabilities did not obtain support services because of the

need to self-identify for the provision of these services. The credibility of these

findings requires further investigation. The Leaming Disabilities Association of

Canada (1994) reported that in any college or university of 10,000 students as

many as 1000 had some type of disability. It should be noted the above estimated

prevalence rates are based on what was known to be the reflective rates of

leaming disabilities among students in the U.S. context.



Post-secondary students with LD 22

Some accommodations underscored in both the Canadian and U.S. contexts

as being available to students in post secondary institutions include increased

testing times, private testing areas, increased time period to complete a degree,

note-takers, scribers, readers, use of technologies such as computer software,

calculators, or spell checkers, taped textbooks, use oftape-recorders, and the

provision of student advocacy. These accommodations are commonly reported in

the literature as being available to post secondary students (Mellard, Hall, and

Parker 2000; Stodden and Dowrick 2000). If providing these accommodations

increases the success rates among post secondary students then they need to be

more readily and consistently available during primary school years to increase

educational success rates and post secondary participation of students with

leaming disabilities and to decrease the reported negative consequences of

learning disabilities.

Studies Examining the Experiences of Post Secondary Students

Two studies that surfaced in the literature review were of particular interest

because their focus was to examine the experiences of post secondary students

with learning disabilities using a grounded theory approach. The first, Barga

(1996) examined factors that contributed to the success of students with leaming

disabilities to explain how students with leaming disabilities manage their

difficulties from kindergarten through college. This study was undertaken in

response to the recognized high school drop out rates of students with leaming

disabilities estimated at 40o/o compared to a25Yo drop out rate for their non-

learning disabled peers. Barga (1996) had two main objectives. The first objective
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was to describe how students with learning disabilities managed their learning

disabilities in education at different point in their lives. The second objective was

to examine the factors that contributed to the academic success of students with

learning disabilities.

The sample in Barga's (1996) study was obtained through the Director of

the Leaming Disabilities Clinic at a mid-size undergraduate university. Students

with leaming disabilities were defined in the study as those diagnosed by a school

psychologist or educational institution that followed the U.S. govemment

description and categonzation of learning disabilities. Successful students with

learning disabilities were defined as those who had graduated from high school

and were currently completing a college degree. A screening interview was

established with individuals who responded to the participation request letter

circulated through the disabilities service clinic. This interview served to both

screen participants and explain the nature of the study.

Students ranged in age from 1 8 to 45 years of age with a median age of 27 .5

years. The sample size in this study was nine university students (n:9). Data was

collected over a six-month period and consisted of semi-structured, open ended,

taped interviews, classroom observations, and a review of academic files and

other documents that related to the participants. Interviews focused on exploring

student history and educational experiences from their primary school years

through to their post secondary educational experience (Barga 1996).

The theoretical model developed from the analysis found themes embedded

in the data that suggested students experienced various interrelated forms of
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labeling, stigmatization, and gate keeping that created barriers for them in

education (Barga 1996). Labeling was linked to both positive and negative aspects

of the concept. Labeling was perceived as positive when it helped students make

sense of their academic struggles and involved getting help, therefore labeling in

this sense provided relief (Barga 1996). Labeling was perceived as negative when

it created conditions ofbeing set apart from peers or receiving differential

treatment from others (Barga 1996). Students described this type of negative

consequence of labeling occurred when being removed from their classrooms to

receive special education, being chastised by peers and teachers for being

different (Barga 1996). Findings associated with the concept of labeling are

thought to suggest that students defìne themselves in terms of "normal cy" at a

young age, based on how they measure up to peers academically, and school

success is an early benchmark of how students view "normalcy" (Barga

1996:415).

Stigmatization is defined as receiving differential treatment based on others

perceptions and generally explains, or accounts for, a labeled individual's feelings

of inferiority and the rationalization of differential treatment (Barga 1996). Labels

are social definitions placed on others that represent a departure from the

commonly held values of the majority within the wider population. Stigmatization

occurred in both primary and post secondary educational levels and took on

different terms depending on the context. The theoretical theme that emerged

around the concept of stigma suggested two distinct types of stigmatization, either

self-imposed or forced stigmatization. At the primary school level, stigmatization
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occurred in the form of name-calling, accusations, and low academic expectations

by peers and teacher. This stigma justified the differential treatment, tending to be

more indicative of forced stigmatization.

At the post secondary level, labeling was self-imposed, or forced, because

students were required to self identiff their leaming disability to receive

accommodations. Self-imposed stigma occurred when students had to self

disclose the nature of their learning disability to department professors for

securing the accommodations required to promote their academic success, such as

extra test time, or test readers (Barga 1996). The worst stigmatization occurred

when faculty or departments would suggest students with leaming disabilities

change to another field of study because the current field would be too difficult

for them to succeed academically. The student's leaming disability became linked

to their intellect rather than to the need for accommodations. An important finding

in this study was that students whose learning disability hindered their ability in

their major area of study experienced stigmatization because they were forced to

self identiff in order to receive accommodations. In contrast, students whose

leaming disability did not hinder them in their major area of study did not

experience stigmatization, as they were not affected to the same degree by their

leaming disability. Therefore, they did not face the need to self identiff to receive

accommodations.

The process of gate keeping emerged as a concept in this study.

Gate keeping is defìned as a barrier process that serves to maintain
the status quo of an organization. Gatekeepers could be individuals
or institutions that act on behalf of preserving or maintaining
quality control of a program or department (Barga 1996:416).
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Gate keeping according to Barga (1996) occurs when sfudents with leaming

disabilities are either denied access to a post secondary institution or allowed

access based on a set of conditions. Barga (1996) found a positive relationship

between stigma and gate keeping; in essence, forced self-identification tended to

result in stigmatization and the experience of gate keeping. However, students

that could manage their learning disability without accommodations did not self

identifl' as having a learning disability and therefore did not experience the

process of gate keeping.

The theoretical model found labeling, stigmatization, and gate-keeping to be

interrelated and these interrelated themes have coping implications for students

with leaming disabilities. These coping strategies were found to be both positive

and negative in nature. Positive techniques were divided into three subcategories

that included benefactors, selÊimprovement techniques, and sfudy skills and

management strategies that help students to manage their disability in a positive

way (Barga 1996). Benefactors function to provide understanding and emotional

support, act as sounding boards for personal problems, help with homework, act

as advocates, and drive students to appointments (Barga 1996). "The most

frequently cited benefactor by 5 of the 9 students was his or her own biological

mother" (Barga 1996:417). Benefactors were identified and relied on by all

students in the study.

Students developed particular techniques to help them realize their

potentials and increase their academic success that included; extended breaks

away from college system demands, seeking and initiating help when needed, use
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of positive affirmations for motivation, seeking growth producing situations, and

usually establishing classroom seating within the first three rows (Barga 1996).

Study skills and management strategies were the most commonly used strategy

for academic success among students with learning disabilities. These varied

according to specific needs and included management strategies such as use of

computer technology, time-management skills, doing relaxation techniques before

tests, taping classes, and maintaining a day planner or calendar that organized

classes, tests, and appointments (Barga 1996). "Study skills involved utilizing

tutorial assistance, test readers, and reading specialists, and setting aside time each

night to study" (Barga 1996:418).

Findings from this research have posed practical implications on a number

of levels. Firstly, students were able to identify a number of coping strategies that

included both personal self-management techniques and use of technologies to

accommodate learning weaknesses. Better knowledge of what students with

learning disabilities find effective for learning success is important knowledge for

educators, administrators, and policy makers to develop early interventions and

prevent the negative consequences many students with learning disabilities

experience, to increase post secondary participation of students with learning

disabilities, and to assist those participating in post secondary education.

Secondly, the study posed implications for best practices in formal school settings

at the early, middle, and high school levels as well as post secondary institutions.

Increased awareness and understanding about learning disabilities can only lead to
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increased educational success for students with leaming disabilities and decreases

in the negative consequences reported throughout the literature.

The second U.S. based study relevant to this thesis was conducted by

Troiano (2003) using the grounded theory approach to examine the phenomenon

of experiencing a learning disability in post secondary education. The emergent

theory of this study pointed to "self-style" as a means to operationally def,rne the

construct of learning disability (Troiano 2003:404). This study was undertaken

based on the recognized reality of the increase of students with learning

disabilities attending post secondary education. Troiano (2003) recognized that

the definition of leaming disabilities used throughout the U.S. provided a

theoretical basis for conceptualizingleaming disability he argued that it fails to

provide an operational framework that might guide student affairs practice.

Troiano (2003) argued that the recognized confusion and fragmentation that exists

in the field of leaming disabilities could be traced to the basic problem of

operationally defining the construct. Troiano's (2003) research goal was to

develop a framework to explain the phenomenon of experiencing a learning

disability in post secondary education from the perspective of the student.

Troiano (2003:405) explored the question, "How do college students with

learning disabilities make meaning of their college experience and their diagnosed

leaming disability", using the grounded theory approach rnethodology. The

sample obtained in this study consisted of nine undergraduate students (n:9) with

leaming disabilities enrolled in a large public university. Participants were

recruited through the Office of Disability Support Services with forty-one
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students expressing interest in participating. Participant selection involved

maximizing variation in the sample to ensure diversity with regard to age, gender,

academic major, ethnicity, and socioeconomic status, type of disability, and time

of diagnosis (Troiano 2003).

Data was collected through in-depth participant interviews. The first of these

interviews were informal conversations with participants to explore the

phenomenon of leaming disability and to test some of the tacit theories or

assumptions held by the researcher (Troiano 2003). Follow-up interviews

consisted of a predetermined outline of topics that were developed from the initial

informal interviews to explore the phenomenon of leaming disabilities among

post secondary students. The interview schedule involved three interviews that

each lasted approximately one hour. Permission was requested to audiotape the

interviews and participants were told they could stop the tape atany time during

the interviews. The grounded theory coding process was used to break down the

data, create meaning, and then put data back together in new and different ways

(Troiano 2003). The analysis of data consisted of three major types of coding:

open coding, axial coding, and selective coding (Troiano 2003).

The theoretical model that emerged at the end of the coding process

consisted ofone core category and seven subsidiary categories. The core category

consisted of a complex set of thoughts, feelings, actions, and reactions that for

each participant came together to form what was labeled the "self-styled learning

disability" (Troiano 2003:407). The core category "self style leaming disability"

consisted of four main properties: definition of the leaming disability, orientation
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of the leaming disability, condition of the learning disability, and impact of the

learning disability. The subsidiary categories that emerged consisted of time of

diagnosis, perceived support, level of stigmatization, attributes of personality,

willingness to disclose, ability to self-advocate, and level of self-determination.

These categories relate to the core "selÊstyled learning disability" in terms of

context, conditions, and consequences. Troiano (2003) found time of diagnosis to

relate to a causal condition, perceived support, level of stigmatization, and

attributes of personality related to intervening conditions, and willingness to

disclose, ability to self-advocate, and level of self-determination to relate to

consequence.

Troiano (20ß:4IQ concluded that the theory that emerged in his study

"offers a complex view of the developmental tasks associated with experiencing a

learning disability in post secondary education". He suggested that his model also

clarifies "several conditions that influence students selÊperceptions and several

consequences that should be treated as desired outcomes" (Troiano 2003:416). As

did the theoretical models that emerged in Barga's (1996) and Troiano's (2003)

studies, we will see in later chapters, the theoretical model that emerges from the

current study poses practical implications for educators, student special service

advisors, administrators, and faculty members to increase professional

understanding of students with leaming disabilities at different educational points.

These practical implications can be used for guiding programming policy that

provides appropriate academic accommodations, social-emotional, and

psychological supports for students with leaming disabilities at different

30



Post-secondary students with LD 31

educational points. The emergent theory of this study also clarifies several

conditions that influence student perceptions and consequences that should be

treated as desired outcomes similar to those uncovered in Troiano's (2003) study.

It is these desired outcomes that promote the change in the meaning of learning

disabilities in which educational experiences are best descríbed as Unique

Learning Dispositions to being better described as Unîque Learning Styles.

Barga's (1996) and Troiano's (2003) theoretical models provide insight into

many of the problems reported in the literature that students with learning

disabilities are thought to experience and that some individuals are unable to

overcome. They also elaborate on some of the solutions necessary to combat these

problems. The theoretical models developed in these two research inquiries are

pertinent to the current study because essentially the same phenomenon has been

examined utilizing the same research methodology. The theoretical framework

that emerged in this study has been compared with the theoretical models that

emerged in Barga's (1996) and Troiano's (2003) undertakings to determine how

the models compare and if the lived experiences of post secondary students with

learning disabilities in the Canadian context are the same or different from our

U.S. counterparts.

The purpose of the investigation outlined in this thesis is to develop a

theoretical model for understanding what it means to have a learning disability at

different educational points by highlighting the challenges and barriers

participants with learning disabilities report experiencing as well as to determine

their identified solutions that address these difficulties for successful high school
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completion and participation in post secondary education. The findings of this

research endeavor will have best practice implications within education for the

development of a formal intervention approach to help students with leaming

disabilities succeed, thrive and reach their full potentials based on the voices of

those with a shared experience that have succeeded.

Barga's (1996) theoretical model will be compared with what has emerged

in this study to explain the challenges and barriers experienced by students with

learning disabilities within education. Troiano's (2003) theoretical model will be

compared with what has emerged in this research inquiry to explain what it rneans

to have a leaming disability within post secondary education.
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Chapter 3

RESEARCTI METHODOLOGY

Research Statement

This thesis explored the personal educational experiences of post secondary

students with learning disabilities currently enrolled in post secondary education

in the Province of Manitoba. The purpose of this thesis was to develop a

theoretical model for understanding the challenges and barriers post secondary

students with learning disabilities face throughout their educational experiences

and their identified solutions that address these difficulties for successful high-

school completion and participation in post secondary education.

Research Design

This thesis employed the qualitative research design of Grounded Theory

developed collaboratively by Glaser and Strauss in 1967. This approach uses

systematic techniques and procedures of analysis to enable the researcher to

develop a substantive theory that meets the criteria for doing "good" science:

significance, theory observation compatibility, generalízabllity, reproducibility,

precision, rigor, and verification (Strauss and Corbin 1990). Grounded theory that

is well constructed will meet four central criteria: fit, understanding, generality,

and control (Strauss and Corbin 1990). This research methodology has been used

for the purpose of building rather than testing theories.

This research approach incorporates inductive guidelines for the systematic

analysis of data to build theoretical frameworks that explain the collection of data.

The relationships between categories and their subsequent properties,

JJ
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action/interaction, and their consequences within specific contextual situations

derived inductively during the data analysis process of constant comparison will

paint the picture of participant's experiences with learning disabilities. Use of this

approach involves comparing different people's views, situations, actions,

accounts, and experiences to develop an explanation of the phenomenon (Strauss

and Corbin 1990).

Open coding was the first step in breaking down, examining,

conceptualizing, and comparing data. Coding generates the conceptual labels

placed on discrete happenings, events, and other instances of phenomena (Strauss

and Corbin 1990). Systematic comparisons of the emerging concepts within the

dafa are made one against the other to develop categories and further comparisons

give way to the properties of the emerging categories (Glaser 1992). The analytic

process from which the emerging theory is derived involves rigorous comparisons

of data-to-data, concept-to-concept and category-to-category (Glaser 1992).

Initial or open coding procedures involve the examination of each line of

data for defining actions or events within the data through the process of line-by-

line coding. According to Glaser (1978) line-by-line coding keeps us studying our

data, helps us generate ideas inductively, remain in tune with participants views of

their realities, and deters us from imposing our own beließ and biases on the data.

This coding sharpens our use of sensitizing concepts (background ideas that

inform the overall research problem) offering ways of seeing, organizing, and

understanding experience (Glaser I978)- Line-by-line coding keeps us thinking

about what meaning we make of our data, asking ourselves questions of it,

34
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pinpointing gaps, and leading the focus on subsequent data collection (Charmaz

1ee3).

Theoretical sampling is the process of comparing data with data to develop

the provisional set of relative categories for explaining the data. The emerging

categories bring the researcher back to the data to gain more insight about when,

how and to what extent they are pertinent and useful. The process of theoretical

sampling helps define the properties of the categories that identiÛr contexts in

which they are relevant, specific conditions under which they arise, in which

instances they are maintained or vary, and help identiSr specific consequences

that are associated to experiences. Axial coding is a way of putting the data

together in different ways based on the properties, categories, and subsidiary

categories that emerged in the data.

The processes used to conduct theoretical sampling occur in the various

coding approaches, constant comparison of the data, linking the categories,

examining under which conditions and situations specific consequences occur.

The method of analysis employed in developing grounded theory is the constant

comparative method. This has four aspects: comparing incidents applicable to

each category, integrating categories and their properties, delimiting the theory,

and writing the theory (Glaser and Strauss 1967). Constant comparisons will be

central in the data analysis process of this study for developing a theoretical

model that is free of researcher bias and reflective of participant perceptions.

Theoretical saturation occurs when new data fit into categories already

devised. When analysis of the data was not yielding new categories, properties or
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consequences the process of theoretical saturation was satisfied and the data

collected deemed representative of the phenomena. Theoretical saturation is the

process used in this methodology to signal the researcher that the information

gathered significantly represents the phenomena under study. Theoretical

saturation is the last stage in the grounded theory approach to data analysis and

theory development.

This approach is referred to in the literature as the "the constant comparative

method of analysis" (Strauss and Corbin 1990:62). Theory development involved

constant comparisons of participant narratives that could be analyzed and coded

for common themes and the variations within these themes. This thesis will

explore the theoretical frameworks derived from the data to specify relationships

among concepts, which are the basic units of analysis to develop an analytic

interpretation of the data in which to focus further data collection, constant

comparisons, and analysis for the emerging hypotheses and generation of theory.

Procedures

Sample (n:10)

Participants are university and college students registered for services with

Student Disability Service Centres at the University of Manitoba, the University

of Winnipeg or Red River College. Participants were recruited through Student

Disability Service Centres at the University of Manitoba and the University of

Winnipeg, and Red River College, participants were also recruited through the

Learning Disabilities Association of Manitoba. A request was made to the

Disability Services Coordinators at the University of Manitoba, the University of
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Winnipeg and Red River College and to the Leaming Disabilities Association of

Manitoba Executive Director (see appendices C-F) to distribute a request for

research participant's letter to post secondary students that participate in their

services (see appendix H). The researcher asked that the attached participant

request letter be distributed through regular correspondence occurring between

students and these service providers (see appendix H) and that they post a

recruitment poster (see appendix I).

The Psychology/Sociology Research Ethics Board (PSREB) of the

University of Manitoba had approved the current research undertaking therefore

the ethical committee at the University of Winnipeg granted an ethical approval

certificate based on a review of the submitted research proposal that had been

submitted to PSREB at the University of Manitoba under the Tri Counsel

agreement. Red River College does not follow this protocol and required that a

full research proposal and ethics application be processed through the College's

research board therefore it was decided to recruit interested Red River College

students through the Learning Disabilities Association of Manitoba's regular

correspondence.

The participant recruitment letter explained the nature of the research,

informed students of the researcher's ethical obligations of confidentiality, and

described participant incentives. Students were asked to contact the researcher by

e-mail or telephone to set up an appointment for participation screening and

selection. The targeted number of participants for this study was ten (n:10).
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Participants received a twenty-dollar restaurant gift certificate honorarium as an

incentive to participate.

The researcher set up an initial screening interview (see appendix J) to select

participants based on the predetermined criteria of a diagnosed learning disability

and post secondary student status at a university or college in Manitoba. Learning

disability in this study is defined according to the diagnostic criteria outlined in

the DSM-IV-TR (American Psychiatric Association 2000) and reflective of the

definition developed by Learning Disabilities Association of Canada in 2002.The

diagnosis must have been obtained through a professional qualified to administer

and interpret standardized psychometric tests such as a psychologist, psychiatrist,

reading clinician, or speech and language pathologist and considered as

acceptable documentation by Student Disability Service Centres to receive

accommodation at the post secondary institution the student attends. Other criteria

included; that the student was previously a student in the Manitoba education

system, that he or she speak English as a first language, and he or she must be

eighteen years of age or older. Educational success in this study is defined

according to the perception of the participant and current participation in post

secondary education.

Participants were provided additional information about the research study

before the initial screening interview began. They were encouraged to ask any

questions that they had with regard to their participation in the study, and given a

consent form that provided them with information about the study and what their

participation in the study would involve. Once it was determined that they had a
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full understanding of the study participants were asked to sign a consent form in

which they were provided a copy for their personal records (see appendix K).

Participants were selected on their ability to commit three hours to

participant in this study. The screening interview took approximately forty-five

minutes and consisted of two sections. Section A determined participation

eligibility and the section B gathered background information on the phenomenon

(see appendix J). Once participants were selected, they were asked to participant

in two additional semi-structured interviews to collect their narrative stories about

their past and present educational experiences. They were informed that each of

the additional interviews \Mas expected to take one-hour in duration per interview.

They were also informed that to avoid having participants feel pressured to share

their narrative stories within a restricted time frame that they could take as much

time as they felt they needed. Actual interview times for the second and third

interviews were within the one-hour per interview anticipated with all

participants.

Participant selection aimed atmaximizing variation in the sample to ensure

diversity with regard to age, gender, academic major, type of learning disability,

and time of diagnosis. Response to the participant recruitment letters was small

and sporadic, therefore the sample ultimately was a sample of opportunity in

which variation of age, gender, academic major, and type of learning disability

existed by chance. Initial screening involved twelve potential participants in

which ten participants were selected to participate in the additional two narrative

interviews. Two participants were screened out because they did not meet the

39
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participation criteria in section A of the screening interview as one individual was

not previously educated in Manitoba during the K-S4 school years and the other

individual was not currently a post secondary student nor were they a resident of

Manitoba. Participants were given the option of completing the interviews in my

office at the Learning Disabilities Association of Manitoba or in a quiet space at

the University of Manitoba. Nine participants came to my office at the Learning

Disabilities Association for all three interviews one participant met with me at the

University of Manitoba to complete the second and third narrative interviews.

Data Collection

Data collection involved one face-to-face, close-ended screening interview

and two in-depth, tape-recorded interviews to obtain participant narratives with

ten participants registered in post secondary institutions located the city of

winnipeg in the Province of Manitoba.Datawas collected from Disability

Services Centre personnel; of the three post secondary institutions participants

attend, to explore current trends of post secondary students with leaming

disabilities registered for services. Disability Services personnel were provided

with a questionnaire consisting of nine questions (see appendix L) and met with

the researcher to discuss the current trends among students with learning

disabilities within their educational institutions over the past three years.

Firs t Intertiew : P artic[pant Screeníng Ques tionnaìre (n: ] 2)

The first objective of the screening interview was to ensure participants met

the outlined participation criteria obtained in section A. The second objective of

the screening interview was to gain insight that would allow for participant
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selection that increased sample variation. Eligible participants were given section

B of the screening interview, which provided participant background information

that highlighted differences in initial experiences such as age and the grades of

diagnosis, type of learning disability, as well as specific educational approaches

experienced in terms of interventions and accommodations, high school

completion, and workforce participation. Variations in participant experiences

occurred by chance rather than through selective screening for differences in

participant experiences. Initially it was hoped that selection could occur from a

potential sample of twenty interested individuals. However, the response of

students with learning disabilities expressing interest in participating was limited

to a total of twelve individuals. The participant-screening questionnaire consisted

of forty-six, closed-ended questions within ten topic sections.

There were twelve students who contacted the researcher expressing

interested in participating in this study. Ten of these students met all the

participation criteria outlined in section A of the first interview and were recruited

to participate in the study. The initial participant screening interview took forty-

five minutes to complete. A ten-minute debriefing occurred at the end of the

interview to ensure that negative feelings did not arise because of the questions

asked during the interview. Participants did not report experiencing negative

emotions as a result of participating in the fìrst interview. However, one

participant did report during the debriefing of the second interview that some

mixed feelings did arise after the initial screening and debriefing. This participant

indicated that these feelings were found to be motivating and increased interest in
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participating in the following two narrative interviews. This participant did not

report experiencing negative feelings after the second or third interviews

indicating that participating in the study was empowering because it gave them a

voice. In fact all participants indicated feeling empowered through their

participation in this research and viewed the study to be important. They indicated

that they hoped that the results would lead to changes that would make a

difference for others with leaming disabilities.

Data collected in the face-to-face, close-ended questionnaire was entered

into the SPSS statistical analysis software program. The sample is not large

enough for any type of statistical analysis using this software. However creating a

data-base using SPSS allowed for the organization of the data into frequency

tables. These frequency tables were used by the researcher to examine the data to

determine if variation existed within the sample with regard to initial experiences

such as age and the grades of diagnosis, type of learning disability, as well as

specific educational approaches experienced in terms of interventions and

accommodations, high school completion, and workforce parti cipation.

Information gathered will be reported in chapter five of the findings sections First

Interview: Participant Screening Questionnaire.

Second Intervíew: Early Educational Experiences K-54 (n:10)

The second interview in this study involved participants sharing narratives

about their early educational experiences from kindergarten through grade twelve

(K-S4). These narratives were gathered by conducting semi-structured interviews

using interview probes (see appendix M) that required participants to elaborate on
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their personal early educational experiences K-S4. The goal of the narrative data

collection was to obtain spontaneous participant narratives therefore the interview

probes were primarily meant to deal with conversational lags. These interviews

were tape-recorded; participants were informed that they could stop the tape-

recorder at any time, and that they could decline from elaborating on any topic

sections or interview probe.

The question probes for the second interview consisted ofseven section

topics initially presented within Section B of the participant screening

questionnaire and an eighth section that invited participants to share any

additional information they thought was important to share. There are thirty-seven

question probes within the seven specific topic sections that guided the semi-

structured interview process. The Interview question probes were only used to get

the narratives started or during conversational lags, as the goal was to obtain

spontaneous participant narratives within each topic section to keep in line with

the grounded theory approach. Narratives were tape-recorded, transcribed and the

material obtained was used as the raw data for analysis and theoretical

development. An additional ten-minutes was spent at the end of these interviews

for participant debriefing to ensure that the recollection of past educational

experiences did not produce any negative emotions. Participants reported that

they enjoyed participating in the study and felt that their participation was an

opportunity to have a voice around the issue.
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Thtrd Interview: Post Secondary Educatíon and ldentífied Solutions (n:10)

The third interviews were semi structured and involved gathering in-depth

participant narratives that described the meaning of post secondary education for

participant's and explored their identified solutions to the challenges and barriers

students with learning disabilities often experience at different points in

education. Question probes (see appendix N) were used during the narrative data

collection for these interviews in the same fashion as was described above for the

Second Interview: Early Educational Experiences K-S4. The probes for the final

interview consisted of seven topic sections found in section B of the participant

screening questionnaire and within the interview sections used for the second

interview that involved gathering narratives about participant's early educational

experiences K-s4, however the focus was directed toward post secondary

educational experiences. The third interview consisted of thirty-seven probe

questions within the seven specific topic sections and an eighth section that

invited participants to share any additional information they thought was

important that hadn't been covered within the interview. These interviews were

tape-recorded and participants were informed that they could stop the tape

recorder at any time. Participants did not report experiencin g any negative

emotions during the ten-minute debriefing at the end of the interview, but rather

most of the participants reported feeling empowered by participating in the study

and felt good about the research in general.

Participant identity was linked to a code number during the initial

participant screening interview and this code was attached to information obtained
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from the transcribed second and third interview data to ensure participant

confidentiality and anonymity. All materials were stored in a locked cabinet at a

secure location and raw data destroyed and properly disposed of on completion of

the final report writing of this thesis.

In addition, the researcher initiated contact with the appropriate persons

responsible for accommodating students with learning disabilities at the

University of Manitoba, the University of Winnipeg, and Red River College to

gather information about the enrollment trends of students with disabilities usino

their services. This information was gathered for a four-year period beginning

with the regular session year of 2003-2004, and including2004-2005,2005-2006,

and2006-2007 to determine if Manitoba is experiencing increased participation of

students with leaming disabilities attending post secondary education as is the

reported trend in the literature. Other aggregate information of interest was

collected with regard to the type of learning disabilities in which services are

provided, gender differences of students using disability services, and which

departments and faculties that students are registered. Questions were also

directed at student enrollment trends such as if they transitioned to post secondary

directly from high school or if entry was more commonly as a mature student, and

the mean age of students (see appendix L). Responses to these questions were

reliant on the tracking process of each educational setting and the liberty to share

this information according to the privacy act.
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Data Analysis

The focus of this thesis is to develop a substantive theory about the lived

experiences of post secondary students with leaming disabilities that highlight the

challenges and barriers experienced during their educational histories and their

identified solutions to these difficulties. The raw data analyzed for developing the

central concepts substantive to the theoretical framework through the process of

coding was the transcribed materials obtained during the second interview that

gathered information that pertained to early educational experiences K-S4 and the

third interview that captured information about participants post secondary

educational experiences and their identified solutions to promote educational

success among all students with learning disabilities.

This involved color-coding each line of the narrative data so that participant

narratives were linked to an identification number and a specific color-code. This

was done so that the researcher could identify specific narrative material yet break

the data down using the open coding procedure to identifli the concepts and

categories, subsequent properties, and consequences for analysis. Having the data

color-coded and linked to the participant identity code allowed for data

comparisons of participant to participant experiences to explore similarities and

differences within the data. The process of concept refinement occurs by

comparing data-to-data, concept-to-concept, and category-to-category for

discovering the predominant themes for theoretical development. Participant

narratives were also linked to a pseudonym in order to be able to use quotes from
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the narratives that provide a story line for participants within the findings without

revealing their personal identity.

Open coding was the first step in breaking down, examining,

conceptualizing, and comparing data. Coding generated the conceptual labels

placed on discrete happenings, events, and other instances of phenomena.

Systematic comparisons of the emerging concepts within the data were made one

against the other to develop categories and further comparisons gave way to the

properties of the emerging categories. Axial coding involved asking questions

about the data and putting it together in a way that provided insight into the

phenomena and enabled the researcher to reassemble the data so that it provided

information about the causal conditions, context, intervening conditions, and

consequences along with the dimensions that give each category further

specification using the paradigm model for theoretical development. Selective

coding was used to identify the core category as the central phenomena around

which all other categories relate. It is the core category that captures the

experiential essence of being a student with a learning disability at different

educational points Unique Learning Dispositions and \Jnique Learning Styles.

In my interpretation of the data theoretical saturation did occur? as

participant narratives were not yielding any new information that gave way to

additional concepts or categories. When analysis of the data was not lelding new

categories, properties or consequences the process of theoretical saturation was

satisfied and the data collected deemed representative of the phenomena. Strauss

(1987) developed the coding paradigm, which is a high-level model, or organizing

47
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skucture for data analysis intended to guide researchers attempting to generate

grounded theory. The coding paradigm guides the researcher in the data analysis

process in which data is analyzed in terms of conditions, interactions among the

actors, strategies and tactics, and consequences. Use of this model enables the

researcher to think systematically as subcategories are linked to a category in a set

of relationships.
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Chapter 4

FINDINGS REGARDING POST SECONDARY PARTICIPATION TRENDS

FOR STUDENTS WITH LEARNING DISABILITIES

Current studies on the statistics of students with learning disabilities

attending post secondary education suggest this group is under-represented but

continuously growing. Stodden and Dowrick (2000) reported that the number of

students attending universities and colleges in the United States has increased

from three-percent in 7978, to nine percent in 1994, to nearly nineteen percent in

1996. The trend is thought to be similar in the Canadian context. ln fact, in

conversations with personnel from Student Disability Service Centres at three

post secondary institutions in the Province of Manitoba it was confirmed that the

numbers continue to climb every year at a steady pace.

J. Morris-Wales coordinator of Disability Services at the University of

Manitoba at the time (personal communication, Apnl2004) indicated that twenty-

percent of all students registered with Student Disability Services were receiving

supports for Learning Disabilities (LD), and another forty-two percent were

receiving services for LD/ADHD combined or ADHD. The total percentage of the

597 students registered for services for LD or ADHD difficulties was thirty-three

percent. At the University of Winnipeg, K. McCluskey, Associate Dean of

Education at the time (personal communication, April 2004) indicated that

twenty-seven percent of students enrolled with Disability Services were

diagnosed and receiving supports because of a LD, another forty-eight percent

were registered because of ADHD. Of the 290 students registered for services
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seventy-five percent were registered because of LD and ADHD diagnoses. R.

Rogalsky, Director of Counselling Services, at Red River College at the time

(personal communication, April 2004) indicated they do not separate students

diagnosed with LD and those diagnosed with ADHD, but combined these students

made up forty-two percent of the 407 students registered as a result of a disability.

All three of these individuals indicated that they expected increases in the number

of students requiring services for LD in the up-coming registration year and that

this trend has been observed over the past decade. This data is represented in

Table 1 titled Students Registered with Disability Services Academic Years 2003-

04 through 2006-07 in2003-04 Table 1-1 (see Table l:254).

In July 2007 the researcher again contacted the appropriate persons

responsible for accommodating students with learning disabilities. Roslyn Gates

was contacted at the University of Manitoba, Andrea Johnston at the University of

Winnipeg, and LaureenJanzen at Red River College to gather current information

about the enrollment trends of students with disabilities using their services.

Information was collected for a three-year period beginning with the regular

session year of 2004-05,2005-06, and 2006-07 to determine if Manitoba did

experience the expected increase in participation of students with leaming

disabilities attending post secondary education. Data collection involved

completion of a nine-question survey and personal communications with each

individual. With regard to rates of enrollment the data was not available for all of

the academic years of interest from the University of Winnipeg or Red River

College, however is was available from the University of Manitoba. This data is
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presented in Table 1 titled Students Registered with Disability Services Academic

Years 2003-04 through 2006-07 in tables 2003-04 r-1,2004-05 Table l-2,2005-

06 Table i-3, and 2006-07 Table 1-4 (see Table I:254). Additional information

highlighting student post secondary enrollment trends in Manitoba is presented in

Table 2 titled Student Trends for the Academic Years 2004-05 through 2006-07 in

tables 2-1 through 2-3 (see Table 2:256).

The University of Manitoba showed a decrease in the percentage of students

registered for assistance with exclusive difficulties because of LD or ADHD

compared to the percentage rates found during the 2003-04 academic year that

was specific to either LD or ADHD. Rates for the 2004-05 academic year for LD

or ADHD were reported to be fourteen percent for sfudents registered specifically

for LD and four percent of students were registered specifically for ADHD. In

addition, an increase was noted in which forty-two percent of students who were

registered for services because of comorbid LD/ADHD. Students registered at the

University of Manitoba for LD and/or ADHD diffrculties was sixty percent of the

overall 689 students registered for services during the 2004-05 academic year. An

overall increase of twenty-seven percent was reported for the 2004-05 academic

year for students registered because of LD and ADHD related difficulties

compared to the previous academic year at the University of Manitoba refer to

Tables 1-1 and l-2in Table 1:254.

The University of Manitoba showed a decrease in students registered for

services with LD or ADHD during the 2005-06 academic year. The Disability

Services Centre had atotal of 737 students registered for services of which only
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twenty-two percent were registered for accommodations because of learning

disabilities or attention deficit/hyperactivity disorder. When this was broken down

eleven percent were registered because of LD, five percent because of ADHD,

and six percent because of combined LDIADHD. It was indicated during the

interview that Disability Services were experiencing an increase in students

registering for accommodations with difficulties related to mental health issues. It

was also noted that common difficulties experienced by this influx of student

registrations related to anxiety and depression. The overall decrease in student

registrations by students with LD or ADHD related difficulties for the academic

year 2005-06 at the University of Manitoba from the previous year was thirty-

eight percent refer to Table i-3 in Table l:254.

Raw data was collected from all three institutions for the 2006-07 academic

year. The University of Manitoba reported having 132 students registered because

of LD and 38 students registered for LD/ADHD comorbid. These raw numbers

are up from the previous year however the total number of students registered was

not available therefore it was not possible to determine the percentage rate. The

University of Winnipeg indicated that they had a total of 56 students with LD

registered for services during the summer session. Again lack of available

information at the time inhibited the ability to determine the overall percentage

rate. Red River College indicated that they had 281 students registered with LD

during the 2006-07 academic year but againthe total number of students

registered was not available at the time of the interview. The information

available at the time of the interview from all three post secondary institutions
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makes it difficult to determine the enrollment rate trend for the 2006-07 acad.emic

year.

Additional aggregate information was collected with regard to the type of

leaming disabilities in which services are provided, gender differences of students

using disability services, and which departments and faculties in which students

are registered that had not been previously collected with disability services

personnel in April 2004. This additional information explored enrollment trends

such as transitions to post secondary directly from high school or if entry was

more commonly as a mature student, and the mean age of students. The trackinø

systems of each post secondary institution differed in terms of what type of

information they had available therefore comparing trends between institutions is

not possible.

The University of Manitoba was able to provide information with regard to

the area of study in which students registered for the 2004-05,2005-06 and 2006-

0J academic years. However, information about gender representation, or

transitional trends or supports with regard to entering post secondary education

directly from high school or enrolling as mature student status was not available.

This information is highlighted in tables titled Student Trends for the Academic

Years 2004-05 through 2006-07 in 2004-05 Table 2-1,2005-06 Table 2-2, and

2006-07 Table 2-3 (see Table 2:256). The university of Manitoba had gender

representation information for 162 of the 170 students registered for the 2006-07

academic year with 71 males and 9l females registered for services. Gender for

the remaining eight students listed in the database was unknown. Anecdotal
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information from the University of Manitoba with regard to the transitional

support used by students when enrolling indicated that parents or resource

teachers attend with students from time to time. However, this information is not

recorded in the database therefore it is not possible to get a snap shot with regard

to the trend of transitional support being given students with leaming disabilities

transitioning to post secondary education. In the academic year 2006-07 more

comprehensive information was available from the University of Winnipeg and

Red River College refer to 2006-07 Table 2-3 in Table 2:256 for information

about student trends for that year from all three post secondary institutions. With

regard to gender rates the University of Winnipeg reported gender representation

as consistin g of 28 males and 28 females with age range of 19-42 years of age

during the summer session of that year. Red River College reported having 138

males and 743 females registered for services during 2006-07 regular session.

With regard to area of study the University of Manitoba did not have this

information available for the 2006-07 academic year. However the previous years

are reported in Table titled Student Trends for the Academic years 2004-05

through 2006-07 in the following tables: 2004-05 Table 2-1 and2005-06Table2-

2 (see Table 2:256). These tables show that 19% of students were registered in

University I, 79o/o in Arts, and 73%o in Science during the 2004-05 academic year.

During the 2005-06 academic year lTYo of students were registered in University

1,79yo in Arts, and l3o/o in Science at the university of Manitoba. During the

2006-07 academic year the University of Winnipeg reported that 42o/o of students

were enrolled in arts, 5o/o in education, S%o in science, and32%o were undeclared
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refer to 2006-07 Table 2-3 (see Table 2:256). For the same academic year Red

River college reported that students with LD are most often enrolled in

community services and nursing, marketing and management or apprentice

programs, the rate of enrollment were not available nor was information for the

other categories. The University of Winnipeg indicated thatT%o of students were

registered as mature students, or fit the status as mature student but that others

who enrolled that way could now be registered as a regular student. It was also

indicated that 43o/o of the students currently enrolled had transitioned directly

from high school to the University of Winnipeg.

Summary

It appears with the exception of the 2005-06 academic year that enrollment

in post secondary education has increased at a fairly steady pace atthe University

of Manitoba for students with learning disabilities. During conversations with the

student services personnel it was indicated that the enrollment rate among

students with LD does remain at a steady pace at all three institutions. In addition,

it was mentioned by personnel from all three post secondary institutions that

students registered for support services because of mental health issues was an

increasing trend. The information available at the post secondary level is not

complete and may vary from year to year. There does appear however to be a

tracking system in place in all three institutions with regard to enrollment rates.

Variation exists in terms of what other additional information is gathered with

regard to students enrolled for services. However, all three institutions do have

formal criteria in place for identifliing students with leaming disabilities and
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providing them with the resources they need to enable these students to pursue

their academic goals and participate in post secondary education.

It should also be mentioned that all three institutions reported providing

students that meet the criteria for services access to similar supports. In

conversations with J. Morris-Wales, K. McCluskey, and D. Rogalsky (personal

communication, April 2004) and more recent conversations with R. Gates, A.

Johnston, and L. Jansen (personal communication July 2007) it was indicated that

the types of services they provide to students were specific to their personal

needs. Some of the accommodations they underscored as being available to

students were increased testing times, private testing areas, increased time period

to complete a degree, note-takers, scribers, readers, use of technologies such as

computer software, calculators, or spell checkers, taped textbook, use of tape-

recorders, and the provision of student advocacy. These accommodations are

commonly reported in the literature (Mellard, Hall, and Parker 2000, Stodden and

Dowrick 200) as being available to post secondary students in the American

context. Thus it is evident that at the post secondary level there is a formal action

plan in place to help students succeed academically in the province of Manitoba.

Canada and Manitoba Student Financial Aid provide specific funding to students

with learning disabilities to enable them to gain access to private tutoring, or

specialized technology. This funding is provided through the Canada Access

Grant for Students with Permanent Disabilities and the Canada Study Grant for

the Accommodation of Students with Permanent Disabilities.
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In addition, it is important to note that there is more comprehensive

information available about students with learning disabilities at the post

secondary level then was found to be available with regard to students in the K-S4

educational institutions within the province. During preliminary inquiries, it was

virrually impossible to gain any information about the percentage of students

enrolled in the public school system with learning disabilities or the number of

students who had been assessed for learning disabilities in a given year. Attempts

that were made to gather this information from Govemment of Manitoba

Departments held responsible for providing funding and educational guidelines

within the province were fruitless. Inquires were directed to Manitoba Education,

citizenship and Youth, and the offices of the Minister of Education, Healthy

Child Manitoba and the Child Guidance Clinic. However specific information

about students with learning disabilities attending public school within Manitoba

or the number of students being assessed for leaming disabilities each year was

unobtainable. This information is apparently not formally tracked. This is

problematic since these are the key goverrìment departments who would need this

information to design a system of support for students with learning disabilities.

The lack of a formal tracking system in place within the public education system

and supporting government departments hinders the potential to development

systematic approaches for providing educators with the knowledge they need to

work effectively with students who have leaming disabilities. Also, the capacity

for developing formal action plans that provide students with the appropriate

interventions and preventative measures needed for academic success and
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personal well being becomes limited. It also appears that funding is more readily

available at the post secondary level to enable students with learning disabilities

to succeed through government grants than is available for students with learning

disabilities during the K-S4 educational years. Family socioeconomic status

potentially becomes central in gaining access to technological support or

specialized assistance outside of the public education for students with leaming

disabilities.
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Chapter 5

FINDINGS OF FIRST INTERVIEW: PARTICIPANT SCREENING

QUESTIONNAIRE

The first interview screened for participant criteria eligibility and looked at

the variation within the sample. All ten participants met the criteria outlined in

section A of the questionnaire related to post secondary student status and were

registered with the Disabilities Services Department at their post secondary

institution. All had English as a first language and were eighteen years of age or

over, diagnosed learning disability by a professional qualified to diagnose, and

educated within the Manitoba school system during the educational K-S4. It was

observed during the interview screeningthat the first six participants attending the

interview were left-handed. Although this was not a question within the

questionnaire this observation seemed a little unusual because left-handedness in

the sample was occurring more frequently than would be expected given the

frequency of left-handedness expected within the general population. Overall, six

of the ten participants were left-handed.

Section B of the questionnaire did find that participants varied in the time of

formal learning disability diagnosis, procedures taken for academic

accommodation within the school system, and family response, and access to

private resources. However specific academic difficulties associated with their

learning disability varied less as nine of the ten participants reported difficulties in

the areas of reading, spelling, and writing although there was variation in terms of

diagnosed comorbidity. Participants consisted of three males and seven females,
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ages ranged from twenty to forty-seven years of age with the mean agebeing25.4

years. Participants consisted ofnine undergraduate students and one graduate

student; five reported being full-time students, three part-time students, and two

participants were graduating. One student from the faculty of fine arts, and the

other had just completed their Ph D. from the Faculty of Medicine with a focus in

biochemistry and genetics. Of the three institutions participants attended, six

attended the University of Manitoba, three the university of Winnipeg, and one

attended Red River College. Areas of study were reported as follows; three

participants studied in arts, one in fine arts, one in engineering, one in education,

one in early childhood education, one in University I with nursing as their long-

term goal, one in theatre, and one in the faculty of medicine.

Awareness of Learning Disabilify

In terms of type of disability; two participants had been diagnosed with

Aspergers Syndrome comorbid with leaming disabilities, two participants

reported comorbid ADHD predominately inattentive type with a learning

disability, one with an information processing disability, and the remaining five

participants reported their diagnoses as leaming disabilities with specific

difficulties with reading, spelling, and writing. Two participants reported an

additional medical condition of epilepsy; one participant with a comorbid

diagnosis of Aspergers Syndrome and one participant with a learning disability

that they referred to as dyslexia. In total, two males and three females reported a

reading learning disability referred to as dyslexia while the four other participants
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reporting difficulties with reading, spelling, and writing did not make use of the

term dyslexia.

Participants reported being aware of their leaming disability during arange

of ages one as early as age five, four indicated before age six, five between ages

eight to thirteen. In terms of grades that this awareness came about eight of the ten

participants indicated they became aware in the years K-4, and two during middle

year's grades 5-8. In essence all participants were aware that they learnt

differently from their peers before a formal assessment or diagnosis had occurred.

Assessment, Diagnosis and Academic Action Plan

Participants underwent formal assessments in which five participants

indicated that this occurred during the K-4 grades, four during middle year's

grades 5-8 and one was never informally or formally assessed until post

secondary. Formal assessment did not necessarily result in a formal diagnosis of a

leaming disability as two of the participants assessed during the K-S4 educational

years suggested they did not receive a formal diagnosis until they were formally

assessed during post secondary education.

Only five participants reported fhat a formal diagnosis lead to an academic

action plan, of these, two experienced the behavior issues associated with

Aspergers Syndrome and two attended a specialized school Laureate Academy

specifically directed at students with learning disabilities or ADHD, and one

participant attended the French program. Additionally, one participant did attend a

private residential school begiruring in grade nine after they had been streamed

out of the high school system into a technical program. Otherwise participants
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reported academic assistance was restricted to occasional resource help that all

participants reported to be insufficient to help them with the degree of educational

difficulty they experienced. Resource help began during the early elementary

years K-4 for five participants, three participants received resource help during

the middle year's grades 5-8, and one reported they did not receive any assistance

until grade ten, which occurred at a private residential school. One participant hid

their learning disability and was not formally aware until post secondary therefore

help was never offered during the K-S4 educational years.

Academic Implications

Some variation existed in terms of specific academic areas of difficulty

participants reported experiencing. Participants reported experiencing difficulties

in the following areas: math diff,rculties are reported by eight participants;

reading, spelling, or note taking difficulties are reported by seven participants;

writing or attention difficulties are reported by six participants. Four participants

reported memory difficulties; and three participants report information-processing

difficulties during their educational experiences K-S4. Within the overall sample

five participants reported having behavioural issues and/or severe social

difficulties related to being bullied during the K-S4 grades and all participants

reported feeling isolated from peers throughout the K-S4 educational years.

Specific other areas of difficulty were reported by five participants as being

related to getting the main point of material, time management and organization,

having to cover materials many times to understand the information, and an

inability to handwrite or read handwriting. These challenges were reported as
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continuing difficulties that existed during the K-S4 years and remained issues

during their post secondary educational experiences. All participants reported

experiencing difficulties in the same academic and cognitive areas during their

post secondary education as they had experienced during earlier educational

experiences with the exception of math as only four participants reported

continuing to have difficulty with math. However it was not determined if the

participants who no longer reported having difficulty in math were required to

take any math courses at the post secondary level.

Participants were asked if they had specific areas of strengths. It was nice to

hear that all participants reported recognizing areas of strength. Seven participants

indicated these areas of strengths as being in specif,rc subject areas such as math,

science, social sfudies, history, or creative writing. Five participants mentioned

visual spatial strengths; four indicated kinesthetic strengths; and one participant

indicated she or he was artistically inclined. Other specific strengths reported by

four participants were in the areas of expressive and receptive oral language,

literature, abstract thinking, and problem solving.

Interpersonal Relationships with Family, Teachers, and Peers

Participants were asked if their interpersonal relationships were affected as a

direct consequence of their learning disability. Nine of the ten participants

reported their relationships with teachers, and peers to have been negatively

affected. Seven participants indicated that personal relationships with family

members had been affected. Four participants reported they had teachers or

guidance counselors during their senior school years that directed them toward
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post secondary education. All participants reported receiving continuous positive

support and direction from their family to continue in their education with the

most common source of this support coming from their mothers. Participants also

reported still using a benefactor to help them manage within post secondary

education reporting having either a parent or spouse as their primary support.

Awareness of other students with learning disabilities during the K-S4 educational

years was not common among participants and if they were aware of other

students it was not clear to them what type of learning disability the other students

experienced or their educational outcomes. Participants tended to be more aware

of other students with learning disabilities at the post secondary level.

Associated Features (negative consequences)

All participants reported experiencing problems with the associated features

of leaming disabilities outlined in the DSM-IV (2000) and described in the

Learning Disability Association of Canada National Definition (2002) describing

learning disabilities and potential negative consequences. These associated

features occur in the social, emotional, and psychological domains. A total of

eight participants reported experiencing social diff,rculties, which related to

making friends, maintaining füends, being teased, and bullied. These experiences

were reported to be most intense during the K-8 grades although for some

participants these experiences continued into the high school setting.

All participants reported experiencing difficulties in the emotional and

psychological domains. Ten participants reported feeling stupid, while eight of the

ten reported experiencing feelings ofhelplessness, or being overwhelmed, and
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seven participants reported feelings of hopelessness. Other consequences reported

by all ten participants were experiences of distress. Low selÊesteem and low self-

confidence was indicated by eight participants; six participants commented on

having experienced anxiety and thoughts of school dropout; depression was a

reported experience of five participants; and negative copying, such as substance

abuse, was indicated by five participants. Thoughts of suicide were reported by

six of the ten participants; this is alarming because they reported having these

thoughts at young ages conesponding with elementary and middle year's

education. These negative associated features were more prevalent during their

early educational experiences as four of the participants indicated that their

educational experiences were better once in high school.

Advocacy, Learning style, Educational InterventÍons, and rransitions

Advocacy, learning style, educational interventions, and transitional

supports are important issues reported in the literature that have been found to

lead to success for students with learning disabilities. Participants were asked

specific questions that relate to these areas and as stated above, all reported

receiving some sort of positive support usually from their mother who was

indicated by most participants as being their primary advocate during the K-S4

educational years. When asked specifically about having an advocate within the

school system seven participants reported that they were familiar with someone

advocating on their behalf for them. Participants also indicated that interventions

provided by resource was mostly insufficient to help them with their degree of

academic difficulty and eight of ten participants did indicate receiving some sort
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of specialized strategies or acconìmodations usually occurring in middle years or

high school.

Of the specific accommodations reported in the literature to be effective for

helping students with learning disabilities succeed academically, seven

participants reported receiving resource teacher help, six had access to a private

test area and small group participation, five indicated that they had extra test time

and access to private tutoring, four reported having study skills training and a

tutor, and three had use of technical support such as a computer, a note taker, and

one-on-one tutoring. Also, two participants indicated they received direct

instruction around time management and organization, and a scriber to help with

written work, while one received a reader, and one participant reported having

access to the use of taped books. With the exception of resource teacher help,

these accommodations were not reported to have been available to participants

until middle year's grades 5-8 or later, occurring inconsistently.

Three participants reported having Individual Education plans (IEp) in

place, two during middle year's grades 5-8 with one participant reporting that this

plan was put in place during the elementary grades K-4. Individual Transition

Plans (ITP) were also reported to have been developed for these three participants

to help with educational transitions from middle years grades 5-8 to high school

and then to post secondary education. Of these participants two reported having a

learning disability comorbid with Aspergers diagnoses therefore there were

behavioural components that enabled these students to meet the criteria for the

higher funding levels available within the Manitoba education system. Manitoba
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Education, Citizenship and Youth mandates that school personnel have both an

IEP and an ITP put into place for students meeting the criteria and receiving level

II or III funding. The other participant who reported having an individual

education plan in place attended the French educational program within Manitoba

and reported having an IEP and ITP in place during the elementary school years

grades K-4.

Educational History and Personal Educational Views

Participants were asked if they completed high school credits in regular high

school, transitioned to work before entering post secondary education and if they

thought of themselves as educationally successful. In terms of educational history

eight participants reported that they completed high school credits in regular high

school and two completed credits in an adult education program, seven

participants reported working before they transitioned to post secondary education

however some of these employment positions consisted of part-time employnent

while completing high school. Of the ten participants in the sample nine reported

that they were academically successful and the individual who did not view them

self as academically successful was currently experiencing difñculties at the post

secondary level.

Farticipation and Academic Management in post secondary Education

Participants were asked questions about participation and academic

management in post secondary education. Questions in this section examined

student transitions to post secondary education, specific areas of study, and the

types of accommodations available and used by students for educational success.
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Of the total sample five participants reported transitioning directly to university or

college from high school while five reported their initial enrolment was as a

mature student. Only three participants indicated that their current field of study

was not their first choice. All participants reported experiencing academic

difficulty at the post secondary level that is directly related to their leaming

disability. Their reported diffrculties are consistent with the difficulties

experienced during previous educational experiences. Nine of the ten participants

indicated that these difficulties occur within their major or minor fields of study.

Participants reported that they have specific management strategies in use to

help them overcome weaknesses and draw on their strengths for educational

success. Management strategies reported were study strategies by eight

participants, time management strategies by seven participants, and use of

technological supports by five participants. When asked if they made use of the

services and supports available through their post secondary institutions Student

Disability Service Centres in which nine of the ten participants noted that they

actively accessed services available. One participant indicated that they did not

want to disclose their disability for services as they found this stigmatizing. All of

the participants accessing accommodations through their educational institution

received extra test time, eight used a private testing area, five participants used

note takers, four reported having a private tutor, two reported using a scriber,

taped books, study group participation and one participant indicated they recorded

lectures. Five participants reported using other personal supports such as

professor clarification, editor forpapers, study direction, exercise as a selÊ
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management strategy, and a personal advocate along with academic supports such

as a parent or spouse.

Challenges, Barriers, and Identified Solutions

Participants were asked about the challenges and barriers they have

experienced throughout their educational experiences. All participants indicated

they had experienced various challenges and barriers. Of these eight participants

reported experiencing challenges within teacher and peer relations; six

participants reported challenges within the home related to specific tasks; five

indicated that challenges existed within family relations; and one in the area of

sports. Five participants commented that they experienced challenges in other

contexts such as work or when trying to function within the wider social structure

because of general difficulties of daily living. Challenges were explained by the

researcher as being areas ofdifficulty perceived to be a direct consequence of

their learning disability that they had to work very hard at to overcome.

When asked about barriers, eight participants indicated they experience

specific barriers as a direct result of their learning disability. Of these six reported

barriers in the school context, two within teacher relationships, and one

participant reported experiencing barriers in the home, family relationships, and

with peers. Six participants indicated that they experience barriers in other

contexts. Examples given of barriers were with everyday living difficulties, in

particular areas of studies such as political science or math, with professors,

administration within employment, employnent itself stress, anxiety, and mood,

along with the task of handwriting.
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Eight participants reported experiencing feelings of stigmatization from time

to time that they perceived as being a direct result of their leaming disability

within their post secondary setting. Six participants suggested they experienced

specific barriers within post secondary, while three suggested that they were

directed away from an aÍea of study after disclosing their learning disability. The

researcher described barriers, as being areas of difficulty perceived to be a direct

result of their leaming disability and no matter how hard they tried, these

difficulties remained issues that they had not been able to overcome. Participants

were asked about differences in the available accommodations within the post

secondary setting that were not available to them in previous educational settings.

Five participants reported that the accommodations currently available to them at

post secondary level had not been available to them during their earlier

educational experiences.

Summary

In summary, the findings reported in this section were derived from the

face-to-face, close-ended interview questionnaire. Specific information was

gathered in the questionnaire that report on when specific experiences occurred

for participants with respect to age, and grade of awareness, assessment,

diagnosis, types of academic diffi culties, interventions, interpersonal

relationships, family actions, along with various experiences of stigmatization,

and negative consequences outlined in the DSM-IV TR (2000) as associated

features of learning disabilities.
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Participants reported consistency in their experiences with specific academic

or cognitive difficulties across educational settings consistently with the exception

of math. Some participants reported having access to similar intervention or

accommodations across educational settings while others only received formal

intervention and accommodations once in the post secondary educational setting

unless they had access to private education or tutoring. Interpersonal relationships

with teachers and peers were more positive in later education as were

interpersonal family relations. Experiences with stigrnafization, the negative

consequences outlined in the DSM-IV-TR (American Psychiatric Association

2000) as associated features of leaming disabilities were reported as different

experiences for participants during the K-S4 experiences when compared to their

post secondary educational experiences.

However the meaning of these experiences as well as the circumstances, or

contexts in which they occurred can not be determined from the data gathered in

the First Interview: Participant Screening Questionnaire. Therefore the topic

sections that were covered within the screening questionnaire were presented to

participants in two other interviews, second Interview: Early Educational

Experiences K-S4 Narratives and the Third Interview: Post Secondary Education

and Identified Solutions Narratives in order to determine what the meaning of

these experiences were for participants. The data derived from these narratives

will be further analyzed to develop a theoretical model to explain what it means to

have a leaming disability at different educational points for students with learning

disabilities.
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Chapter 6

FINDINGS OF SECOND INTERVIEW: EARLY EDUCATIONAL

EXPERIENCES K-S4 NARRATIVES

The second interview in this study involved participants sharing narratives

about their early educational experiences from kindergarten through grade twelve

(K-S4). The purpose of this interview was to explore the challenges and barriers

participants often experience in education at different points in their lives as a

consequence of having a learning disability. This interview was tape-recorded and

participants were informed that they could ask to stop the tape recorder at anytime

or decline responding to any question probes that they were not comfortable with

orpreferred not to respond to. The second interview consisted ofseven sections

from section B of the face-to-face, closed ended screening questionnaire that

participants responded to during their first interview. Sections in this interview

consist of topic sections that probe for information about early awareness of

learning disability, assessment, diagnosis and impact, meaning of learning

disability during the K-S4 educational years, meaning to personal interactions,

advocacy, educational interventions and transitional supports, awareness of others

with learning disabilities, challenges and barriers, and a fìnal section that asks for

any additional information that participants view as important to share.

The narratives participants shared uncovered story lines that reflected the

meanings attached to early education in terms of personal thoughts about their

learning when compared to peers, feelings of stigmatization,social isolation, and

the processes of assessment, diagnosis, and intervention. Narratives emerged with
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similar meanings despite the variation that was found to exist within the sample

derived from section B of the participant screening questionnaire. Section B of the

participant questionnaire explored initial experiences of age and grades of

assessments and diagnosis, types of leaming disability, as well as specific

educational approaches experienced in terms of interventions and

accommodations, high school completion, and workforce participation.

In addition, the similar meaning that participants attached to their personal

thoughts about their academic performance when compared to peers, feelings of

stigmatization, and social isolation occurred despite the differences experienced

with specific actions taken to help them. Specifically, differences relate to access

to private tutoring or specialized educational programs, differences with specific

programming within the public school system for students that received

individualized education plans or transition plans, or exposure to variation in

instructional or accommodation interventions. This could be because regardless of

the different actions that were taken at different points to help participants

succeed academically their initial early educational experiences were marked by

commonalities. These commonalities encompass academic achievement, labeling,

feelings of stigmatization and personal experiences with the negative

consequences outlined as the associated features of leaming disabilities described

in the DSM-IV-TR (American Psychiatric Association 2000).
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Awareness of Learning Disability

Age or Grade of Awareness

Participants provided narrative stories about when they first became aware

they had a learning disability. The interview probes were directed at age, grade,

leaming problems, specific experiences, environments, and personal

understanding. Participants suggested recognizingthat they learnt differently than

their peers during kindergarten or grade one. However this seemed to be an

intuitive awareness as only two participants provided concrete examples.

Whereas, all the participants articulated concrete examples of the experience

during grades three or four in which reading difficulty seemed to be the most

obvious area of difficulty that participants recalled. All participants had a

cognitive awaÍeness and concrete examples from grades three or four upward of

their experiences.

All but two participants indicated that kindergarten or grade one was thetr

earliest awareness. This is slightly different from what they reported on the closed

ended questionnaire. However, this awareness that participants are referring to in

the narratives is the intuitive awareness based on their academic functioning when

compared with peers. Their experiences are described in the following selective

narratives. Nancy said she was aware that she learnt differently from her peers,

"Before age six", which is the most common age participants mentioned. Two

participants added a concrete experience to their early awareness related to their

academic functioning. David recalled not only the academic experience but also

the teacher that he had at the time:
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Hum, the first experience that I can remember would be
kindergarten I remember an event of having to stay to make and
look at numbers during recess, and then when I noticed or someone
noticed that I wasn't learning the same as everyone else I was in
grade one and I had a teacher who kind of knew and I interpreted it
that way.

Erica expressed not only a concrete example but also her feelings around the

experience, "In kindergarten,I was terrified that I would be chosen to recite the

alphabet because I did not know it". Kate recognized she had difficulties early and

this was affirmed when comparing herself to her younger sister in about grade

three.

Kindergarten was earliest recognition that I learnt differently than
peers, the big thing I remember later on is my sister who is three
years younger than me and when she was in grade one I was half
way through elementary school, but she was able to read and write
and do all these things that I couldn't do.

Concrete Academíc Struggles Leading to Personal Awareness

Participants tended to provide concrete examples of their experiences as

they moved up in grades that described how they knew they leamt differently

from their peers. Participants' concrete descriptions most often related to

language arts as the academic area of difficulty that they recalled. Norm recalled

as a common worst memory for individuals with reading disorders, "I think the

first time I recognized that I had trouble was in grade two or three when we were

reading in front of the class". Yvonne's concrete recollection relates to the

educational intervention approach taken to help her manage her academic

difficulties.

It's hard to tell the difference, when we were in elementary there
was always a group of kids, like four or five of us that always had
to go to resource to receive help. I kind of knew I needed more help
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by the third grade I would say is when I noticed that everyone else
wasn't coming to resource an)¡more.

David who had his early education in the Caribbean had this to say about his

developing awareness that he learnt differently than his peers and what it meant

for him.

I had difficulty reading, because I was in st. Lucia, which is the
caribbean, and there it was like corporal punishment in the schools
so I would get hit for not being able to read so you kind of
interpreted the fact that you were getting hit a lot because you
couldn't read. I was punished because I couldn,t read.

Participants spoke of environmental, cognitive, and social factors that

highlighted their difficulties for them. Mary linked environmental factors to a

specific difficulty, "If the environment was nois¡ I had difficulty making

connections to new scenarios, I got along better with teachers than students".

Ashley reported experiences with punishment and described her cognitive

experience in a concrete example of her becoming aware that she learnt

differently than her peers, "Couldn't pay attention, fidgety, focus was everywhere

else, when had to focus couldn't understand information or what to do. Grade four

is when I really noticed this". Elizabeth who was academically successful in

language arts and labeled as a bright student by teachers recalled her first

recollection of becoming aware that she learnt differently from peers, she was

also able to elaborate on her fears about the label and stigmatizationassociated

with learning difficulties for students that she perceived.

First time I ran into any trouble was in grade four. what happened
in grade four was \ /e were memorizing the times tabres and we
were supposed to memorize them and regurgitate them. I never
memorized the times tables, I faked my way through, and that,s
when I remember thinking that I was stupid that there was
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something wrong going on because everyone else was doing it
except the dummies that went to resource and I couldn't do it.
There was a big stigma about the dummies that went to resource so
the last thing I wanted to do was go to resource. I was terrified of
resource and ofbeing classified for resource.

Erica articulated the difference between what she was able to learn orally

and what she was able to produce as output to show that she knew the material.

I always knew what was going on in class and I would participate
but when it came to the tests I would get two out of twenty, and
that was for writing my name. It took me until grade three to be
able to write my last name.

Coping with Early Awareness

Participants were probed to elaborate about how they dealt with their early

experiences. Participants indicated that they really did not know how they dealt

with early experiences because they didn't really understand these experiences.

Several participants indicated that they kept quiet about it, while others described

a memory associated with the experience and a few indicated that they responded

with anger. Yvonne shared how she dealt with her awareness, "I was in a bit of

denial". Kate dealt with the experience this way, "I kept quiet about it, I didn,t

really understand it, I didn't understand why my sister could do all this (read,

write, spell) and I couldn't". Norm shared his social experience, "I don't really

remember; I was always a quiet person so I was always a little bit removed from

everybody. I think I just felt that I was a little bit different". Ashley shared the

emotional state she experienced as well her feelings of helplessness, which was

very much linked to how others responded to her.

Anger response and feelings of isolation, and I don't remember
how I responded but I remember I used to get punished a lot. The
teacher would send me to the office or to the back of the class.
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There was never anything I could do because I didn't know why. I
didn't understand why I was punished so much.

Participant responses with respect to their early awareness and how they became

awate that they learnt differently from peers supports Barga's (1996) conclusion

that children define themselves in terms of normalcy at young ages based on how

they measure up to peers and that school success is an early benchmark of how

students view normalcy.

Assessment, Diagnosis, Academic Action PIan

Participants shared information that related to their experiences with

assessments, diagnosis, and impact of leaming disabilities describing what these

experiences meant for them. Most of the participants were assessed between

grades two and five for the first time, and had anumber of assessments

throughout their educational experience. They suggested that not much of an

intervention action plan occurred after the assessment with the exception of those

participants who attended private school designed specif,rcally for students with

learning disabilities. Students who were assessed while attending post secondary

education share a different description of their experience with being assessed,

formally diagnosed, and having access to the accommodations they need for

educational success-

Participants diagnosed as having a leaming disability comorbid with

Aspergers or for one specific participant who attended a French program shared

recollections of experiences within the context of public education that differed

from the other participants. These participants reported having access to more

formally provided interventions and accommodations within the public school
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system compared to the other seven participants. These participants considered

the interventions and accommodations they received because they had Individual

Education Plans (IEP) and Individual Transition Plans (ITP) during the K-s4

educational years as helpful. Participants describe the process of being assessed,

diagnosed, and the intervention procedures they experienced to hold these

meanings for them that are highlighted in the following narrative stories.

Yvonne reported having confusion around the assessment process.

I didn't quite know that I was being assessed, but I thought it was
fun because I got to take an hour off class and get to go and do
some fun stuff. The first one that I remember is the school
counselor coming to talk to me, I thought I was in trouble at first,
she wanted to talk to me about my friends and stuff, and then she
sent me for an assessment.

Ashley describes both the negative and positive consequences of a formal

diagnosis.

I've been assessed three or four times throughout my life so far. I
was first diagnosed in grade four in a hospital. As a little kid being
assessed bothered me because I felt that I was not normal or the
saÍìe as the other kids. V/hen I was told I would have learning
disabilities for the rest of my life and I would have to deal with it
and learn how to learn differently it bothered me but I thought at
least I know why I act the way I act.

Erica elaborated on the process as well as negative and positive

consequences of a formal label.

Made me feel different from peers but helped give me some
understanding. It took from grade three to about four or five going
from various lady-to-lady reading and writing for different people
to figure out what was wrong. I hated it, I thought that no one knew
what was wrong with me and I was the only one in the world with
this.
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David related to the positive consequences of the label as his family enrolled

him into a private school to ensure that he received appropriate interventions.

I went to a private school; it raised me from something rike a grade
three reading level (in grade seven) to when I reft Laureate to be at
the exact level I was supposed to be at. I can read handwriting but
slowly, I print although I can hand write but I print most of the
time.

Kate recalled her experiences with assessments and what occurred for her

with respect to what happened afterward in the following way.

Grade six was first assessment. when I was in grade six, the school
psychologist assessed me but nothing came out of it. Then in grade
seven I got some private help. The resource in the school told us
about a Jewish lady that tutored kids privately. It was in 2003, that
I was assessed and diagnosed at Red River college by the
psychologist. At the beginning, I was nervous. It \¡/as a relief to
have this assessment done, and to know that I was not an idiot and
finally get the help that I needed. First formal diagnosis was 2003
when assessed at RRC.

Tom provides an example of the assessment and diagnosis process at the

post secondary level.

I had some assessment done in the early years but it never resulted
in anything. My mother suggested that my problems might be
ADHD and that is why I went to see Dr. Don stewart in 2001 when
I was having academic difficulties at university. First formally
assessed and diagnosed 2001 by Dr. Donald stewart at u of M.
Formal action were academic accommodations, private testing
space, and extra exam time.

Elizabeth whose academic difficulties were less intense and more limited

was assessed for the first time during post secondary education.

I was in my second year of undergraduate and I was struggling
with an intermediate bio chemistry course, it is an absolute
nightmare for someone like me because it involves memorizing and
regurgitating a three inch text book, being able to reproduce all of
the chemical structures with all of the hydroxyr groups on the
correct side and all the enzymes spelled correctly. I ended up
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getting 30% more exam time and with that I was able to pull off a
c in intermediate biochemistry and my grades overall went from c
or c* to B+ or A's. If that professor hadn't of intervened when he
did I would have been out the door and that wourd have been at the
end of it.

Meaning for Participant Interpersonal and Educational Experiences

Participants commented on the meaning of learning disabilities for their

educational experiences during the K-S4 grades. In regard to the overall meaning

during the K-S4 educational years all participants mentioned various aspects of

their educational situation and interpersonal relationships that were highly

negative in nature. The meaning participants attributed to having a learning

disability in the context of education goes beyond the academic struggles and

reflects the social, emotional, and psychological consequences that are outlined in

the DSM-IV-TR (American Psychiatric Association 2000). Participants attributed

various aspects of the meaning of having a learning disability to specific

approaches and sifuations that they found either helpful or unhelpful within the

context of education. These meanings are reflected in the following selective

narratives.

Meanìrig of Helpful Interpersonal Relationshíps and Edttcational Experiences

Participants commented on what they perceived as being most helpful

experiences. Their views were reiterated with regard to the importance of having

someone to advocate for them, usually their mother. A few participants mentioned

that good teachers were most helpful and experiences with good teachers meant

they could succeed academically. While others talked about the positive aspects

of appropriate instruction, interventions, support, and the specific management
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strategies they learnt to employ as helpful. The following selective quotes

highlight what participants perceived to be most helpful.

Erica indicated that the most positive thing for her was her mother,s

advocacy skills which also reflects the frustration experienced by parents trying to

help their child get what they need within the public school system, "A positive

thing was my mom always home for lunch to scream and rage, declare vengeance

and send me back to school. My mom's advocacy made me realize that I should

have the right to leam". Ashley's remarks are reflective of common participant

views with respect to what their family's commitment meant to them.

Parents were most helpful, they didn't give up, they kept pushing
me, they would help me throughout the summer, and -y -o-
would make out assignment sheets, handwriting booklets, to help
me. I look at it now, it was help but back then, it was torture.

Erica's remarks also captured common meaning among participants with

regard to the family views they perceived, "Mom, she was convinced I was smart,

I could do it, she believed in me andrealjzed the system wasn't working, and she

was doing something about it". Erica viewed her mom's advocacy in helping her

get the help that she needed and remarked on what having an IEP meant to her,

which she perceived as enabling her to gain access to effective help within the

public school system.

My TA in grade nine through twelve, after the first couple of weeks
she knew what to do, she never assumed I was stupid, as she got to
know me she reahzed how smart I was. we got down to a system
were she knew what I could recognize and what she needed to read.

Norm recalled the positive attributes of one of his teachers as meaning a lot

to him, "Huh, I think the most helpful was my teacher being encouraging. Having
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to go for help was embarrassing; the teacher would make it out like I was doing

something special so I would feel better" . Elizabethrecalled specific help

received from understanding teachers as having been most helpful, "There were

two teachers that stand out in my mind, one was my grade five teacher and the

other was my grade eight teach er" . Elizabeth indicates that it was these teacher's

techniques as being positive and meaningful for her academic success.

I had a few good teachers that clicked in and gave me space and
time to do things atmy own pace and in my own way and in those
courses I did very well. I was frequently top of the class in that type
of course. There were other places where heavy emphasis on rote
memonzation was central and I did very poorly

Norm reflected on what the interventions received privately meant for him

and provided comparisons of the differences in experiences between the private

school and his public school for both academics and peer relations.

The most helpful was my private tutor and the Laureate Academy,
which was the private, specialized school. I started Laureate in
grade four and I finished in grade nine then I went to westgate for
grade ten, it was similar to Laureate as any school might be
because they had small classes twenty or twenty-five students, and
it was not semester and that was good because it had the slow and
steady teaching of subjects through the whole year, that was the
main reason why I went there. Laureate was not semester either. It
was easier being in a common environment with peers at Laureate,
we were never told that we had a disability there but we were told
that we leamt a little differently than others. The way of teaching
was more effective than the public system and it was a better
experience than being in the public system. Like a lot of the teasing
and that sort of thing were not nearly as bad and that sort of stuff
and I caught up in my grades.

In total eight of the ten participants indicated they experienced social

difficulties often described as unbearable. In contrast, two to the ten reported that

relationships with peers were not affected by their learning disability. These
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participants believed that peer relationships were not affected because they were

able to draw on other strengths outside ofthe context ofschool such as sports.

They felt that being able to draw on strengths outside of school helped with self-

confidence and self-esteem.

David did not really experience negative consequences with regard to his

learning disability outside of the school context indicating that interpersonal

relationships were not affected, "My relationship with peers was good I don't

really think that it affected me in that way". Yvonne also reported being able to

draw on personal strengths outside of the school setting, therefore she didn't view

her interpersonal relationships as being affected: "I don't think it impacted on my

social interactions at all. Yvonne who decided to manage her leaming disability

within education by hiding it because of the early experiences she had with the

label, social isolation, and stigmatizationrecalled the following management

technique as being the most helpful because it changed the views of educators

with regard to her abilities and their expectations. The following narrative reflects

what having a leaming disability meant for her based on her perceptions of

teacher expectations.

Most helpful was being seen as just another student because going
to resource wasn't a good feeling it was negative. There was a huge
difference when I was in my first school everyone thought I was a
dumb little girl but when I went to the other school they expected
more of me and I raised the bar. People would come to me and ask
questions because they thought I was smart. I am above in
intelligence in certain areas (they didn't know at my second school
that I had a LD) it gave me selÊconfidence when people saw me, as
being just like everyone else. Not having teacher expectation that I
couldn't do the work made a difference in my motivation and selÊ
confidence, I didn't feel like I was dumb.
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Meaníng of the Impact on Famíly, unhelpful Interpersonal Relationships, and

Educational Exp eríences

Participants talked about some perceptions they had of the negative impact

learning disabilities can have on the family as a whole. They also indicated that

their interpersonal relationships with teachers and peers were impacted

negatively. Participants considered these interpersonal difficulties as being least

helpful for their overall personal and educational experiences. The main themes

that emerged within the narrative story lines encompassed aspects of lowered

teachers expectations, going to resource, and in general teacher's lack of

knowledge or inability to help them. These experiences were met with negative

feelings and self-views that are descriptive of the negative associate features

outlined in the DSM-IV-TR (American Psychiatric Association 2000). Participant

perceptions of the impact on family and what they viewed to be the least helpful

are highlighted below in the selective narratives.

Kate elaborated on the negative meaning learning disabilities can have for

the family structure. Highlighting the feelings of guilt or self-blame she perceived

her parents to have, "My mom to this day is veryupset and things that have

happened to me because of my LD. She has always felt that it was her fault that I

have an LD. I know my dad thinks the same way because he is dyslexic too".

David further elaborates on what his learning disability meant for his family and

the way he felt about how he perceived his family as being affected.

As a child I had no understanding of the positive aspect, I just saw
the negative side. The fact that my family had been forced to move
to accommodate me, my brother was forced to leave school, we
were forced to be up rooted, yet again, and this was basically my
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fault.

Erica further expands on what it means for the family unit, her personal

pnvacy, and her interpersonal relationships with peers.

It limits my privacy and it expands on my mom,s duties...she
needs to go through all our income tax...it is a way of life that my
parents have adopted, my mom especially, and my friends as well.
Getting a letter from a friend I need my mom to read it, a boy
writes me an email the boy is asking me out I don,t want my mom
to know but I can't read it and I don't know what it say,s so I have
to get my mom to read it...You lose a whole lot of privacy there.
The not showing up at class because the TA would be there waiting
for me, I never had the opporlunity to fool around in class or skip
French to do math homework. Doing these things are also social
things...so I couldn't interact the same way as my peers...but I
would hear what everyone else was doing.

"Teachers were least helpful" was a coÍrmon participant response stated by

all participants at some point during the interview. This comment related to

participants perceptions of negative teacher attitudes toward them. Participants

perceived teachers to have a lack of knowledge about learning disabilities, and

lacking in patience and understanding of them as students. They perceived most

teachers they encountered as unable to help them learn, suggesting in most

instances that teachers provided them with inappropriate teaching methods and

materials. They perceived teachers as lowering academic expectations for

participants and unable to intervene with the social difficulties participants

experienced.

Elizabeth was able to zero in on some positive attributes of teachers that

helped her. She was also able to zero in on teachers she perceived to have

negative attributes as holding lasting meaning for her as well. She commented on

the lack of patience she experiencad, "when teachers would yell and get angry
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because I couldn't do the rote memory and regurgitation,,. For Erica the lack of

understanding of what her problem was and the lack of knowledge and ability

educators had meant a maximum amount of frustration for her.

The hardest thing was the fact that nobody knew what the problem
was and when they did know they didn't know what to do ãbout it.
The fact that the teachers didn't want to do things in a different
way or that they didn't believe I had a learning disability. The fact
that I was told that this is what is going to happen but then what
happened was a vague interpretation from whai i was told I would
have for accommodations.

Ashley recalled others responses as being least helpful and described what

these frustrations meant to her along with the self-managing strategy she

employed.

Questions on homework lead to frustration from teachers and
family. If I had any questions, I would ask parents or teachers and
because I would keep asking the same quèstions, so many times
they would get frustrated. I got afraid they would get mad at me for
asking the same questions that finally I stopped arking questions.

Elizabeth describes another negative self-management approach in which

not only did she hide her LD within the school structure but also within her family

structure. She could not talk about it within the family because of the impact her

brother's diagnosed learning disability had on the family. She did not want to give

up the status she had accomplished with her well-developed literacy strengths as a

bright student within the family or educational setting, ..I was not able to talk

about it within my family structure".

Yvonne reflected on the meaning she attached to the help she received in

elementary as most unhelpful, "I always think that my resource teacher in

elementary that was least helpful. It was kind of like we were apainto be there,
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like it was taking time out of his day, like he didn't need to work with us, and all

that". Ashley's recollections are in line with Yvonne's for what having a learning

disability meant for her and her perceptions of teachers views of her and the help

she received.

In elementary I really didn't really get any help. Teachers thought
something was wrong with me and I was immature for my age.
Teachers weren't very helpful. I really didn,t get any help until
high school. Teachers were not helpful.

The meaning for Erica was negative with peer and teachers, "The social

aspects, my peers didn't really like me; they didn't want to be in-group with me

and the fact that the teachers didn't really know how to deal". Erica goes on to

describe the social isolation she experienced.

I didn't have friends until the end of grade six grades seven. I used
to spend the recess walking with the teacher who was supervising.
Being socially isolated was much less of a problem in high school
than in elementary. I think this was because when they knew me I
was the contagious epileptic who couldn't read...so if you played
with her you might become stupid as they used to put it.

Tom indicated that his difficulties meant negative consequences for his

personal relationships across domains, "ADHD impacted directly on my personal

interactions with peers and teachers. My family relations \¡iere very strained

during grade seven through grade nine". Norm suggested that the meaning to

family relationships v/ere not affected but felt that his ìnability to measure up to

peers had meaning for him, "My family was good about it, with peers you

perform ayeat or so below your grade level so you are looked at as though your

dumb, so that makes you feel inferior and puts you down on the social chain,,.

Ashley commented on another areathat she found least helpful that meant social
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isolation because of teacher inabilities to intervene, "My peers didn't understand

they just didn't want to put up with me. Teachers weren't that helpful,'.

Yvonne sums the meaning of her educational experience up to unhelpful

experiences of lowered academic expectations and inadequate interventions that

she perceived to attribute to negative personal feelings.

I didn't feel adequate I felt that I was somehow below everyone
else. I think the teachers played a huge part in the feelings of
inadequacy. This was evident in what their expectations were. I
thought that when I was being removed from the class that I was
missing out on fun thing they got to do as well.

David recalled the differences in teacher expectations between private and

public school and what these differences in expectations meant for him.

At Laureate it was incredibly small class sizes, incredibly directed,
hum there was a 5-1 ratio for students to teacher, there was an
incredible feeling of the teacher knowing what was going on with
your work. They understood me and their expectations didn,t
lower, like it wasn't like they assumed it was lower, they just
wanted you to get to that level, like once I got to junior high they
didn't care if I finished work or not or if it was up to par or not
where as at Laureate you would come home and have your
homework because you knew that was the teachers expectation and
that they would know if you finished your homework or not where
in junior high and high school nobody cared.

once I left Laureate it started going down hill I went to Laureate
for grades seven and eight then went back to public school for
grade nine. Laureate got me reading up to par in two years it was
incredibly impressive. I think it comes from being incredibly
focused and having that individual attention.

Norm who like David attended private school attached the following to what

he perceived to have been the least helpful highlighting what his experiences with

teachers in public school meant for him, "The least helpful were the public school

teachers". This section is summed up with Kate's description of her academic
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experience as she describes in explicit detail what it meant to have a leaming

disability for her during her K-S4 educational years. Her narrative captures the

social, emotional, and psychological consequences of learning disabilities.

It was all horrible, it was bad, before anything happened, I
remember teachers making me cÍy, calling me in idiot,
embarrassing me in front of the class, I had absolutely no friends,
the teachers just thought I was slow so they would stick me in the
resource room with kids that had cerebral pals¡ Downs
syndrome. I always thought that I was the idiot in the whole
school. I thought that I was the only one (with these problems) like
I was different than everybody else, like I was purple or something.
I never really had good schooling experience. If I had a gooã
teacher, I always felt like they felt sorry for me. Its okay you don,t
have to do this paper, you can just sit in the comer and color. I
didn't have anybody try and figure out that maybe she's not slow
maybe there's something else.

Associated Features (negative consequences)

The associated features are outlined in the DSM-IV-TR (American

Psychiatric Association 2000), which is the Diagnostic and Statistical Manual

used for diagnosing leaming disabilities by qualified individuals. These associated

features are viewed to be the negative consequences individuals with learning

disabilities often experience if appropriate intervention and supports are not

provided. Participants indicated that they experienced negative consequences in

the social, emotional, and psychological domains as a direct result of their

learning difficulties. The following stories capture what having a learning

disability meant for them in areas beyond academics that encompassed their

personal social, emotional, and psychological well being.

Tom pointed out that for him academic difficulty meant social difficulty and

a difficult time with transitions were most difficult, "Major consequences were
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social and made transitions difficult. Socially I was isolated; this made me have

feelings of contempt for my peers". Ashley shares similar meaning of her

experiences reflective of the negative consequences of learning disabilities

outlined in the DSM-IV-TR (American psychiatric Association 2000) as

associated features. She also describes her perceptions ofteacher responses to her

difficulties as having painful meaning for her, "social frustration, anxiety, and

depression. Teachers didn't help with social problems and they tended to punish".

Erica highlighted the meaning her educational experiences had descriptive of

negative consequences of the associated features along with physiological

experiences.

In elementary I had major anxiety and depression. I would come
home every lunch hour crying. I would be sick every sunday night.
I was sick because I was afraid that when I got to school something
would go wrong...like there would be a substitute teacher that
didn't know about me...and then I would have to prove myself all
over again, know I can't copy that or do this test. ...Oh well, why
you are smart why do I need to help you.

Elizabeth highlighted the negative way in which she managed her academic

struggles and educational experiences.

The main consequence of my LD is that I lied and covered up and
on a few occasions cheated to get through these rote memorization
things. I am ashamed of that but it was the onry way that I could do
it. I knew I was smarter than a lot of my peers and that's why I
cheated because I thought there was something wrong with the
system that was holding me back on something and that wasn't fair.

Positive and Negative Consequences of the Label

Participants articulated both positive and negative consequences associated

with the label of having a learning disability. The negative consequences

participants verbalized held meanings reflective of the associated features of
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leaming disabilities in the DSM-IV-TR (American Psychiatric Association 2000).

The positive consequences were viewed to mean gaining access to support and

academic interventions for academic success. The next few statements reflect

what participants found to be negative or positive consequences of the label.

David described the meaning of the label as negative within the context of

school and meaningless outside of the school environment because he was then

able to draw on his strengths.

I didn't have these outside of class, academically I felt incredibly
weak I didn't have selÊesteem around that and I didn't feel like I
was really going to succeed anyçvays academically I didn't have
selÊconfidence. I had other areas where I was strong like sports
and other things I succeeded in that area so my self-confidence was
good in these areas.

Yvonne infers that the label had a negative meaning for her because of the

typical intervention approach that was taken to help her academically also hurt her

academically.

Being taken out of class at certain times during the day for
remediation. It didn't matter what subject it was they would take
me out and say, "come and do this". This hurt me in other stuff
they were learning, remediation was pushing me further behind, so
I wasn't able to keep up with everyone else.

Ashley describes the meaning of the label to have had consequences not

only for her learning but also with her attachment to school. She describes the

managing strategies she used to avoid the school experience. Finding the external

forces she experienced within the school context overwhelming for her

emotionally and psychologically.

There were days were I would fake being sick I hated school, I
hated everything about school. I didn't like being at school because
they never treated me like I was a person. As I got older they
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figured something was wrong with me then they made fun of me
more- I felt bad about myself. In the early years, there was a lot of
anger but as I got older, I got depressed because I started thinking
how am I going to survive when I get out of school.

Erica viewed the label as having global negative experiences, "It was very

negative, and it is hard to think of anything positive, I can't think of anything

super positive happening". Norm describes the permanency that the label means

for him, "It has made me anxious; it has made me feel down. Even in university it

is always something in the back of my mind. It never really goes away. I don't

think it ever will". David provided an example of the positive meaning the label

can have for individuals because of the personal understanding and self-

knowledge that canbe gained from the label. Positive meaning of the label did not

occur for him until later on as was the case for most participants.

I didn't see it in the early years but now I see it as a positive thing. I
guess it is a positive label in a way because it removed this idea
that I was just stupid so I no longer felt well I'm just stupid and I
don't get it right you actually had a reason behind it (learning
difficulties).

Perceptions of Stigma taation

Participants commented on specific situational or interpersonal experiences

that were perceived as stigmatizing. Specifically they viewed instructional

methods, interventions, and accommodations highlighting problems with the age

and grade inappropriate materials as particularly stigm atizing. The viewed these

stigmatizing experiences to hold negative consequences for them reflective of

those outlined as associated features of learning disabilities. These narratives

bring to the surface the link between academic struggre, inappropriate

intervention approaches, unhelpful interpersonal relationships, the learning
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disability label, and experienced perceptions of stigmatizationwith the negative

consequences of leaming disabilities described in the DSM-IV-TR (American

Psychiatric Association 2000). The following statements capture participant

consensus around experiences they found stigmatizing.

Tom's reference to the social isolation was an experience all participants

remarked on during the interview, "socially I didn't fit in a¡d I didn't know what

I had to do to fit in". Nancy's comment highlighted the personal feelings that

stigmatization generated for participants and their inability to deal with the

situation. "I didn't feel good about myself; I didn't know how to deal with the

situation". Yvonne recalled the experience of being stigmatized because of the

academic materials she worked in that are age inappropriate but at her reading

level.

Other kids would be reading chapter books and we would have
Robert Munch at twelve years old reading books that are for
five/six year olds, it was stigmatizing reading at my reading level
when I was so much older.

Kate describes her experience with age inappropriate reading experiences

with her narrative story, "When they wanted me to read in high school they would

give me kindergarten books to read or math and those things weren't helpful they

just made me feel worse than I already was feeling". David reflects on the lack of

help he received after leaving Laureate as well as his place within the larger

school structure which may or may not be linked to that lack of disclosure around

his learning disability; although the fact that his school records would have

revealed the fact that he did experience leaming disabilities based on the fact that

he had attended Laureate Academy.
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Hum. I don't know when I left I kind of rebelred because I didn,t
get the help like for instance when I was in high school I didn't get
the help because none of my teachers knew, at that point I became
anonyrnous with my learning disability because nobody knew what
was going on so I never accessed any help. yea, I think maybe
more myselt I think that maybe I stigmatized myself because I
never told anybody about it so it was more of or people in hindsight
would look back and say oh maybe he has a little dyslexia.

Elizabeth experienced both teacher and peer stigmatization based on her

academic weaknesses regardless of the factthat she did not have the label

associated with her or any experiences of receiving resource help during her K-S4

education. The system did not pick up on her learning disability and her selÊ

management strategy focused on hiding her leaming disability because of her

fears of stigmatization. These fears were based on how she perceived other

students with leaming disabilities being treated for whom the label was attached.

I did feel there was something weird and different about me
because I could do so much better than my peers on so many things
but then there were others that I just couldn't do these things weie
so obvious to my peers. I couldn'i figure some stuff out.

Advocacy, Learning style, Educational Interventions, and rransitions

Participants made references to experiences with advocacy, educational

interventions, and transitional supports. The story lines that emerged from the

participant narratives captured aspects of academic struggle, interpersonal

relationship, elements of what kind of interventions were helpful or unhelpful,

types of supports participants received, and what these experiences meant to

them. The meaning of these experiences has influenced how participants have

managed themselves at different educational points, motivating experiences, and

their ability to selÊadvocate during later education. Participant comments about
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what it meant for them to have an advocate suggest views that they would not

have succeeded within education without a family member or educator taking the

advocacy role. The following selective narratives describe participant experiences

with advocates within the family, the educational system, and others received

privately. Kate credits the intervention she finally received to her private tutor

who also became a support to her mom for advocating within the educational

system. She describes in the following narrative what her tutor meant to her

academically.

The person that advocated for me was my mom. After grade eight,
the private tutor that I went to attend meetings with my mom and
the teachers at the school.... (Private tutor) worked with me from
grade eight to grade twelve. she worked on everything with me
reading, writing, spelling, and math. I know if it weren't for her I
wouldn't have learnt any of that stuff.

Yvonne referred to her mom as her primary advocate and described the self-

management skills she developed to help her cope; "I didn't receive any help after

grade nine. My mom helped me sometimes, but most of the time I just did it on

my own. I learnt to use strategies on my own". Erica described what it meant to

have her mother advocate for her, which is a shared point of view among

participant narratives.

It means a great much, it means I had someone I could rely on, it
means I had someone to come home to and they would make things
better. I didn't really need to self-advocate in high school because it
was done. I did have to selÊadvocate in grade eight but then I
would go home crying and my mom would finish advocating.

Ashley credits a teacher who influenced her future educational goals through

their patience to help her succeed. Below is a description of what this teacher

meant to her.

96



Post-secondary students with LD 97

In high school, my woodworking teacher really helped me out. He
was one of the first guy's (person) that really helped me out, and
pushed me toward good stuff that I really enjoyed doing, like my
wood working, and he huh, got me interested in wood working anã
taking the program at College in Kitchener Ontario.

Elizabeth finally had the experience of an educator noticing that there were

discrepancies in her abilities; guiding her to the help she needed to succeed within

post secondary education, she viewed this professor as her one advocate.

Elizabeth describes what this professors' advocacy meant to her, "The professor

in post secondary was my one advocate that made a huge positive impact on my

educational success".

Participants considered the development of selÊadvocacy skills as an

essential component for academic success. Ashley spoke about the meaning to be

able to selÊadvocate as an important skill set for academic success. Her view was

presented in a number of the participant narratives, "Taking charge, taking steps

to make sure your voice is heard because you're doing it for yourself that shows

that you're not afraid to admit that you have LD and maybe they are more likely

to help you out". David commented on the limitations of being able to selÊ

advocate in early education and the importance of being able to do so within post

secondary, "I was not able to advocate for myself during my K-s4 years, I am

able to advocate for myself in university and that is when I decided that if I was

going to succeed I needed to self-advo cate". other participant narratives

contained comments that described limitations in their abilities to selÊadvocate

during the K-S4 educational years.
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Educatíonal Interventions and Accommodations

Participant narratives provided story lines that reflected common

experiences with educational interventions and accommodations or about the lack

of appropriate interventions and accommodations. These nar¡atives provided in-

depth information about the negative or positive consequences associated with

various experiences with instructional methods, intervention, or accommodations,

perceived as either helpful or unhelpful to overall experiences. participant

narrative quotes provide a snap shot of what these experiences meant for their

educational experience.

Mary commented that her later educational years were better than her

early experiences. This theme, that "High school interventions were better than in

elementary school", was common throughout the student narratives. Ashley did

not perceive herself as having access to the help she needed until later education,

"It wasn't till high school, I was put in a program for slower students, and I would

write my test there where it was quiet and a place to go when I was having a bad

day for some time away" . Kate, who did not perceive herself as having access to

any appropriate instructional methods, interventions, or accommodations, until

she received private tutoring, had this to say about what the lack of these

resources meant for her.

I didn't have any special programs other than resource. Going with
the kids in the resource room with the kids in wheel chairs and with
downs syndrome. I didn't get any accommodations.



Post-secondary students with LD 99

Kate goes on to further describe what she perceived to be the only help she

received from the educational system, the "Resource teacher but it wasn'treally

intervention or accolrunodations".

Erica commented on what it meant for her to have formalized educational

interventions provided for her once she had individualized education and

transition plans put into place for her.

They meant I could learn and not need to stress, in grade ten I
stopped being sick every sunday night, my acne cleared up, it took
two years for my body to work this out, the anxiety went away
around grade ten, and the depression around grade eight and nine.
The IEP meant that I got the help I needed. once it was in place I
knew I had something I could rely on it meant I had rights. In grade
six going to grade seven we meet with the teachers two weeks
before school and we had a meeting on how we would approach the
issue.

Mary who also had access to individualized education and transition plans in

place for her suggested that they meant you get the help you need, ..I think that

having an IEP plan was helpful to me". For David, attending private specialized

education meant that he received the help he needed to overcome academic

challenges, "Specialized education meant that I learnt to read at the level expected

given my age and grade". Norm who also attended private school for specialized

education described what it meant to have the interventions and instruction to face

academic challenges compared to the ineffectiveness of the interventions he

perceived himself as receiving within the public school system, ..The public

support was minimal, generally an hour a week. Like it would, maybe they could

shed light on the troubles that I was having but there was nothin gthatcould be

learned from what they were doing".
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Awareness of other students with Learning Disabilities

Participants were probed about their awareness of other students with

leaming disabilities during there K-S4 educational years. If participants did know

other students with leaming disabilities they were further probed to share

information about the educational outcomes of these students in terms of high

school completion, school drop out, post secondary or work transitions. Most

participants were not familiar with other students with leaming disabilities during

their K-S4 educational years. A couple of participants commented that they were

familiar with other students whom they had worked with in small groups.

However they were unable to articulate the nature of these student's difficulties or

elaborate on their outcomes. one participant who managed their learning

disability by hiding it mentioned she had a sibling diagnosed with dyslexia.

Participant narratives are suggestive that not knowing other students with learning

disabilities contributed to their feelings of isolation.

The following comment provided by Mary was commonly pointed to within

the narratives, "sometimes I felt like I was the only one with LD,'. several

narratives also reflected this additional comment Mary provided, "I became aware

of a boy with downs syndrome, but did not meet many people with LD like

mine". Yvonne remarked on the experience of being paired with students whose

issues were related to behavior rather than learning, "I didn't know anyone else.

In my primary years there was another guy that used to go for help with me but he

had other issues as well like behavior problems and all that, and he wasn't a very

nice person". Erica was aware of someone who she thought had learning
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difficulties similar to what she experienced, but was not able to comment on the

student's outcome.

There was a kid in grade three that his mom wourd make sure that
he was in my class right to grade six because he would benefit from
my TA. I don't know what he had because I don't think he was
ever assessed. I think it was something like dyslexia because his
problems v/ere a lot like mine. But I don't remember him being at
school after grade nine or ten; whether he dropped out or
transferred I don't know.

David indicated that his awareness of other students with learning

disabilities was limited to his private school experience.

I was aware of others at Laureate but not in the public system
except for when I was in special classes in elementary but when I
was in public school in grade nine I wasn't aware of anybody else
who had them but I am sure there must have been but I had no clue
to who they were.

Elizabeth shared information about her brother's experience with learning

disability and his outcomes.

My brother was diagnosed in kindergarten and that was hard. Then
there were two other boys that were diagnosed that went off to
resource all of the time. My brother was streamed to trade school.
Then he joined the military. The military actually tumed out to be
the best thing for him. Eventually he ended up in the Special
Forces. He did finish high school in adult education once leaving
the forces and went into carpentry.

Challenges and Barriers

Participants elaborated on their most signifìcant challenges and barriers

and the motivating factors that helped them continue to persevere to overcome the

challenges and barriers experienced. Challenges tended to relate to the academic

difÍiculties they experience, interpersonal relationships with familg teachers, and

peers, along with aspects of struggles of daily living as a direct result of their
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learning disability. These experiences were perceived to have negative

consequences of leaming disabilities outlined as associated features in the DSM-

IV-TR (American Psychiatric Association 2000). The specific barriers relate to

areas of academics that remain a problem for participants, and their abilities with

tasks of daily living, which they perceive as areas that they have not been able to

overcome. Participant narratives highlighted the social expectations of the larger

community as being challenging or creating barriers. Motivating factors were

their fami ly; effecti ve intervention appro aches, p o sitive interp ersonal

relationships, and their personal athibutes of selÊdetermination that helped

participants continue to move forward in education. The following narratives

describe the meaning of challenges and barriers along with what they found to be

motivating influences.

Kate mentioned how measuring up to others was a meaningful challenge for

her, "Not being on the same level as everybody else I didn't have any friends. It

didn't seem like my challenge would end when it came to school". yvonne

echoed the problem of being able to measure up to others as being a meaningful

challenge added into her academic experiences, "The hardest part would have

been just that I couldn't keep up with everyone. All the problems, just like writing

papers and everything else I would have problems with". Ashley commented on

academics and social difficulties as meaningful challenges, "some of my subjects

like math, reading, getting along with peers, and dealing with bullies,'. Tom

commented on the social aspect of his experience, "I felt like I was always trying

to fit in. I didn't feel I belonged and I didn't know what I had to do,,. Norm
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mentioned his biggest challenge as being directly linked to academics and the

leaming process, "The academics, reading, writing, that sort of thing. Learning is

a slow process". Nancy reflected on the lack of understanding she experienced as

challenging, "Not being understood".

David highlighted the difficulty remaining motivated to continue putting the

effort out to learn as being a major challenge.

I think the hardest thing was just motivation it was incredibly hard
to feel that the work you needed to put in was worth it that it
mattered at all that it was going to do anything and subtle things
kind of went on that I don't know if were intentional but there wãs
this assumption by people that once they knew that you weren't
going to go on academically like you were kind of pushed into this
idea of oh why don't you go into the trades why don't you do other
things why bother taking s courses you know just take the G the
expectation drops therefore your expectation drops and therefore
your motivation doesn't kick in at all like why am I caring.

Elizabeth mentioned structural issues as barriers and how she managed her

awareness of her learning disability during the K-S4 educational years as

challenging.

It was being held back, things, barriers created over stupidity like
rote tasks. I had to hide my LD because of the stigma associated to
it. I felt that there were things that would have been closed off to
me if anyone knew I was having this problem. I viewed the LD as
presenting a barrier if anyone knew.

Kate commented on the barriers she still experiences.

There are still silly ones that I still have now, I can not hand write
and it is somethingthat I will never be abre to do, I can not do math
and things like that are things that it just doesn't matter how much I
practice I am not going to get to overcome those things. I honestly
haven't tried practicing hand writing for a long time.

Erica mentioned both the academic barriers and the social consequences of

these barriers. "The reading, the writing, the posters, the talking on MSN and
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passing notes in class which I never did, the talking behind the teachers back

which I never did because I had a TA sitting beside me,,.

Motivatíng Factors Partícipants Attribute to Educational success

Participants held a shared meaning to their struggles as it provoked personal

attributes of self-determination. Sometimes this self-determination became a

motivating factor to show others that they can do it (leam). This is more or less a

shared motivator among participants. Next were the influence of those that helped

them in the learning process, and the importance of obtaining long-term goals and

careers as commonly shared motivating factors.

Kate shared the following narrative.

It has always been that I just wanted to become a resource teacher
so I can make sure that nobody else goes through what I went
through. I don't care if I have to be eighty when I graduate from
university, that's my only goal, and that has been my goal since I
met the tutor that helped me. she (private tutor) motivated and
directed me into what it is that I want to do.

Yvonne's self-determination was her primary motivator, ,.I said to myself

that I could do this because everyone else can. I wanted to prove to everyone that

I am as good as they are". Erica shared this view about what selÊdetermination

meant to her, "My determination to not get whipped and to show them that I can',.

Ashley found family support to be her motivator; "Parents helped with homework

and helped to make things easier". Mary found the help she received within the

education system to be motivating, "Motivating factors was talking to teachers,

and other adult supports to help with strategies to overcome difficulty''. David

indicated that he didn't have any motivator until later which is interesting because

he had access to appropriate intervention in private school but at the same time he
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did not find his later experience in public education during high school as

directing him toward post secondary education, "I didn,t have any motivating

factors until later on".

Additional Participant Views

The final section of this interview encouraged participants to share any

additional information they felt was important and wanted to emphasi ze.The

comments surrounded the importance of better understanding of students with

learning disabilities, increased education for teachers, and better understanding,

intervention and prevention.of the associated features such as poor selÊesteem,

low selÊconfidence, and negative selÊviews, and access to specialized

programming. overall participant thoughts around these phenomena are

highlighted in the following statements below.

Nancy shared the following concern, "Not everyone diagnosed with a

learning disability is the same. People need to be open to the differences, don't

judge a book by its cover". Ashley highlighted the importance of patience and the

gift of time, "I think it is important for people to be able to be patient and take

time. I didn't have a lot of people being able to take time and be patient with me,

to explain things over and over until I got what I needed to know,'. yvonne

remarked on her views about the importance ofpreventing the associated features.

I think the whole problem with the early years is help kids with
leaming disabilities is keeping self-confidence. If theydon,t have
that there is not much that they can do. They don't feel like they
can accomplish more. It is important for people to recognize the
other things that happen to kids with learning disabilities like rhe
self-confidence and self-esteem issues, feelings of stigmati zation;
these areas need to have intervention.
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Erica made reference to the importance of knowledge for teachers to enable

them to better help students with leaming disabilities, "Teachers to be aware of

stuff...teachers to keep updated on different schools of thought, technology, and

research, if these teachers knew what they are dealing with I probably wouldn,t

have had half the problems I did". Norm commented on the importance of having

access to teachers who are properly trained to deal with learning disabilities along

with the need to be able to provide students with more personalizerd attention in

smaller classes, "Access to funding for private school where the teachers are

trained to deal with learning disabilities and the classes are smaller',.

Tom commented on the importance of the structure for helping students

with learning disabilities and highlighted the impact that leaming disabilities can

have for interpersonal relationships.

There was a major relationship improvement with my family when
I went to private school. My family relations were very strained
during grade seven, eight, and nine. private school gave us the
chance to disengage a little bit. It gave my parents some relief
because they saw that I was actually going to be able to go
somewhere. Because they saw some progress and some of the
tension was released.

Summary

Participant narratives suggest that early educational experiences held an

array of negative meanings and consequences within the context of education.

Academic difficulties were described as having an impact across a variety of

academic domains and access to the help students needed were described as

limited within public education. Interpersonal relationships particularly with

educators and peers were viewed as being strained and for some participants
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unbearable. Participant experiences with the negative consequences associated

with the label, experiences of stigmatization, and the challenges and barriers

experienced were thought to create global difficulties within emotional, social,

and psychological domains during the K-S4 educational experiences. positive

experiences were described as being able to rely on an advocate to provide a voice

for them within the context of education and gaining access to the methods of

instruction, interventions, and accommodations needed to promote academic

success. These positive experiences provided participants with the increased

personal knowledge needed to facilitate learning and created opportunities for

positive educational experiences.

The participant narratives obtained in this interview are rich with

experiential information that will be fuither developed into a theoretical model

using the grounded theory in chapter eight, Theoretical Development. The Third

Interview: Post Secondary Education and Identified Solutions Narratives will

provide further insight with respect to the concepts that emerged during the

Second Interview: Early Educational Experiences K-S4 Narratives. In turn, this

will help explain how the predominant concepts that emerged in the data of each

respective interview fit together for theoretical development that captures what it

means to have a leaming disability a different educational points for students with

learning disabilities.
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Chapter 7

FINDINGS OF THIRD INTERVIEW: POST SECONDARY EDUCATION AND
IDENTIFIED SOLUTIONS NARRATIVES

The third interview involved gathering in-depth participant narratives

described participants' post secondary education experiences and explored their

identifìed solutions to the challenges and barriers students with leaming

disabilities often experience. Overall participants reported post secondary

education as being a positive experience particularly when compared with how

they described their earlier educational experiences. Narrative stories provided

insight with regard to the similar experiences participants attributed to their

educational successes and motivational attributes to participate in post secondary

education. These similarities existed despite differences experienced in terms of

how participants gained access to the appropriate educational strategies or

experiences with success that enabled them to develop increased personal

awareness of their learning profileé and awareness of the specific effective

strategies to help them overcome their weaknesses. These differences are evident

in the narrative story iines that describe variation in exposure to educational

interventions and accommodations, access to private resources, public education

support, high school completion, and workforce participation previous to their

enrolment in post secondary education. Participants attached similar meanings to

their post secondary educational experiences with regard to their academic

success, use of strategies and accommodations, low or absent experiences with

feelings of stigmatization, and more positive interpersonal relationships.
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Transitions to Post Secondary Education

Participants commented on their transitional experiences to post secondary

education, how they came to the decision to attend post secondary education, and

highlighted some of the factors that motivated them to participate in university or

college. Five of the ten participants transitioned directly to post secondary

education from high school, one participant only attended for a few months before

dropping out; she later enrolled in university as a mature student after successful

employment and college experiences in which she completed a diploma.

Employment experiences were reported to be important milestones for success by

five other participants who indicated they worked for a period of time, and,/or

attended other educational progïams before enrolling in post secondary as mature

students.

The first two narratives that describe managing transitions and academic

course loads with accommodations in post secondary education are polar

opposites; nine of the ten participants share Norm's approach for managing their

learning disability in post secondary education. Yvonne transitioned directly to

university from high school. She has registered with Disability Services Centre

however she didn't receive accommodations because she found self-identifying

her leaming disability for accommodations stigmatizing. yvorure is the only

participant in the sample that did not use the accommodations available to her

while participating in post secondary education. She notes "I rvent straight from

high school to university and that has worked out well. I am in second year now

but taking first year courses".
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Norm also transitioned directly to post secondary education from high

school. However, he enrolled with the Disability Services Centre as soon as he

entered university to secure the accommodations that he needed for educational

success. Securing accommodations when enrolling is the strategy used by all

other participants who entered post secondary education knowing about their

leaming disability. "I went straight to post secondary from high school...there

were a few things at the U of w, study habits and afew workshops that I went

to". sfudents whose leaming disability was confirmed during post secondary

educational all secured accommodations after their initial diagnosis.

Kate talks about the assistance she received transitioning from college to

attend university for the second time, which involved transitional support from

her Red River College counselor and what this meant to her.

Through the counselor at RRC, we talked about what I had at RRC,
and how we would like the same at u of winnipeg. My counselor
from RRC took me to meet the DS person at university of
winnipeg so that I would have the supports I needed. she also took
me to Learning Disabilities Association of Manitoba so that I had
more support and could leam more strategies.

David andBlizabeth attended adult education to complete their high school

diploma before entering post secondary as mature students; all other participants

completed their high school diploma in regular high school.

David elaborated on his experience after high school, adult education, and

work before entering post secondary education as a mature student.

I worked before coming to university, I traveled for a year after
high school then went back to school because I needed two credits
that I had failed (adult education), then I worked for a bit then I
went to flight school then worked in that for two years.
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Elizabeth who was not diagnosed until her second year ofpost secondary

provided the following narrative about her high school experience, adult

education, and her transition to post secondary as a mature student.

I went to an adult education place and told them that I wanted to be
a doctor so they said here is where you are and here is what you
need to do to get into medicine. By the time I got into u of M I
knew I didn't want to be a doctor anymore but I knew biology was
what I was interested in. I did grade eleven and twefve by
correspondence. Physics, advanced math, history, and biology *"rL
what I needed to do through correspondences. I started taking
university courses through the university of 'waterloo 

througñ
correspondence. Then r realized I needed to get into university so I
started university of Manitoba when my daughter was two. she got
into the university daycare.

Tom highlighted his experience in the armed forces as influential in his

decision to enroll in post secondary education. Tom entered university as a mature

student. He was able to obtain the marks needed to enter into the field of

engineering. However he indicated that the structure of his faculty is not a good

match for using the typical accommodations. He also indicated that the method of

instruction within his faculty does not work well for his learning style.

I entered the armed forces before attending post secondary
education...some of the experiences within the armed forces was
influential for me attending post secondary, and the area that I have
focused on in engineering. I entered university as a mature student.
I took prerequisites for engineering during university one then
applied to engineering based on those marks and was accepted. I
did very well in University One.

Ashley gained employment in a field that she thought might be an area of

interest in pursuing as a career, "Before I went to RRC, I worked at a daycare and.

it has been helping me get through college because sometimes I base past

experiences from the daycare and it helps me understand the course work',. Erica
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who traveled after high school describes working for a period of time before

enrolling as a mature student, "I worked at the museum, and at apizzaplace, I

memorized the menu, the chef could read my writing but his wife couldn,t,,.

Nancy indicated she worked and took a few evening courses before making the

decision to participate in university, "While working I attended evening courses at

RRC for three years".

rnfluential Motivating Factors for post secondary participation

Participants indicated that experiences in high school, their work experience,

or their aspirations for a career were influential in their decision to attend post

secondary education. Participants made reference to a number of motivating

factors and reasons why they made the decision to attend post secondary

education that related to personal views around education and careers.

Participants elaborated on their personal educational views, talked about what

motivated them to attend post secondary education, and what participation in post

secondary education means to them.

Ashley who is working on her second college diploma realized,that the first

diploma was not a long-term career for her; however the first diploma was the

beginning of educational success in which her high school wood working teacher

played an influential role in motivating her to try post secondary education.

Ashley was motivated by what she discovered to be strengths for her during early

adulthood along with her self discovery that what she was trained to do was not a

good fit for her with respect to the job market, "I found wood working wasn't for
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me, I found that I am really good with kids, its something I enjoy so I wanted to

pursue acaÍeer in child caÍe".

Elizabeth recalled what motivated her to attend university in the following

statement in which she describes her decision and what she had to do before she

would be able to go into her interest field of science.

It was key between being what I want to be and foilowing some
other path that didn't fit. Post secondary was absolutely criiical to
becoming what I wanted to be and I had to do it. I decided to go
back to school and in order to do so I had to go back and finish
high school because I had left high school in grade ten. Dropped
out of high school or avoided taking the harder courses becauÀe I
was struggling and not able to do anything about it. well I didn't
really drop out I opted out of all the hard courses and I took the
filler courses or option courses. I had worked in a whole bunch of
jobs as a waitress and what not, but I needed my grade twelve to go
into science, so that's why I went back to finish high school.

Erica looked at her interests and her love for learning, "What motivated me

to go to university was my love for learning. I was interested in math and theatre,,.

Norm like other participants did not think that a high school diploma was enough,

"I thought that having a high school diploma was not good enough, I would have

thought I was a failure if my education had ofjust ended there".

Kate had long-term goals that motivated her and her experiences with

educational success in college provided her with the selÊconfidence to try and

pursue her goals.

The college experience was motivating to go back to university and
follow my dream of being a resource teacher. I knew the course
that I took in RRC to be a TA was not going to make me happy for
the rest of my life. Educational success to me would be getting
great marks in school like A's. Definitely to accomprish goals I
want really good marks.
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David credits his motivation to his selÊdetermination, abllity to self-

advocate, and awareness of the strategies that work for him as being linked to his

current educational success.

Now I do, really wanting to succeed in it, and rearizingat this point
in my life knowingthat I have an LD and knowing what I neèd to
do and that you know...learning what I needed to do that works for
me and applyrng them (strategies) and trying new things to see how
they work...I'll talk to students and ask how they study and see if
those strategies work for me, and if I need help understanding
that's okay, for example for an essay exam if I need extra time then
I need extra time and excepting that and not feeling bad about
having an LD like I did in high school. At this point in my life I
realize that it is not who I am. If someone asks me why I wasn't in
an exam I will tell them that I have a LD and I get extra exam time
in a private space and it doesn't bother me.

Yvonne who hid her learning disability in high school internalized the

expectations that she perceived coming from educators in high school that post

secondary was an expectation for her, she indicated that post secondary education

was important because she wanted a caÍeer; other participants echoed that they

entered post secondary education for career purposes.

v/ell like I always kind of planned on going...well I didn't always
plan on going to university although in my early years I didn't
think it was quite possible. when I reached high school it was sort
of thought of that if you are smarter you go to university, it was
kind of expected of me. I didn't really want to do any manual type
ofjob so university was the right fit.

Meaning of Educational Success for participants

Participants pointed to both high school graduation and participation in post

secondary education as measures of educational success. This is what participants

had to say about educational success and what this meant to them specifìcally.

Nancy viewed graduating high school as being a measure of academic success
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"Graduating high school"; other participants also referred to positive high school

experiences as a benchmark for educational success. Kate talks about the various

steps she took before re-entering university for a second time to try to reach her

long-term goal. Several participants mentioned that their successes needed to

come from outside of the high school experience before they pursued post

secondary education.

I didn't have anyone to help with that, or anybody from high school
talking about when you go to post secondary it will be this and this
sort of thing. This may have been part of the problem why I
dropped out of university the first time. I went to university right
out of high school. I was there for a year and a few months. I am
not to sure if I succeeded so well in college because I had that
break after I dropped out of university for a year or if college is a
different atmosphere which I think was another reason. I know
when I came out of Red River with the good marks. The transition
from RRC to university was helpful because I had gained the
confidence I needed to go back to university for the second time. I
got a lot of help in college the stuff I had was extra time to write
exams. It was a different atmosphere, the teachers would give me
the notes before hand on the computer and blow it up in huge print
and give me all the notes. stuff like that. I got a lot of help, the
college was able to accommodate me, you know the extra struggles
I would have and that was part of the reason I did so well. My GpA
from College was 4.5.

David describes how he found success in another field after dropping out of

high school before he entered university. Experiences with success either in

emplol'rnent or other areas of education were common for participants before

enrolling in university.

Before I came here I got my pilots license and I got my flight
instructors license so I can teach people how to fly, so when I was
doing that I was doing well so you know...university is great. I
went to flight school. Flight instructors make no money and it was
basically a transition job, I realized even after that transition that I
didn't want that lifestyle; I didn't want to spend twenty days away.
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Ashley has found herself in a field that both interested her and where she

receives the supports she needs to succeed in order to follow her career

aspirations.

Yes, I see myself as educationally successful. I am in my second
diploma in college I finished my wood working and now I am in
Early childhood Education at RRC and so far I'm passing
everything and doing pretty well, even when the pass mark is 65zq
I'm doing alright.

Erica refers to the support she has received in post secondary education as

contributing to her educational success.

The teachers at university have contributed to my educational
success. My calculus teacher has given me technology to use; my
French teacher realized there was a language issue between thê
scribe and me so he let me do my exam on my own. He recorded
the text to a tape and let me do the analysis of tLe text and I handed
him a cD, hum, so it is relieving to have people open and willing to
help. I am able to advocate very well in university.

Tom who has experienced academic difficulty in his major area of study is

the one participant that did not feel educationally successful.

I don't feel educationally successful because right now I only have
half the courses completed that I should have for the time spent at
university. I haven't been as successful as I wished becausaof my
learning disability the amount of credit hours that is considered a
full course load is less, so I only have to take four courses each
term as opposed to the five expected. This is not helpful this term
because the expectation of the multi is imposing a time frame that
is not in sink with the recommended course load based on the
recommendations of accommodations determined from the
assessment.

The military is policy driven, and getting extra time is not easy to
do, it is questionable that I slipped through because they only have
a slot to answer questions so they don't know about having anLD,
so now I need to repeat any missed time on my own time.
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Participation and Academic Management in post secondary Education

Participants talked about their major and minor areas of stud¡ how they

manage themselves in post secondary education academically and what

participation in post secondary education means to them. Participants did not

report feeling that they have ever been openly directed away from a field of study

within their narratives because of their learning disability. Although there were

three participant responses to a question on the First Interview: Participant

Screening Questionnaire that seemed to suggest they had been directed away from

a field of study. In the narrative data these three participants mentioned making

conscious decisions about fields of interest that they decided to back away from

because of their leaming disability. This was because the particular fields of

interest would have been taxing because of participant learning profiles of

strengths and weaknesses and the potential course demands within those fields.

One of the participants made a conscious choice to follow another field of

study because her first choice to enter social work was not available to her at the

smaller university she wanted to attend. Therefore she was forced to balance her

career choice against her choice of educational institution that she wanted to

attend because of the smaller class sizes available at the smaller institution. David

indicated that he has other areas of interest but he is studying in the area that he

wants to pursue, "Hum not really, I mean there are lots of fields that I find

interesting but I haven't considered other fields". Norm indicated that there are

other courses he would ]ike to take but he is in his chosen area of study, ..Just

different courses, I was thinking of taking math but economics is my first choice,'.
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Erica had other areas of study she considered but decided what she would need to

be able to do academically in those fields would draw too heavily on her

weaknesses. Therefore they were not options that would have been a good match,

"When I was in grade ten I thought I would be an engineer or a physiotherapist...I

was deterred from engineering because of the writing load and now I am more

interested in doing theatre sets".

Academic Management, Accommo datíons, and E ducato r Suppo rt

Accommodations participants indicated were available to them are

descriptive of what is pointed out in the literature as common accommodations

available in post secondary education. The described accommodations are the

same as those participants reported in Barga's (1996) study highlighting how

participants manage their academic difficulties within post secondary education.

Participants commented on the accommodations that are available to them and

what these accommodations mean to them. Most participants indicated that the

accommodations are positive experiences; however one participant indicated that

the typical accommodations were not overly effective because of the structure of

the exams and the instructional methods of the department in which he was

studying. This is what participants had to say about the use of accommodations.

Yvonne, who does not access the supports that could be available to her,

talks about how she manages her academic course load in this narrative, ..r

consider myself like everybody else. I write down my course load dates for

assignments and tests and follow it. use time management strategies,'.
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Ashley elaborated on what accommodations available to her mean and the

support that she receives from instructors.

RRC I have test accommodations like extra time, private test area,
use of electronic dictionary. I can listen to music while writing tests
because it helps me focus. The teachers give me power point notes,
if I need clarification on projects I can get the teachers to look over
assignments before I hand them in.

David mentioned the accommodations available to him and what the

professor support means to him.

At this point the supports the ones that I find most helpful are the
voluntary note takers, I mean at this point you have a few classes
that have power point and I am able to get the power point lectures
from the teacher which is immensely helpful but if that doesn't
happen its really nice to have the voruntary note takers, the extra
time especially for essay style or short essay tests, I can use a spell
checker for these, but also the teachers are really understandìng
because at this point I don't lose any marks for grammar or spelling
on long answer tests, also having writing assistance workshops.

Kate had this to say about the supports available to her during her second

experience attending university and what these supports mean to her.

The supports are very helpful the second time round at university. I
could maybe name a few things that could be done differently in
the supports, although I am very grateful for the supports because I
know without support I would not be able to go-to university.
university is set up for people like my sister, people who donlt
have disabilities. I am glad they have done ìomething to
accommodate students with LD, you know other people that ãon,t
think like the majority of people in university.

Norm commented on his intention to continue into graduate studies as an

indication of what he now views his educational abilities to be and what

participation in post secondary education means to him, ..I plan on going to

graduate studies in economics".
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Tom decreased his course load because of his learning disability, which he

did find helpful for managing his leaming disability in post secondary education.

However this may not have been beneficial for him because the expectations of

both his department and his employment in the armed forces require that course

completion be within a specific time frame. Tom mentioned that the typical

accommodations are not helpful because of the exam structure and instructional

approach within engineering.

Academic accommodation of decreased course load has been very
helpful. But you don't complete the program in the time allotted by
the faculty of engineering and I don't know if the faculty is aware
that they need to give me more time. There is no educational
support system with the military and the pressure is not relieved
from them. I have been hesitant to go to my professors with the
infonnation about my assessment, in part because I didn't see the
accommodations as affecting my outcome. They (the
accommodations) wouldn't have helped.

Erica managed her academic difficulties by making sure that she had

courses that she found intellectually stimulating to motivate her while trying to

complete courses that were difficult for her because of her specific weaknesses

associated with her leaming disability. She also describes the confusion she often

experienced with professors because of the inconsistencies in her academic

abilities that occurs because of her leaming disability.

I tried to always have one course that I would fìnd very difficult
like the calculus and other courses of high interest that would keep
me motivated. This was one of my coping mechanisms.

I could go somewhere and say that I had a learning disability and I
need the extra accommodation but professors that are mainstream
leamers have a difficult time understanding me because I can do
very well, yet I need accommodations.
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Participants talked about how they secure academic accommodations and

what this means for them. Yvonne is registered with the Disability Services

Centre but chooses not to use the accommodations available to her because she

found the experience of disclosing her leaming disability to secure

accommodations to be stigmatizing, "I am registered at DS but I don't receive any

accommodations I do everything like everyone else". yvonne is the only

participant in the sample to report experiencing feelings of stigmati zationwhen

self-identifying for accommodations at a Disabilities Services centre.

Ashley described how she went about securing accommodations at the

college she attends. All but one student recommends contacting the disabilities

services to set up accommodations immediately the way Ashley describes.

The first day I found out I was accepted to RRC I took a copy of
my assessment report to a counselor at student Services and they
started getting the accommodations organized. The counselor
emailed my teachers to let them know what my needs would be.

David goes into depth about the process of getting accommodation and his

willingness to approach securing accommodations in a proactive way.

I am the one that has to do it, if you aren't getting the voluntary
note taker you need to talk to the instructor and let them know that
it is not happening or let DS know that they need to send another
letter, the same for exams you have to be very proactive you have
to let them know that this is what you want and this is what your
going to get and this is what means success for you.
Accommodations are available to you but you need to make sure
that you get them I can't imagine that if you just sat back being
able to get them or succeed with them.

Elizabeth who gained access to an assessment and accommodations to help

her during her second year as an undergraduate had this to say about the support

of a professor who helped her obtain an assessment and the accommodations she

t21
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needed to succeed. She also describes amanagingtechnique that she used to gain

access to help through the Access program.

It was the one professor that first helped me get an assessment and
secure accommodations. Also, even though I wasn't an Access
student I did sneak in on the access tutorials and lectures. I kept
careful track of where the aboriginal students were and who was
having tutorials with the access program and just walked in and
acted like I belonged to get some help and it worked. None of the
aboriginal students ever questioned me being there.

M e anin g of S e lf- I d en t ify i n g

Participants had mixed things to say about self-identifying, as some find

self-identifying stigmatizing, and others find it empowering, and some

participants had specific strategies associated with self-identif,iing their learning

disabiiities in order to secure accommodations. Self-identifying for

accommodations is an experience that is almost isolated for participants to their

post secondary educational experiences. In the K-S4 years participants reported

that family members usually their mother advocated for them within education or

they declined to selÊidenti$r. Participant narratives reflect some variation in the

meaning of self-identifying among participants within the context of post

secondary education.

Yvonne who does not self-identify for accommodations had this to say

about what her leaming disability means to her.

It doesn't mean anything to me now to have a leaming disability. It
is not a part of who I am, having an LD is just a little part of me it
is not going to effect who I am. I think that people without LD have
problems too. It is not part of who I am.
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Ashley indicated that being able to self-identify was important because for

her it means that she is okay with her learning disability and that by doing so it

secures what she needs to succeed.

I think it is real important that I am able to do that now (self
identify) because it means that I am finally okay with knowing that
I have leaming disabilities, and that I will fight to get the
accommodations that I deserve and need to do as well as possible.

Nancy shared Ashley's view with regard to what self-identifying means to

her, "hnportant to be able to self identify LD because it means its okay''.

Kate explained that selÊidentifliing is difficult for her but it is something

that she can do now without getting extremely upset.

Before I could not self identifli to anybody without getting upset
and crying after saying two things. Now if I need to talk to a
professor or if I am in a group and I have to say you know what I
can't read your handwriting I am dyslexic or whatever, I can do
that now. I still struggle with it but I can at least tell people and not
cry-

David talks about the importance of not only approaching the Disability

service centre to secure accommodations but also the importance of being

proactive and following through with the request to get what you need.

DS services sends out a notice, but I have went to the professor
because the professor hadn't put out a notice, but then the professor
said well I am just going to give you the power point notes, which
he had the intention of giving me the notes but he had no way of
notifuing me because of the system so he was waiting for me to
come to him about the notes.

Erica mentions feelings of stigmatization associated with the experience of

self-identifying for accommodations but shares David's view about the

importance of being proactive to get the accommodations you need to succeed.

sometimes I feel stigmatized when I have to disclose, but if I don't

t23
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I won't get the help I need. I had to tell my theatre teacher, at St. B
campus I had to tell the teachers because the system wasn't there. If
there isn't a system in place then I feel like I need to disclose to
everyone...In theatre, I learn my lines through tapes, I record the
first reading, someone reads my part during the first reading then I
listen to that over and over again to learn the lines.

Elizabeth like Erica suggested that self-identifying can mean feelings of

stigmatization, "Feelings of stigmatization surface if I need to self identiff to my

professors".

Meaning of Post Secondary Education Participation

When it came to describing what it meant to participate in post secondary

education the narratives participants shared ranged. Some mentioned it meant

being able to show others that they could succeed through personal self-

determination. However, others mentioned their appreciation and reliance on the

accommodations available that they view to provide them with the ability to

accomplish long-term goals and secure careers in interest areas. Participant

narratives are reflective of more positive educational experiences than were

previously experienced during the K-S4 educational years. The following

narratives provide a snap shot of what it means to participate in post secondary

education.

Yvonne who had indicated that what motivated her to succeed in education

was her self-determination to show others who she perceived as holding low

expectations of her that she could succeed academically. She had this to say about

what participation in post secondary means to her, "It means that I proved a lot of

people wrong. A lot ofpeople expected that I was going to go into some kind of
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training program to get some sort of low paying job but I am dispelling those

rumors a little bit".

For Kate participation in post secondary education means that she is

accommodated with what she needs to succeed and it is these accommodations

that have made it possible for her to follow her goals.

That's my goal, I would honestly not be happy if I didn't, wasn't
able to accomplish my goal, if it suddenly changes, and I don't get
any accommodations, I'm not to sure what I am going to do
because this is the only thing I ever wanted to do, I think I would
jump off a clifT, or I'm not too sure but I'm glad that it is working
out.

David added the importance of people being supportive, "the DS services,

persons have been very supportive and they have helped me out a lot". He

highlighted how having access to accommodations and support was meaningful

for his ability to participate in post secondary education.

Elizabeth whose motivation to participant in post secondary education was

career and accomplishment oriented had this to say about what it means to her to

have a leaming disability in post secondary education and her experience with self

identifliing.

If I have to be honest and say I have a LD it makes me cry inside. It
is almost impossible for me to do it (selÊidentify) with a stranger.
If I am f,rlling out a job or grant applications and my professors say
to put what the special circumstances (why it took longer to
complete something academically) when I had to fill in things like
that it made me almost nauseous. To have to do that and it never
helped anylvay because I never got any of the grants or jobs where
I put that in up front anyway. Self-identifliing is reserved for when
I am cornered and somebody that I trust has spotted something and
I will share the real issue.
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Academic Accommodations ín Post Secondary Education

For the most part the accommodations available to participants in post
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secondary education are secured more easily, are provided more formally, and are

considered appropriate for the learning disability they experience by participants.

Experiences with accessing accommodations that participants view as effective

are positive at the post secondary level and participants report fewer negative

experiences within post secondary securing the accommodations they need

compared to earlier educational experiences described in their shared narratives.

Narratives reflect that the approach to accommodations in post secondary provide

them with a sense of security that they will be able to succeed academically.

Participant narratives provided insight into the differences most participants

experienced with respect to current accommodations available and those available

during earlier educational experiences in the public school system. There was an

exception to the common views held by participants by three participants who

reported having similar accommodations available to them while attending school

in the K-S4 years. The three participants who had access to a more formally

organized set of accommodations during the K-S4 educational years shared

narratives that suggest they were limited to what type of accommodations were

available to them initially and that their accommodations only became stable and

more formally provided to them once they had IEP's and ITP's put in place for

them.

Nancy who had an IEP and ITP in place during her K-S4 years indicated

that the supports received during post secondary education are similar to those
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received in previous education. The two other participants who had IEp's and

ITP's in place reflected similar experiences because of the supports they received

during early education, "similar supports such as a note taker and scriber, the

difference is it is more challenging,,.

Ashley remarks how much better the accommodations are in post secondary

for her compared to her other educational experiences.

It is completely different in coilege both times compared to high
school, and my earlier education because there is so much more
help and there actually willing to do accommodations. The
teacher's- professors they are willing to do as much helping as
you're willing to work for, so if you're willing to do the wort ihey
are willing to help you out.

David who attended the specialized education program atLaureate

Academy for students with learning disabilities elaborated on his self-

determination and proactive approach to secure what it is he needs to succeed.

It's more self-directed, it's much l1ìore, at least for me it's much
more selÊdirected it's much more what I want and that feeling of
me going after it and trying to succeed.

Meaning to rnterpersonal Relationships with Family, Educators, and peers

Participant narratives reflected more positive experiences within their

interpersonal relationships during theirpost secondary educational experiences

than previous perceived relationships during their K-S4 educational years. Most

participants had reported that interpersonal relationships tended to improve for

them after the transition to high school. This is interesting because it was during

the high school educational years S1-S4 that most participants reported gaining

access to the help they needed for academic success or when they had gained

access to an instructional intervention privately. It was these experiences that
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brought participants understanding of their learning profile and their academic

functioning up to par with other students within their peer cohort. participants not

only reported improved interpersonal relationships with educators and peers, but

also found the instructors within their programs supportive and understanding of

their needs for the most part. The following narrative quotes describe participant's

interpersonal relationships with family, educators, and peers during post

secondary education.

Nancy like many other participants pointed out that her interpersonal

relationships in post secondary education are more positive and that she has an

increased sense of self-confidence with her learning profile, "More positive than

anything I feel like I have a place in the world. Changed to the positive because I

am more comfortable with who I am,,.

Ashley shared the following information about her interpersonal

relationships in post secondary and provided an explanation that relates to her

ability to self identify her learning disability to be linked to the improvement with

her interpersonal relationships with instructors and peers.

I think they're better now. Now I can come forth and say I have a
learning disability and they understand better so there isn,t as much
miscommunication because I don't understand and they understand
why I may not understand the material and they explain it until I
do.

David has taken on a role of trying to change people's faulty opinions about

individuals with learning disabilities within his interpersonal relationships through

selÊdisclosure.

I have had people make comments out of ignorance about it, I do
try to correct the thinking, I have had people make comments like
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their feeling about people with an LD is that rheir just stupid ,ight,
and me saying obviously that isn't true because I have an LD, ánd
look at my grades they are on par with yours.

Kate who indicated she experienced intense social isolation in the narratives

elaborated on her earlier educational experiences because of her leaming

disability indicated limited interpersonal relationships with peers in university.

Kate had elaborated on the family impact of her learning disabilities during the K-

54 educational years and continues to perceive family relationships to be affected

because of her learning disability.

Hum...it's still the same, but it's alright because I don,t go to
university to make friends, because of the other things I donl talk
to the other class mates unless I have to. As a respite worker, I have
made two very good friends and the friends that I have are people
that understand my learning disability and the reason wtry t ao
things. I don't hang out with anybody that doesn't have a clue as to
what leaming disabilities are or whatever.

with my mom and dad it is very good but I know there is huge
conflict with my family and whát ìs happening with my sister.-I
know that my sister and I are never ever going to be able to have
the relationship that we should. Because my mom is very proud of
my accomplishments and she is upset that my sister is nãt doing
something along the same lines. It's a huge mess in my family anã
it has been like this for years.

Yvonne, who never did feel that her interpersonal relationships with peers or

family were negatively affected, affirmed that this has remained the same during

post secondary education. She indicated that her participation in post secondary

education has proved a lot of people wrong regarding the educational expectations

she perceived that early educators held for her.

None of my teachers know that I
know but it is not a big deal to
really have any impact with my
wrong. A lot of people expected

have an LD. A few of my friends
them, not with peers. It doesn't
family. I proved a lot of people
that I was going to go into some
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kind of training program to get some sort of low palng job but I
am dispelling those rumors a little bit.

Elizabeth describes the meaning of her interpersonal relationships with

students with whom she has had to the opportunity to teach and help with her

knowledge about students with learning disabilities.

r am a lot more understanding of students that are not mainstream
leamers when I am a TA for courses. I have a reputation of being
an excellent teacher. I also was invited to do a lectureship at the ù
of w. I got a position coordinating a course for eight y"ì.r. I still
have people coming up to me and saying that I *ãd"-u profound
difference for their learning and that is because of the personal
experiences I had.

Awareness of other students with LD in post secondary Education

Overall participants are unaware of other students personally at university

with a leaming disability, although students mentioned that they know there are

other students registered with the Disability Services Centres. Students who are

aware of other students with leaming disabilities generally came to know them

from a different setting than the university. Provided here are examples of what

students had to say about awareness of other students with leaming disabilities

and what this means for them. Ashley indicated that she has met other students

with leaming disabilities at the college she attends.

I know other sfudents with learning disabilities at RRC. we are in
the same classes; you just kind of know because you have the same
sort of thing, we understand each other better so we hang out with
each other more because we are able to identify and bond. It is like
having a support system; it rather teils you that you are not alone,
removes feelings of isolation.

Nancy agreed with Ashley in terms of what it means to know other

students with leaming disabilities "Knowing other students with LD provides



Post-secondary students with LD 131

support, understanding and less feelings of isolation,'. other participants

mentioned that it might be a good idea if there was away to come into contact

with other students registered because of leaming disabilities in order to develop a

support system. Tom indicated that he was aware of another student in his

department who he only became aware of because of a comment made by a

professor with respect to the individual.

I am only familiar with the one student in engineering, but I don,t
really know anyone personally. I really am isolated at the
university level when it comes to having an LD at university; there
really isn't a support system in place for students with LD. In fact,
public comment made about another student with an LD in the
engineering faculty contributed to me feeling stigmatized when
needing to disclose for personal accommodations.

Kate indicated that she knows of other students with leaming disabilities but

not from the university setting. Kate mentioned what it means to her to have had

the opportunity to come to know other adults with leaming disabilities outside of

the educational setting. In addition, she is another participant that reports having a

family member with a leaming disability.

I know of people but again it is from here (Destination
Employment Program (DE) at Learning Disabilities Association of
Manitoba (LDAMB), and being a respite worker outside of the
university is the only other time that I met people with LD. I
haven't noticed anybody else in the university oi aware of anybody
other than those opportunities from here and from work. It môans â
lot, because I can finally get rid of that barrier, you know I am
purple everybody else is whatever, I can finally r:ealize that I am
not the only one that can't read handwriting or I am not the only
one that struggles with this.

Elizabeth who also has another family member with a learning disability

became aware of other post secondary students with learning disabilities because

she was a TA at the university. she fuither comments on how she has come to
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view students with learning disabilities as being very much like an oppressed

minority based on her interactions with them as an instructor as opposed to a peer.

I was a teacher assistant within my faculty. My awareness was of
students who were in classes that I was a TA in who I was able to
recognize were having diffìculties because of LD. A few of these
students I disclosed my LD to and that enabled them to disclose to
me. Then I was able to show them ways that they could do things
to help them. There were a couple of professors who told me thJy
had this problem LD.

In a sense when you're learning disabled it is tike you are a
minority that's been oppressed and have had all thåse things
happen and you're very much like an oppressed minority.

Perceptions of Stigmatization

Narratives were less reflective of experiences of stigm atizationwhile

attending post secondary education compared to the experiences of stigmatization

participants described in their narratives that elaborated on the K-S4 educational

years. Although some participants do report experiencing feelings of

stigmatization in different contexts within their post secondary experiences some

of these do relate to personal perceptions of other individual's potential responses.

These perceptions of stigmatization seem to be linked particularly around the

issue of selÊidentifying for securing accommodations or with peers when doing

small group work. Two participants perceive the faculties in which they study to

have gate-keeping characteristics that inhibit or make selÊidentifying particularly

stigmatizing for them. However most participants share stories that reflect post

secondary education as a supportive environment describing their professors as

open to providing thern with the accommodations they need along with

individualized support to help them succeed.
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What participants did have to say about experiences of stigmatization was

more related to specific difficulties they experience because of their learning

disability in the larger context, which requires self-identifuing. Experiences of

stigmatization are less associated with the negative attitudes of others as was the

case reflected in the narratives during the K-S4 educational years. Furthermore

experiences of stigmatizationtend to be less reflective of the negative

consequences of the associated features outlined in the DSM-IV-TR (American

Psychiatric Association 2000) than reported during the K-S4 educational years.

Nancy's comment is reflective of what most participants had to say about

feelings of stigmatizationwithin their interactions with professors and peers: .,No

stigmatization now, there has been in the past. professors have been really

supportive and willing to help me out". Ashley shared Nancy's feelings about

experiences of stigmatizationin post secondary, .,I haven,t experienced

stigmatization in college the way I did in earlier education. No feelings of

stigmatization".

Yvonne who felt stigmatized when she first enrolled in university when

disclosing for accommodations at the Disabilities Services Centre recalled the

experience that helped her decide to for go accomrnodations in post secondary

education.

The only feelings of stigmatization I have experienced in post
secondary are when disclosing for accommodations at DS when
first registering for university. I felt like I was judged negatively so
I fore went accommodations. when I went to go see triá ltne-os
coordinator) it felt like I was back in elementary school. I felt like I
was that little kid that couldn't do any good. This was when I was
first registered for university before I had even started. It was like
he didn't think I was smart, it was that whole feeling of being



Post-secondary students with LD 134

judged negatively. I felt like anything he was going to be giving
would be like a chore and all that. I was telling him what kind of
help I got in high school and he was saying the only thing we can
provide you is extra time for tests. In grade twelve I had a scribe
for a while and he said that he couldn't do anything like that here.

Kate shared stories about how she feels when disclosing to peers as being

stigmatizing as well she worries that she will be judged negatively by others

which in some cases she admits can be directly related to her own self-confidence

and perceptions.

All the time, I think that, I feel that when I am in class, like if I
have to go to the disability office I feel that they might think my
questions are stupid. It is still just here but it could just be in my
head. when I disclose my weaknesses people have said things liki
"don't worry about it I will just do the àssignment',, so sometimes I
wait to say anything until I can figur" out what I think they are
going to say and sometimes that screws me over because it can
almost be too late before I say anything. Especially if I have to say
that, I can't read handwriting.

Norm shared perceptions of stigmatizationwith regard of how he perceives

the views of peers toward his accommodations, ..It,s been more of a thing by

other students, so I don't want to teil anything about other students, and it,s

almost like your getting a free pass. I think that's how other students see my

accommodations"- Tom reflected on the feelings of stigmatizationthat arises for

him when having to self-identifli his learning disability to professors within his

faculty.

I have been hesitant to go to my professors with the information
about my assessment, in part, because I didn,t see the
accommodations as affecting my outcome. They (the
accommodations) wouldn't have helped. I felt stigmatized going to
talk to them about my leaming disability
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Elizabeth regarded experiences with the amount of effort she needed to put

out as stigmatizing- This is because it required that she had to continuously selÊ

identifz to get special permission to take other courses that required the

completion of the course she struggled with to move forward.

Required calculus was so difficult that I had to register 5 times
before I felt that I could pass the course the sixth time. I sat through
the course five times and reamt a little each time before I could
complete the course the sixth time. I often had to go and get special
permission to take other courses with these required ðourses in
order to keep moving forward with a full course ìoad to complete
my major and minors. It has to do with not being able to -u-k" itthrough the gatekeeper courses when I know that those gatekeeper
courses don't have anything to do with my inherent inteúigence or
my inherent ability to do science and do it well. I can,t get past
those barriers.

The other thing I mentioned about if you say you have an LD the
competition is so fìerce that people don,t have time to deal with it.

stigmatized with peers in grad studies for the people that are in
there for the science weil than the LD is irreievant but for the
people that are in there because they are mainstreaming the system
and they want to have the biggest best grants and the fanciest 

-offi""

and it is all about the outward measure of success their response to
me is my LD can get in their way and slow them down and screw
that they don't want to deal with it. It tends to bring out people who
are honestly interested in the science than what I õan contribute to
the science.

Advocacy, Learning Style, and Educational Interventions

Participant narratives reflect individuals who have developed the ability to

selÊadvocate for ensuring that they gain access to the accommodations they need

for educational success. Their narratives suggest that the Student Disability

Service Centres at their institutions provide them with the support they need for

academic success. Most students mentioned experiences with educators that have

been supportive within their fìelds of study. They view the accommodative
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supports available to them as appropriate and provided in a formal way.

Participant narratives reflect views that post secondary education is a positive

educational experience. Overall participant narratives suggest that their abilities to

selÊadvocate play a huge role in promoting positive educational experiences for

them academically.

Ashley refers to herself as an effective self-advocate and she finds that her

instructors are responsive to her needs.

I know how to selÊadvocate because I know what I need and how
to tell people what I need. At RRC, I have teachers that are very
helpful; they go beyond what they have to do.

Kate has had direct instruction on selÊadvocacy outside of the education

system that she finds helps her be an affective selÊadvocate. All participants

indicating they have had direct instruction on learning style and self-advocacy

report gaining access to this instruction in the private or non-profit sector. This is

what Kate had to say about leaming style and selÊadvocacy skill instruction,

"The advocacy stuff is not from u of w but what I learnt here at Learning

Disabilities Association of Manitoba. Specific instruction about selÊadvocacy and

learning profile was first received in the DE program,,.

Norm commented on the advocacy skills of the Disability Services Centre at

his educational institution as being important for him although he did mention at a

previous point that he had received direct instruction on his leaming style in

private school when he attended Laureate Academy.

Advocacy within the post secondary institution really relies on the
strengths of the DS office and hum, they basically, the strengths of
the accommodations really depends on the strengths of how they
advocate...u of w it was the DS office that had the authority to put
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David talked about what it meant to him to have accommodations available

to him in university and reflected on what it meant for him to not have

accommodations available to him in high school or a confident to advocate for

him.

For myself at least in university I found the accommodations a
savior, incredibly helpfur. I didn't have the motivation for myself
or anyone to advocate for me once I was in high school so I didn't
have any supports in high school, my parenti weren't willing to
walk me through everything at that point.

Elizabeth recognized that she had developed a number of strategies to help

her succeed academically before she had been diagnosed with a leaming disability

in university but indicated that if she had needed more help that she believed it

would have been available to her.

I feel that if I had needed more strategies that there would have
been help there for me but I had already developed effective
strategies therefore direct instruction on how to cope with my LD
for academic success was not an issue.

Overall participants indicated that they receive their accommodations they

need directly through the Student Disability Service Centres personnel. However

a few students indicated that they do use private futors to help them with the areas

of difficulty they experience, such as private tutoring with academic writing and

grammatical errors.

Post-secondary students with LD

accommodations in place...it is really the testing accommodations
that makes the difference for me...we discuss wiat I need, I try to
use as little additional extra time as possible...removing the
pressure of the test situation lets me focus, I don,t have the pressure
of other people leaving the room once their finished or thË feeling
of competitiveness.
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Challenges and Barriers

Participants reported challenges and barriers are more directly related to

their specific areas of strengths and weaknesses that interfere with their academic

abilities \Ã/ithin the post secondary education context. External experiences within

the environment, interpersonal rerationships, negative attitudes of others, and

negative consequences of the label, lack of access to appropriate interventions or

accommodations, or perceptions of stigm atizationplay less of a role with respect

to challenges and barriers experienced within the post secondary setting. This is

especially evident when narratives are weighed against those narratives shared

with respect to the challenges and barriers experienced during the K_S4

educational years. Participants do have challenges and barriers they experience

that are considered direct consequences of their leaming profiles. These

challenges and barriers have had an impact on specific abilities to function

because of particular areas of weaknesses. The following comments reflect what

challenges and barriers mean for them during their post secondary education.

Tom elaborated on the challenges he experiences because the instructional

method of his department is not a good match with his learning profile along with

the challenges he experiences in being able to take advantage of the

recommendations of a decreased course load because of his learning disability.

Main challenge is not the course load itself it is learning the
material. I understand but I don't necessarily follow their mãthod
of instruction. Difficulty understanding .nut".iul in the way it is
presented. They have a very rigorous approach that is devãid of
analogy. one professor is good at giving analogies to herp you
understand. I a1 not abre to get support I need from my work
environment to be able to take advantage of the accommodation of
a decreased course load.
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Yvonne who does not self-identify for accommodations at her post

secondary institution continues to face challenges in academic areas because of

her leaming disability. she describes her management strategy as gaining

assistance from her mother to help her cope with the academic challenges she

experiences.

I have a huge problem with writing papers, grammar, and sentence
formation. I have problems writing papers, being up to par on
graÍtmar, sentence structure and all that. My mom helps me...she
edits my papers. I just write, write, write, write, when my mom
goes through it she says this doesn't make any sense, you forgot
words.

David also made reference the specific challenges he experiences with

writing papers and having a confident to help him manage this challenge.

The biggest challenge is the papers, at this point I have only really
had two courses that were paper oriented, you just struggle through
them and get as much as you can, my wife helps me and she has a
friend who loves editing papers so she helps me. I can't see where
my mistakes are in the thought stream, I have to get my thoughts
out then edit later.

Ashley reported challenges relating to continued difficulty with specific

academic tasks and shared information about how she manages with the use of

specific strategies.

Through RRC right now the early childhood education course is
very much reading and memonzing and theories and it's very hard
to remember a lot, it's very different from the wood working where
it was very hands on and visual, so I find it challenging. I read the
material over and over, I highlight, I type information, and I use
strategies to help me. These strategies are working for me so far. I
use study strategies.
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Kate looked at the challenges that she expected to experience in the long-

term because of the continued academic challenges she faces as a direct result of

her learning disability.

All of the time, I mean reading the textbooks for example. I know
things are going to get a lot harder, and there is going to be so
many challenges I am going to have to face. I know I am going to
have to take math or science crass, when I have grade two math
ability. I know that not all of my professors are goìrrg to print for
me; I am going to have a lot that are going to hand *¡t". I know
that I am not going to find a note takei eveiy single class that will
do this. I know that as the years go on that thãre *ll u" lots of stuff
that I don't know yet how I will handle them. I am willing to face
these things as they come along and find solutions.

Norm also looks at the challenges he anticipants experiencing over the long-

term of his educational experience elaborating on the importance of being able to

advance your skills to manage these anticipated chalrenges.

over the long-term like a year and ahalf down the road you feel
like your learning might hit a brick wall you don't know what to do
next; you sort of don,t know how you will advance your
knowledge and your study skills and this kind of deal. Institutions
require documentation, something that is official, that there is no
subjectiveness to, it can be a barrier for students that don,t have the
documentation...I worked with one of their teaching professors
who did an hour of testing, and wrote something internally so I
could get accommodation at U of V/.

Erica mentioned the challenges she experiences in vary aspects of her day_

to-day living and the impact on her ability to function as a direct result of her

specific learning profile, "Reading the posters around campus, or reading notes on

the class door saying class is canceiled or moved to another room, doing the

professor course evaluations,,.
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Farticipant Identified Solutions

Exploring the identified solutions that participants believed could lead to

educational success for children and adolescents based on theirpersonal

educational experiences is one of the primary objectives of this study. participants

had an array of ideas that they believe would be beneficial for interventions or

preventative measures to promote academic success. Their suggested solutions

focused on overcoming the chailenges and barriers students with leaming

disabilities often experienced within the educational system. participant identified

solutions take a global approach in that they cover avanety of specific problem

areas in which they direct their recommendations. They provided

recommendations for helping students at all levels in order to promote more

positive educational experiences. Participant identified solutions touched on a

number of areas that they believed could have a positive impact on promoting

abilities for academic achievement among students with leaming disabilities.

Participants articulated the importance of having an advocate during early

education along with the importance of developing personal awareness and self-

understanding for promoting the development of skills necessary to be able to

self-advocate. Identifi ed solution recommendations encompassed increased

knowledge about learning disabilities for educators, peers, and students

themselves. Proposed solutions were directed at the impact of interpersonal

relationships and the negative views of others including rowered academic

expectations from educators. Emphasis was placed on the need for increased

knowledge about learning disabilities to overcome these problem areas. Also

141
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mentioned were the difficulties students with learning disabilities often

experience with stigm atization and the associated features of learning disabilities

outlined in the DSM-IV-TR (American psychiatric Association 2000).

Participants suggested that difficulties in these areas be recognized and preventive

measures developed. Participant narratives showed consensus with respect to

what they thought were important areas in which to focus interventions and

preventative measures for promoting high school completion and participation in

post secondary education.

Par ticíp ant Reco mmendatÌons for students ín K-s4 E ducation

students recommended having an advocate because of the role that

advocates play in helping students to gain access to the appropriate instruction,

inventions, and accommodations. Participants mentioned how having an advocate

helps student's deal with the difficulties they experience in school and provides

personal support to students. They suggested that having an advocate helps ensure

that the education system is working toward dealing with the student,s academic

difficulties- Learning how to self-advocate for personal and academic success was

highlighted as essential for educational success among participants. The

importance of learning how to serf-advocate was also an expressed

recommendation. They viewed personal selÊadvocacy skills as essential for

gaining assess to needed accommodations. This is what participants had to say

about what it means to have someone to advocate for students with leaming

disabilities and learning to selÊadvocate to help promote educational success.
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Ashley commented on the support having an advocate provides, ..Having 
an

advocate is important because it helps the person be able to look up to someone; it

gives (students with LD) someone they know they can count on,,. Norm thought

having an advocate was important because the educational system doesn,t know

what they're dealing with so students need someone to be a voice within

education. Norm believed that advocates take an important role as a voice and

mediator to ensure that student needs are recogni zed andmet within the education

system. Other participants at various points of the interviews shared this view.

Norm shared the following analogy to show why the role of advocate as a voice

and mediator for the student was an important role.

Having an advocate is important because they (educators) don't
really know what their coping with, it's sort of like the docior you
know something is wrong if you're sick but you need the doctoi to
tell you what you need to do to get better.

Participants shared views about what it means to be able to self-advocate

and why this is an important skill for students with learning disabilities to

develop. Nancy viewed this skill in the following way, ..you are your best

advocate". Ashley mentioned a positive personal attribute of being able to selÊ

advocate, "It makes you a stronger person and able to go to someone to get the

help you need". Norm suggested that these skills should be developed early, and

most participants made the same suggestion, "earlier is better',. Erica viewed

being able to self-advocate as an important skill to develop but also pointed out

that self-advocacy skills have limitations because of the lack of knowledge about

learning disabilities among educators.

It is better to be dealing with people who know because saying that



Post-secondary students with LD 144

I am dyslexic can you help me doesn't matter because then you
have to provide a definition and a proof that you are dyslexic. so
self-advocacy is not the main answer. If your dealing wiih someone
that doesn't know what dyslexia is it is much 

"uri., 
to go I am

stupid could you help me rather than telling them you are ãyslexic
because everyone knows if your stupid you can't ão much. when
you just want help you don,t want to have to justiflz the help.

A couple of participants recommended developing positive relationships

with educators as advocates. They thought the most important people for students

to connect with during their middle, secondary and post secondary education to

provide support for increasing educational success would be the educators. Norm

commented on the importance of educator encouragement to build selÊ

confidence and self-esteem; "Hum encouragement from the school system, from

the teachers, or the DS offices at the universities, just have a welcoming

environment, here people feel comfortable and an inclusive environment,,. David

viewed the following support staff within the school, "I would assume that the

guidance counselors and resource teachers are important for keeping the

expectations and gradually building up to what is needed,,.

Promoting educational success was captured in the themes that encompassed

increased knowledge for students, families, teachers, and peers.

Recommendations of increased knowledge focused on educator understanding of

the appropriate instructional and educational accommodations to help students

succeed. The themes that emerged included the importance of both the

perceptions and attitudes of others as well as personal perceptions and self_

awareness. Recommending students with learning disabilities have the

opportunity to have contact with educators with positive attitudes about student's
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potential abilities for developing positive personal perceptions and selÊ

awareness. The importance of educators not lowering the academic expectations

came into focus for promoting academic success. Erica brought attention to the

negative selÊconcepts that arise when students are not able to gain access to

educators that have the knowledge or understanding to help students. She brought

forth the need of a focus for developing preventative and intervention measures

for the negative self-concepts often developed. Erica's views in this aÍea are

highlighted in the narrative below.

well information, people who know what they're dealing with,
people who know how to deal with what they're dealing with.
what really helped me out was the fact that at least something was
being done, not necessarily the right thing, the fact that myäom
would get up and do something, having an advocate during that
time is essential to make me realize that its not just me, its other
people as well. These things should be done as early as possible
otherwise you think it is you, I thought it was me; I tt orrgirt I was
stupid until mymom crushed that thought quite quickly.

Elizabeth recommended increased awareness of the formal regulations that

direct educational approaches for families as advocates and students as learners to

know their rights to education.

understanding the obligations of teachers and professors is
important and the rules and regulations that they are supposed to
follow within the educationar institution with whom 

- 
ih"y ur"

employed is important information for students with LD to have.

She further recommended a focus be given in recognizing that different

learning styles require different approaches without lowering the academic

expectations for removing the barriers to leaming that occur in an inflexible

educational structure.

I think it is acknowledgement that there are different ways of
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leaming and that it is okay to leam differently. A lot of people have
a na''ow ti-"*. of what is required to get ahead, I think ilowing
people to substitute in equivalency is veiy important and it needs tõ
be formalized. There are ways to substitute eiuivalency that would
remove the barriers but not lower the standards. I donrt believe in
lowering the^standards at any educational level but if you can find
other ways of doing it that is the key.

Participants provided information about potential solutions based on

instructional methods, interventions, and accommodations that would possibly

require changes in the current skill sets of educators and the resources available to

help' The following narratives cover a rangeof recommendations for intervention

and preventative measures. Kate touched on the importance of providing children

with the appropriate instructional methods. All participants reiterated the

importance of appropriate instructional methods as being essential components of

effective intervention. Kate highlighted the need to promote positive selÊesteem,

increased personal understanding, and social intervention. Kate,s narrative is

reflective of the overall participant views.

For children there needs to be something, I think there needs to be
different ways of teaching. something to work on serÊesteem, so
they don't become rike me when they get older and they have
absolutely no selÊesteem and they get frustrated and they think
everybody, you know, is talking about them. There definitely needs
to be something for kids to help them. I think it would be nice ifthey did something in erementary school like they do here
(LDAMB) where a group of kids courd get together. I know when I
talk to other people I know that they mãntion-that when they were
in school they didn't have any other friends either. That would be a
good way to solve a few probrems. serf-esteem intervention is
important for educational success.

Kate further expressed how the current approaches and materials used are

stigmatizing and ineffective which was a commonly held participant opinion.

There needs to be programs, I don't think that having someone in
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grade eight to read to kids in kindergarten is the best way to go
about thingsbecause that just *ur ro du-agtngto my..r"lf'uid
that is horrible. There needs to be some othãr p-rograms. Before if
you struggle with math, I know you have to start ãt tn" beginning
but I don't think its fair to make them do things the same way as
every one else. I learnt from my private tutor how to do my times
tables on my fingers, I learnt things with rittre tricks and I think
there needs to be more of that thing I guess.

Norm referred to the need for students with leaming disabilities to have

specialized instruction and access to teachers that understand students with

1 earning disabilities.

I think that the best thing would be is for the Government to have
scholarships for young kids to go to the Laureate for private
specialized education. I think having this understanding is essential
and they teach you these things at Laureate.

Participants elaborated on the importance of the accommodations available

within post secondary education. Recommending similar accommodations be

provided during their K-s4 educational years as a means for promoting

educational success. They unanimously agreed that more appropriate educational

interventions are needed for students with learning disabilities as early as

possible. The following suggestions were offered about educational interventions

and accommodations that are comparable with those available within the context

ofpost secondary education. Ashley suggested that providing accommodations

that are available in post secondary education as away of promoting academic

success for students at all levels, "I think all accommodations available in College

should be available in earlier education because it would help these students a lot

sooner". David pointed out that the concept of accommodations can be

misunderstood by others and perceived as a process of having expectations
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lowered suggesting increased knowledge is needed with regard to what

accommodation really mean.

148

The lowered expectations of others, the problem with that there is
the double sword, your saying I want àccommodations but your
saying within those accommodations you want to succeed as much,
but I think it is easy for people to misinterpret the accommodations
as lowered expectations. I frequently get that subtle feeling when
people hear the idea of accommodations for instance foi essay
exams that I will take time and a half in that they go that thL
expectation is therefore lowered so there is that double piay.

All participants commented that they viewed lowered expectations as a

problem for their interpersonal relationships with educators and peers. They

indicated that these lowered expectations created personal problems for

individuals with regard to their desire and ability to accomplish what they should

be able to academically. All participants linked the lowered expectations they

perceived coming from educators as a factor associated with their experiences of

lowered motivation as well as the consequences of the associated features of

learning disabilities. ln the following narrative, David comments on the

importance of not lowering the expectation bar and providing a supportive

environment as a preventative measure of the associated features.

In high school my relationship with teachers was incredibly poor,
but that is because I gave off the impression that I didn't wantìo be
there and 50% was good enough for me. A support environment
helps with the emotional and psychological consèquences, I mean
my parents were incredibly supportive but I still felt that I wasn't
going to succeed, and it is incredibly subtle the way that its
expressed to you, the pressures outside of me has an underllng
feeling, don't try your not going to succeed. understanding thaì
these are the expectations and you need to meet them. I am glãd my
parents were the way they were because they let me be self
directive let me fail the way I was going to fail u.rd l"u* from that
failure, it took me back but at least it *ã, *", if they had of sat me
down and said your going to succeed were going io force you to
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succeed I wouldn't have developed that feeling of me succeeding
on my own terms of being able to do that.

Yvonne suggested that lowered expectations that others hold of students

with learning disabilities have a negative impact on their motivation to reach

higher levels of achievement. Yvonne had this to say about what she perceives to

be negative attitudes of others with respect to true sfudent abilities and potentials.

Even when you're given a simple task and then told by the teacher
oh you can't do that and then another teacher says oh yea you can
do that no problem I have seen you do stuff like that before. That
makes a huge difference; you wilr probably do it faster and do it
better. If students think less of themselves they will achieve less. I
think we only do what is expected of us and if you're not expected
to do much you don't. If student expectation is lowered then
achievement is lowered we need to do what is expected of us.

Ashley highlighted teacher attributes as being important to help students

with learning disabilities; positive teacher attributes were mentioned as being an

important factor for helping students with learning disabilities succeed by all

participants, "I think the best thing is if the teachers would be more willing to

spend time with the students, be patient, and go over things,,. Ashley further

comments on the important roles teachers play in being able to help students with

learning disabilities have more positive experiences globally.

A lot of prevention has to do with teachers and structure. I think
that again, a lot has to do with the teachers in the school system, the
other kids have an impact, but if the teachers take the time to help
the kids with an LD and work with them as much as possible thát
person would likely be more successful.

Participants made the following suggestions to help students at all

educational levels gain self-confidence and self-esteem. Tom who always felt
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socially isolated during the K-S4 educational years mentioned the importance of

developing positive self-views for promoting selÊconfidence and self-esteem.

A sense of belonging and a vision of where you're going are
important. You need to see a future because your vision islour
future. when people get frustrated they are not sure what to do and
people with LDIADHD often wark away from the social vision of
what people are supposed to do. people need to know that there are
other visions they can pursue that are suited to them. people need
to recognize there are other options..."Sense of belonging where
they are going...vision is your future.

Although all participants shared the view that focusing on strengths was

incredibly important it was also acknowledged that understanding specific areas

of weaknesses was essential for dealing with these difficulties. Ashley

commented on the importance of student awareness to help provide the student

with an understanding of specific academic areas that would require more effort

for success, "I think this knowledge is important, it can help for example, reading,

writing, and spelling is not my strength so I know I have to work hard at these,,.

Further stating that, "You need to learn as much as you can about your learning

disability". Nancy suggested that to develop self-awareness it is important to,

"Accept disability and from there research your disability so you better

understand".

Participants believe that direct instruction that helps increase personal self-

knowledge to be important. Participants viewed increased knowledge as important

because it results in increased understanding of learning profiles, which they

consider an essential personal attribute for reaching academic success.

Participants perceive increased understanding of personal learning profile to

enable students with learning disabilities to have clear understanding of learning
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weaknesses as well as strengths. Awareness in this sense is thought to promote

positive selÊviews, selÊconfidence, and more positive self-esteem. Ashley

believes selÊknowledge is important to help students at all educational levels,

"They just take education on their type of LD and learn how to explain it to

others. Knowledge based education for selÊawareness is most important to help

students at all levels". Eicahad this to say, ,.Ljnderstanding your learning

strengths, not just focusing on the weaknesses", to be an important factor in

personal sel f-awareness.

Participants held views about the negative consequences of learning

disabilities expressing the need to develop programs for educators to increase

their awareness that these consequences often occur among students with leaming

disabilities. They suggested that proactive steps be taken to prevent these negative

consequences from occurring. They also felt that intervention measures be

provided to students who are experiencing global difficulties. Comments about

stigmatization are closely linked to the associated features of leaming disabilities.

Developing increased understanding of how the instructional approaches and

judgmental interpersonal relationships can create feelings of stigmatization was

viewed to be an areathatrequires greater focus. Ashley shared her perception

about how negative attitudes are perceived by peers within the environment and

the reactive responses are reflected in social difficulty with peer relations.

Attitudes held by others help create the challenges and barriers
because others then react negatively too. yes, trum ir you take that
other kids react negatively to LD kids and bully yóu for being
different that are not positive on that child's selÊesteem.
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Elizabeth also viewed the negative attitudes of others as having

consequences ofcreating challenges and barriers for students rather than opening

the doors for success.

The negative attitudes held by others help create the challenges and
barriers experienced by LD students, because if yori have
somebody that has positive attitude there's no issue or there is a
way to get around it if there is an issue but if you have somebody
with a negative attitude that is rigid it becomes án absolute barrier.

A couple of participants touched on how feelings of stigmatization, which

was a commonly expressed experiences described as being particularly intense

during their earliest educational experiences need a proactive focus ofprevention.

Yvonne alludes to the negative consequences of learning disabilitíes that students

often experience and teacher limitations to cope with these students effectively.

I think the whore system needs to change because right now it
seems like many teachers need to see it ai not a problem with the
individual student but that different people team ¿irrerent ways.
Teachers might not see that they are Èeing prejudiced toward
individual students but they definitely ur" ioårtimes. Teachers
need better knowledge of what LD's are...

Summary

In general participant identified solutions relate directly to their personal

experiences of having a leaming disability within the context of education. It is

important to note that participants had strong feelings about their personal

experiences within education. They believe that many of these experiences

influenced the perpetuation of increased difficulties for them rather than provide

them with relief- They are passionate toward promoting changes for students with

leaming disabilities berieving there are several changes required within the

context of education that include methods of instruction, materials, overall
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understanding of others, and specifìcally increased knowledge among educators.

The predominate participant recommendation that emerged in the data focused on

developing an overall better approach within the context of education as

necessary for promoting positive academic outcomes that support high school

completion and participation in post secondary education.

Participant Recommendatíons þr post secondary students

Participants elaborated on recommendations for post secondary students

with learning disabilities with regard to securing the academic accommodations

needed for educational success. participant recommendations highlight the

importance of selÊawareness and self-advocacy skills for being able to gain

access to the accommodations needed for academic success. Ashley highlighted

the importance for post secondary students to understand their learning disability

and advocate for the accommodations they need for educational success.

Hum... just basically all the accommodations I have mentioned,
you have to understand what your disability is, how you leam, get a
recent assessment, bring it to a counselor and tell them straighi out
what you think you need. Have an assessment, understanã your
learning profile, and self-advocate.

Erica held similar views with respect to the importance of students having

the supportive documentation, knowing what it is they need to succeed, and being

proactive in selÊadvocating for educational success in post secondary.

Get a diagnosis and get everything in writing. Keep pushing,
asking, asking and asking because if you don't ask yo.r'r" n"rrði
going to get what you need. The DS person should go and ask for
volunteers in the class rather than wait for ro-"oné to walk into
their office before I can get a note taker.
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Norm suggests getting the support of the appropriate person and developing

contacts with other students with learning disabilities as important for post

secondary students with learning disabilities to succeed.

Go to the DS office, right away, before your classes start, and get
registered, leam the persons name and understand what they ão
there, and maybe talk with some other students that have been at
the university for awhile so you can understand what going to
university is like (other students with LD).

Elizabeth had the following remarks around potential experiences of

stigmatization and provided suggestions for promoting educational success.

If the people your dealing with are educated and don't react
negatively your not stigmatized. Accommodations are critical and
office hours you can count on because persons with LD need the
extra help. Networking with peers is critically important. Access to
old exams aÍe critically important, piacticed exams,
accommodations for exams, accessing student groups, extra peer-
to-peer help, and reliable office hours are all critically important.

Kate supported other participants' suggestions that developing a way for

helping students with leaming disabilities to connect maybe helpful for removing

the isolation and developing support networks.

I definitely think that most of the accommodations I have I am
pretty happy with and I don't know what else I would need. I wish
that there was at the university besides there just being a room
where you go where you write your tests that they had some
programs like they do here where students with learning disabilities
can get together and they can talk about what courses they took and
they could say I found this one hard because you know there's a lot
of reading or whatever just stuff like that. I know even talking to
the academic advisors about what courses to take in the future I get
absolutely nowhere with them because they work with the whõte
average population of the university they weren't helpful you can,t
take this course because blab. Need for more 

"o-*rntity within the
university of LD students.
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Additional Farticipant Views

Participants added the following additional information or personal views

that they thought were important and wanted to share. Some of the additional

points they made overlap with previous narrative information they shared.

However they wanted to emphasize the importance of these specifìc views to

promote educational success for students with learning disabilities. Other points

reflect participant critiques based on their personal experiences during the K-S4

educational years with respect to the educational system. These critiques resulted

in recommendations related to evaluating the instructional and intervention

methods that are currently being used within the educational system for students

with leaming disabilities. Their suggestions are directed at promoting educational

success and alleviating the negative consequences that all participants reported

experiencing. Not all participants had additional information to share feeling that

what they had presented in their narrative stories had covered their personal

experiences and views adequately.

When is the method of instruction examined within education to determine

overall effectiveness? Does this occur when overall educational outcomes are not

meeting specific goals? If so, what are the specific goals of education? These

questions come forth from what Tom had to say in his additional comments. Tom

reflected on the overall structure of the educational approach indicating that better

evaluation of the effectiveness of instructional methods would be important for

being able to provide appropriate education to a widerrange of student's at all

educational levels.
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one thing that is missing is an evaluation of the method of
instruction in education to make sure that the method of instruction
is meeting the needs of individual's at all educational levels.

People with learning disabilities need to have things explained to
them over again...there has to be some understanding that the
pressure to perform sornetimes gets in the way of thJ person,s
ability to perform...this resulti in feelings of frusìrations,
stigmatization and hesitation to ask for help.

Increased faculty awareness about students with LD. There is no
expectation of the effectiveness of instruction and the needs ofindividuals. Alternative teaching approaches and faculty
willingness to explain materials is importãnt.

Nancy promoted the idea of increased knowledge about leaming disabilities

on a broader range than the institution of education to promote a global increase

in both professional and general awareness, ,.Education 
is key for everybody;

parents, teachers, peers, govefirment, schools, health professionals, social

workers, psychologists, b asi cally everyone,'.

Norm added the following insight about the overall experience of having a

learning disabilit¡ touching on what he views important for students to increase

success, and open opportunities for support, again affirming the previously shared

view that increased knowledge among educators is needed, ..My whole situation

was based on early intervention and I know that the problem snowballs as years

go on' Having the choice to connect with other students with LD if you wanted to

know your peers with LD, and raising awareness to help people with LD,,. David

added an appreciative remark about the support he has received in post secondary

education. He said, "I found professors incredibly understanding,,. His comment

is reflective of what the majority ofparticipants reported to have been their

overall experiences with faculty members within post secondary education.



Post-secondary students with LD 157

Yvonne who felt stigmatized when self identifying her learning disability

recommending that the individuals who are responsible for providing services to

students with learning disabilities require particular attributes so that sfudents are

not stigmatjzed when self identifliing. She believes that positive personal

attributes and understanding to be essential qualities for individuals responsible

for providing students with services to help students gain access to the help they

need for success. Her perceptions brought about a decision on her part to forego

accommodations.

I think that it is irnportant that you have the right people to
encourage sfudents that they receive the help th"y^ n""a. tt
shouldn't be seen as a chore to them...it should be that they are
open to everyone. I am glad that I didn't receive help from ihere
(her DS departmenr) but if I really needed it I don't tùink I would
have pursued it because of the feelings I got when I went there. It is
important that you have the right peopl" to .n"ourage students to
receive the help they need.

Kate who has had positive experiences securing accommodations within

post secondary education elaborated on the importance of supports received

through the Disabilities Services Centre and the ability of students with learninø

disabilities to be able to access post secondary education.

I am really glad that there is this place here...there are lots of
things that people can join at the university; I wish that there were
more things that students with LD at the university could join.. .
If I wasn't going to university I would be stuck *itt *y job for the
rest of my life...because I am not to sure what adultÀ who don,t
want to go to university what their options are....

Erica comments on the need for not only increased education for educators

about the issues students with leaming disabilities often experience but also the

need for overall increased knowledge within the general population. She describes
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the impact of daily living that is part of her experiences because of her learning

disability.

There needs to be more education for teachers to be aware of what
some students require and public education so there is increased
awareness of what some people require.

It is telling the secretaries at the registers office that it is not a
problem but it is a special circumstance. Talking in front of me
about my problem is a demoralizing experie.r".. Thi. comes up
time and time again in new situations. It's not a visual thing people
with downs you have a physical feature that is recognized. For me I
don't have dyslexia written on my forehead which means people
don't know when they meet me.

The social expectation for my age is that I can read and write
therefore, I need to explain myself continuously. voting was
complicated because I needed someone to read the ballet, *t i"t
meant people, had to go get the supervisor and the whole thing
became a big process so that I could vote. Reading is extremel!
draining after about five sentences it is easier for me to say that i
can't read a word to avoid the expectation that I can read more than
I can.

Elizabeth added the following view about the importance of having access

to extra time to complete a degree, and the need for greater public awareness

within post secondary education.

one of the big things that I can look back on now is because of my
LD it took longer to complete my education. Get a professionál
degree then go for your ph. D. because this will protect you against
the problems you will encounter because of your LD. Greater
public awareness such as pamphlets, and something like the
rainbows on professors doors showing they are gay friãndly there
should be LD stickers that show professors haveã understanding
of LD's.

Summary

In summary, participants reported positive experiences during their post

secondary education in which they described the environment as accepting and
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supportive. Participants reported fewer negative experiences in areas of academic

difficulties because of the access to accommodations available. Interpersonal

relationships particularly with educators were viewed as both accepting and

supportive. Participant experiences with negative consequences with the learning

disability label decreased from what had been previously perceived during the K-

54 educational experiences. Most participants reflected on positive aspects of the

label in terms of providing increased selÊawareness, personal understanding, and

access to the academic supports needed for educational success. participant

narratives reflected decreased experiences with stigmatization particularly when it

related to negative attitudes of others, experiences with specific intervention or

accommodation approaches, or within their interpersonal relationships with

educators and peers.

Participant narratives reflect a long journey to the interventions and positive

educational experiences they needed for academic success and personal well

being. Participant suggested solutions are reflective of their personal experiences

that encompass the global impact learning disabilities had for them when left

without an appropriate intervention action plan to promote academic success.

How the various experiences participants described fit together will be determined

in Chapter Eight, Theoretical Development, and the final chapter of the findings

section. What does appear to have emerged from the data of the two narrative

interviews is personal knowledge that increased selÊawareness and understanding

of individual learning profiles, appropriate academic intervention and educator

support, positive regard, and experiences with academic successes changed
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participant experiences. This shift in the educational experience with learning

disabilities changes from being best described as (Jníque Learning Dispositions

reflective of early educational experiences to being better described as (JnÌque

Learníng Styles within later education as core properties of the developing theory.

The data derived from these narratives will be further analyzedto develop a

theoretical model to explain what it means to have a learning disability at

different educational points for students with learning disabilities.



Post-secondary students with LD

Chapter 8

THEORETICAL DEVELOPMENT

In this chapter, grounded theory is used to gain insight into how students

experience and manage with a learning disability at different educational points.

The purpose of developing a theoretical model in this study is to promote

understanding of successful educational experiences that lead to high school

completion and participation in post secondary education. The theoretical model

developed in this research endeavor is not intended to show cause and affect

relationships between the conceptual categories. A path analysis of the data was

not applied to the conceptual categories that emerged for the purpose of showing

cause and effect relationships. Grounded theory as a research methodology is

exploratory by nature and provides a way of developing theoretical models to

promote increased understanding of the phenomena of interest in which

participant experiences within a specific context are the primary focus.

The conceptual model developed from the narrative data reflected cyclic

experiential conditions of how learning disabilities were reported to be

experienced at various educational points by the participants. The data derived

from participant narrative story lines were analyzed.for the central themes that

crossed participant experiential accounts. It is these central themes that provide

insight into the experience of having a learning disability within the context of

education- The emergent categories and subsidiary properties embedded in the

data are the fundamental elements that shape the theoretical model developed to

describe participant experiences using the grounded theory approach. This study

16t
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was undertaken to explain the personal educational experiences of post secondary

students with learning disabilities at different educational points. The core

categories have certain properties, and processes evolving in the context of

education that can be studied with regard to sequences, movement or change over

time. A conceptual model of the emergent theory will provide the visual

representation of the causal conditions and corresponding properties that emerged

during theoretical development. In this chapter the core categories and the

subsidiary properties will be defined, described, and a conceptual model will be

developed for explaining participant accounts of experiencing a learning disability

at different educational points.

The core categories that capture the essence of having a learning disability at

different educational points emerged during the selective coding process of data

analysis as (Jnique Learníng Díspositions and Unique Learning stytes. These core

categories are comprised of conceptual attributes that consist of causal conditions

and subsidiary properties of intervening conditions, action/interaction, and

consequences. These conceptual categories and the subsidiaryproperties of

intervening conditions action/interaction, and the consequences reflect negative

and positive cyclic experiential patterns reflective ofparticipant experiences in the

context of education. The core categories in this theoretical model (Jnique

Learning Dispositions and (Jnique Learning Sryles are shaped by four interrelated

causal conditions: academic difficulty; awareness; labeling; and challenges and

barriers. These four causal conditions interact in ways that vary in how they are

experienced by students and their impact appears to be dependent on the degree of
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diffìculties experienced within each condition. causal conditions are shaped by

the subsidiary properties reported in the data. Causal conditions, by defìnition,

refer to the events or incidents that lead to the occurrence or development of the

phenomenon under study within a specific context (Strauss and Corbin 1990).

Intervening conditions are broad and general conditions that either act to

facilitate or constrain the action/interaction strategies taken within a specific

context' Three intervening conditions emerged with the core (rnique Learning

Dispos itions : perceived support, assessment and diagnosis, and self-determination

and motivation- Two of which: perceived support, and self-determination and

motivation, shifted to being positive consequences when the core category (Jnique

Learnìng Dispositíons shifted to unique Learníng srytes. The intervening

conditions that emerged with the core (rnique Learníng styles are: academic

success' and increased understanding of leaming profile. These concepts first

emerged as positive consequences when the experiential essence was

representative of unique Learning Díspositíons. The intervening condition

assessment and diagnosis crossed both of the descriptive core catego ires (lnique

Learning Dísposítions and (Jnique Learning Stytes. The intervening conditions

potentially constrain or facilitate aspects of the action/interaction or failure to take

action/interaction.

Action/interaction has process-oriented properties that evolve in terms of

sequence and movement, or change over time. The process-oriented nature of

action/interaction ultimately shapes movement and change over time of the

intervening conditions and the subsequent consequences. Two action/interaction
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concepts emerged with uníq)e Learníng Disposítíons as advocacy, and method of
instruction (which includes intervention and accommodation). Two

action/interaction concepts emerged with the core catego ry unique Learning

Styles as selÊadvocacy' and academic managing strategies. Action/interaction

conditions have intended or unintended consequences and reflect either actions

taken to remedy the phenomena of interest or the failure to take such actions.

There were eight specific consequences that emerged in the theoretical

model' These consisted of levels of stigmati zation,associated features, academic

success' increased understanding of learning profile, perceived support, self_

determination and motivation, pursuit of long-term educational goals, and

participation in post secondary education. Increased experiences with positive

consequences were reflected in the narrative data with overall decreased

experiences of the negative consequences stigmati zation,and associated features

for students with uníque Learning DísposÌtions. There are varying degrees of

experiential intensities corresponding to the causal conditions and the subsequent

subsidiary properties. These depict the severity of the condition generally

described as mild, moderate, severe, or profound with respect to describing

academic difficulties. In addition, causal conditions and corresponding subsidiary

properties hold qualitative attributes that relate to negative or positive qualities

that are influenced either intrinsically or extrinsically.

The conceptual model portrays the above-mentioned causal conditions and

the subsidiary properties that emerged from the data. These causal conditions and

subsidiary properties are interrelated in complex ways influencing and shaping the
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essence of the core properties (Jnique Learning Dísposítions or (Jníque Learnìng

styles as they reflect participant experiential accounts. These as the core

categories of the theoretical model capture the essence of experiencing a learning

disability within the context of education at different points. In-depth descriptions

of each causal condition and the corresponding subsidiary properties will follow

the conceptual model presented below.
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CONCEPTUAL MODEL UNIQUE LEARNING DISPOSITIONS

The broken gray arrows reflect failure of
intewention action, the more negative and
intense aspects ofthe concepts, and the
cyclic nature of tle difliculties experienced.
Solid black arrows represent positive aspects
ofthe concepts that lead to the shilì in the
core property Unique Learning Dispositions
(ULD) to Unique kaming Stytes (ULS).
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CONCEPTUAL MODEL UNIQUE LEARNING STYLES

Figure 2
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The solid black arrows represent experiences ofl ULS tÌ¡at occurred because appropriate interventions
lead to acadenric success, which resulted in positive consequences that are repiesented as intervening
conditions in tie shift ofeducational experiences ofuLD to uLS. The diagram reflects the new
ernergíng action/interaction properties and the intended consequences. The broken gray arrows reflecl
the process ofexperiencing academic dífficulties, having challènges and barriers, oi."rrr.nt,
diasnosis- and beins labeled with a IILS in û¡e context ofnost secondarv education.
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The conceptual model presented in Figure I depicts the core as unique

Learning Díspositíons for capturing the essence of experiencing a learning

disability during the K-S4 educational years. The core in the conceptual model

presented in Figure 2 is depicted as Unique Learning Styles capturing the essence

of the experiential shift during later educational experiences, specifically within

post secondary education. (Jnique Learning Disposítíons anð, Unique Learníng

Styles as the core properties share the same causal conditions: academic difficulty:

awareness; labeling; and challenges and barriers. The positive consequences of

the actior/interaction and the corresponding intervening conditions influenced and

shaped the core shift from Uníque Learning Dísposittons to (Jnique Learning

Styles for better capturing the essence of participant educational experiences. The

positive experiential consequences of academic success and increased

understanding of leaming profile occurring with Unique Learníng Dispositions

influenced and shaped additional shifts of the original intervening conditions

highlighted as perceived support, and selÊdetermination and motivation as

positive consequenc es of Unique Learning Stytes.

The action/interaction conditions relative to (Jnique Learning Dispositions

shifted from advocacy to selÊadvocacy and from method of instruction to

academic management strategies as two action/interaction conditions of (Inique

Learning styles. Additional positive consequences emerged with the shift to

Unique Learníng Styles presenting as pursuit of long-term educational goals, and

participation in post secondary education. Previous intervening conditions self-

determination and motivation, and perceived support relative to Unique Learning
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Disposïtíon's shifted to positive consequences reflected as self-determination and

motivation, and perceived support as positive consequences relativ e to (Jnique

Learning Styles. The unintended negative consequences of the action/interaction

of Unique Learning Dispositions, stigmatization, and associated features were not

consequential conditions reflected with the experiential condition of (Jnique

Learníng Styles.

Figures i and Figures 2 depicted above represent the negative or positive

cyclic experiential conditions that emerged in the data that represent the personal

and educational experiences of having a leaming disability within the context of

education. The theoretical model that emerged in this study provides increased

knowledge that reflects the negative or positive cyclic experiential conditions

found to be predominant among the participants of this study. The theoretical

model provides insight into the conditions that potentially promote positive

conditions for educational success characterizedby high school completion and

participation in post secondary education. The concepts depicted in the conceptual

model are defined and described in detail in the remainder of this chapter.

Core Category K-S4: Unique Learning Dispositions (ULD)

Uníque Learníng Disposítíons is the core category that emerged in the data

that describes what set participants apart from peers during early educational

experiences K-S4 years (their learning disability). (JnÌ.que Learning Dísposítions

as the core category contains the essence of the phenomenon of what it means to

be a student with a learning disability during the K-S4 educational years. This

core category has a number ofproperties and dimensions that establish
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relationships between the thoughts, feelings, actions, and reactions, described in

the shared participant narratives.

unique Learning Dispositions is the commonality experienced by all

participants in the study and relates directly to their initial academic struggle and

at some point the formally diagnosed learning disability during the K_s4

educational years. Unìque Learning Díspositionis comprised of four main causal

condition properties: academic diffrculty; awareness; labeling; and challenges and

barriers. These interact and reflect the overall meaning of having a unique

Learning Disposition in the K-S4 educational years under particular conditions. It

is these causal condition that give rise to the subsidiary properties of

action/interaction in a goal-oriented attempt to manage the core (Inìque Learning

DisposítÌons.

core category Post secondary Education: unique Learning styles (uLS)

At various points in participant's educational or employment experiences

the category that captures the essence of the experience of having a learning

disability within K-S4 educational year's shifts from being best categorized as

Unique Learning Díspositions to beingmore accurately categorized as (Jnique

Learning Styles- (Jnique Learning Styles as a core category better captures the

essence of the meaning of being a post secondary student with a leaming

disability. There appears to be a set of positive experiences with

action/interaction, intervening conditions and consequences that bring about the

sequential movement and changes through time of the central themes that

captures participant experiences. These positive experiences with
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action/interaction, intervening conditions, and consequences may or may not

occur in the context of education. The context in which these experiences

occurred varied for individuals, as some participants reported positive experiences

in high school that resulted in changes to their educational experiences and

influenced their post secondary participation. while others reported these

successes occurring first within employrnent, and later in educational settings,

often within an adult education program or educational experiences within a

college setting.

This shift that occurs with the core categones (Jnique Learníng Dispositions

to Unique Learning Styles is a reflection of differences in the negative or positive

cyclic experiential conditions of having a learning disability at different

educational points. The experience of [rnique LearnÌng Díspositions was

reflective of participant experiences in the K-S4 educational years that were

associated with the more negative cyclic experiential conditions of having a

leaming disability within the context of education. Unique Learning Dispositions

capture the essence of the experience of having a learning disability when the

student is in the height of their struggle and experiencing an array of negative

aspects of the four causal conditions. These negative aspects of the four causal

conditions were perceived by participants to be aggravated by their exposure to

methods of instruction that did not result in the desired learning outcomes, low

perceived support, or degraded self-determination and motivation. Further

aggravation was perceived to occur as a direct result of unintended consequences

associated with experiences of stigmati zation, and the associated feafures of

171
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learning disabilities. This negative cyclic experiential condition participants

described in their narratives is represented by the broken gray arcowpattern in

Figure 1 of the conceptual model uníque Learning Dísposítions.

The manifestation of the experience of having a learning disability in the

context of education, as a (rnique Learníng style doesnot occur until the

action/interaction taken to manage (Jníque Learning Dispostttons has resulted in

the intended positive consequences. Action/interaction that serves to produce the

intended affects brings forth the relief necessary for a shift from the negative

cyclic experiential conditions to the positive cyclic experiential conditions

captured as a condition of (Jníque Learning Styles.It is at this point that the

intervening conditions facilitate positive consequences giving rise to sequential

movement and changes of the central themes that captures participant

experiences. It is at this point that the process-oriented properties of

actior/interaction become evident and the intervening conditions and

consequences that are descriptive of Unique Learning Dispositions evolve. The

manifested experience of (Jnique Learníng s4ttes ultimately gives rise to new

action/interaction properties, intervening conditions, and consequences. Deriving

to the positive cyclic experiential conditions participants described in their

narratives is represented by the solid black arrowed pattern in Figure 1 of the

concepfual model Unique Learníng Dispositíons and is further represented by the

black solid arrow pattem in Figure z of the conceptual model untque Learníng

Styles.
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Regardless of the specific context in which positive successful experiences

occurred, it was these experiences that helped participants work through their

learning weaknesses and provided them with insight about the specific strategies

for success that enabled them to recognize and build on strengths. These

successes also had positive consequences forparticipants' self-confidence and

self-esteem thus opening doors for new challenges and successes.

Causal Conditions Properties

Academic Dfficulty (causal condition to ULD and ULS)

Academic difficulty is viewed as the experience described by participants in

which they were unable to leam the basic academic concepts expected given their

age, gtade, exposure to education, and overall intellectual potentials. Academic

difficulties were reported to occur in the areas of reading, spelling, writing, and

math' The cognitive difficulties associated with the academic difÍiculties were

indicated to affect memory, attention, time management and organization in

which the processing of information was affected. There are different degrees of

academic difficulties that ranged from mild to moderate, severe, or profound.

Severe or profound difficulties are reflective of difficulties that are more

academically global as leaming becomes problematic across academic domains

and individuals fail to respond to interventions. In general, severe or profound

difficulties are associated with language arts such as reading, writing, spelling,

and often impact on mathematical abilities as well. Severe or profound difficulties

tend to have a broader range of difficulty with specifìc cognitive processes.

Individuals who experience severe or profound learning disabilities are at greater
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risk for experiences with stigmatization and the associated features of learning

disabilities. Mild or moderate academic difficulties were expressed when the

impact of the leaming disability did not span across all academic areas and was

generally limited to a specific subject areaor cognitive task. Mild ormoderate

academic difficulty is better described as difficulties that are specific to particular

cognitive or academic tasks, for instance rote memory tasks specifically relating

to the subject of math. Nine of the ten participants in this study described

difficulties that would be better described as severe or profound. Academic

difficulty is considered in this theory to be a causal condition property of the core

category unique Learning Disposítions. Academic difficulty is the primary

feature that brought forth awareness among students themselves and other

awareness among family, teachers, and peers of student unìque Learníng

Dispositions.

Post Secondary Educatíon

At the post secondary level academic difficulty occurs because of the

intrinsic difficulties associated directly to a learning disability. The developed

awareness of personal learning profiles and the management strategies employed

by students along with the academic support received enable students to work

through the continued intrinsic difficulties experienced. Increased personal

understanding and awareness of personal leaming profiles is a positive aspect that

provides students with the tools to cope with areas of weakness and draw on

strengths. Nine of the ten participants have continued to experience severe or

profound academic difficulty within post secondary education. These difÍiculties



Post-secondary students with LD 175

continue to cross all subject areas in which reading, writing, or spelling remains

problematic. At the post secondary level however the developed skills in these

areas and the incorporated academic management strategies employed enable post

secondary participation. It is at this point that the academic difficulties

experienced and the corresponding causal conditions are better captured by the

core property Unique Learning Styles.

Awareness of Learning Disabilíty (causal condítíon to ULD and uLS)

Awareness of leaming disability refers to at what age or in which grade a

student becomes aware that they learn differently from peers. This includes the

specific personal characteristics, experience, or environmental sifuation that

contributes to this personal awareness. Awareness reflects how sfudents come to

understand or react to their IJníque Learníng DÌspositions. Early awareness of

Unique Learning Dispositíons occurs because of the academic diffìculties

experienced along with the response by others to these difficulties. Interpersonal

difficulties experienced with teachers and peers are additional benchmarks to

early recognition of being set apart within the educational setting. In addition,

awareness of learning disability is also affirmed with the failing action/interaction

processes of instructional methods, specific instructional materials, and resource

help. At some point failure to respond to intervention and awareness of others will

lead to the intervening conditions of assessment and diagnosis to determine a

formal causal label. The process of the intervening condition of assessment and

diagnosis was described to bring forth a self-perceived awareness that there is

something wrong that no one understands.
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Post Secondary Education

Self-awareness at the post secondary level is a positive aspect of Unique

Learning Styles as it relates to increased understanding of specific learning profile

attributes' Awareness at this point is coupled with the knowledge of the specific

academic management strategies necessary to compensate weaknesses and draw

on strengths for academic success. Awareness at this point is associated to selÊ

advocacy skills for securing the resources necessary for academic success.

Awareness among others was reflected as positive experiences at the post

secondary level as this other awareness was perceived as helpful and associated

with the provision of accommodations. overall participants in this study

perceived the post secondary educational environment as inclusive and

supportive.

challenges and Barriers (causal conditíon to uLD and (JLs)

Challenges and barriers varied depending on the severity of the learning

disability experienced, the degree of academic difficulty, access to appropriate

interventions that facilitate leaming, personal understanding, and the development

of strategies to overcome weaknesses and draw on strengths. The degree and form

of which the above mentioned conditions of the experience within education

either facilitated positive or negative consequences influenced the extent of which

challenges and barriers were experienced by students. The positive or negative

consequences that relate to the level of academic difficulty, aspects of awareness

of self and others, the label, and the negative consequences of perceived

stigmaÍization were described to contribute to the global impact of the associated
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features and the perceived challenges and barriers students recalled experiencing.

These elements combine and are instrumental in shaping the degree and intensity

of challenges and barriers experienced by students with learning disabilities.

Challenges and barriers take two forms, the first is directly related to the

difficulties students experience because of their leaming disability (intrinsic

challenges and barriers). The second extrinsic or imposed challenges and barriers

are those created in the context of interpersonal relationships evident when

educators are not knowledgeable in the area of learning disabilities and therefore

are unable to provide students with the understanding or appropriate interventions

for academic success. Extrinsic challenges and barriers are also evident within the

context of interpersonal relationships with peers and experiences of social

isolation. Challenges and barriers are perceived to be created with the overall

global impact that occurs when appropriate method of instruction,

accommodation, and interventions are not provided. Challenges and barriers vary

in intensity on a continuum from mild, moderate, to severe for both intrinsic and

extrinsic forms. Intrinsic challenges and barriers vary with the degree of academic

difficulty, the level of developed personal a\ryareness, and the overall global

impact experienced. Created challenges and barriers are considered extrinsic and

reflect the unintended impact of action/interaction or failure of action/interaction

of effective instructional methods, intervention, and accommodations. The

severity of challenges and barriers will vary depending on aspects of other

conditions experienced with regard to attributes that either create additional

pressures or alleviate the pressures experienced.
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Motivating factors that help students face the challenges and barriers are

important aspects of how challenges and barriers are approached and the overall

academic outcomes. Motivation to continue to face challenges and barriers is

influenced both positively and negatively with regard to skiving to reach higher

levels of academic achievement, completion of high school education, and

participation in post secondary education. Levels of perceived negative attitudes

of others that participants associated with lowered academic expectations of

teachers and experiences of stigm atjzation actually served to be a positive

influence on motivation for a number of the participants in this study. participants

reported that these negative experiences became motivating factors with regard to

their overall self-determination. This was particularly the case when selÊ

determination was described as a vengeance to prove those who were perceived as

having negative attitudes about their capabilities, as wrong. This selÊ

determination became a motivator to overcome the challenges and barriers

experienced with academic difficulties. Positive experiences such as academic

success along with the modeling of parental advocacy were also influential for

increasing motivation for facing challenges and barriers. Personal athibutes are

influential in developing aspects of motivation for overcoming challenges and

barriers such as the desire to succeed academically, gain access to a career, and

the level of self-determination to overcome the challenges and barriers.

Post Secondary Educatíon

Within post secondary education challenges and barriers are more directly

linked to the inhinsic difficulties that result directly from having learning
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disabilities because of the impact on academic abilities within specific areas.

Extrinsic challenges play less of a role within post secondary education. Self-

advocacy when it means disclosing a learning disability can be challenging for

students. This is especially true when needing to disclose to peers when working

in small groups. overall the increased understanding of leaming profile and

specific academic management strategies students employ assist with the

difficulties experienced by self-disclosure. Extrinsic challenges and barriers occur

for students in other contexts in which various tasks associated with aspects of

daily living in the larger community can be challenging or present barriers

because of Uníque Learning Styles. The previously mentioned motivating factors

are particularly influential aspects for facing the academic challenges and barriers,

achieving academic success and participation in post secondary educational

settings.

Labeling (causal condition to ULD and ULS)

Labeling is defined as anything functioning as a means of identification or

as a descriptive term, formal or informal (Barga 96). Goffman (1963) stated that

when someone comes into our presence, we first label and categorize the

individual based on his or her appearance, to size up social status and place the

person in a category of social identity. Gallagher (1976:3) defìned labeling as

"convenient shorthand" by which we obtain information and use such information

to focus attention on a particular characteristic of that person. These definitions of

labeling were used by Barga (1996) to describe the experiences of labeling that
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occurs among students with learning disabilities. These definitions are appropriate

to apply to the term labeling within this study.

There are both positive and negative consequences associated with the label.

The negative consequences rerated to the label being linked to feelings of

stigmatization and holding meanings described as the associated features of

learning disabilities in the DSM-IV-TR (American Psychiatric Association 2000).

The positive consequences of the label occur when the label leads to appropriate

support and academic interventions for personal growth and academic success.

Labeling in this study takes on two forms informal and formal labeling in which

both forms have potential positive and negative consequences. The first form of

labeling is referred to as informal labeling that is based specifically on the early

academic difficulties and the subsequent awareness of self and others. This form

of labeling occurs in two ways. The first is referred to as informal self-labeling

which is labeling that students apply to themselves influencing the development

of self-concept in early childhood. The second is labeling placed on students by

others within the educational environment referred to as informal external

labeling.

The first type of this labeling initially occurs as an intuitive intrapersonal

awareness that one learns differently than peers. The forces of extemal labeling

experienced within the context of education may or may not contribute to this

intuitive awareness during early recognition of academic difficulty. However, at

later grades when students are able to articulate concrete examples about their

early awareness of Unique Learning Dispositíons it appears that factors associated
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with external labeling play arole in the self-imposed labeling. This type of self-

labeling relates to negative personal thoughts and feelings about academic

abilities.

The second type of informal labeling is the external labeling that occurs

among others. External labeling occurs in response to a developed awareness that

a student is not functioning at the academic level expected given their age, grade,

and access to education. External labeling becomes the springboard for the

various action/interaction of institutional intervention that take place in an effort

to help these students. This type of labeling is perceived to be coupled with

stigmatization by way of lowered academic expectations by teachers and

interpersonal relationship difficulties evident with name-calling and social

isolation from peers.

There are negative consequences associated with informal labeling. For

instance extemal labeling has a negative impact on student self-confidence and

self-esteem. External labeling is thought to contribute to the self-labeling already

underway. External labeling may possibly influence a shift from selÊlabeling

being associated with the early misunderstandings about academic difÍìculties to

the development of negative personal thoughts and feelings. These negative

thoughts and feelings are verbalized by students in statements such as, "I thought

I was stupid", or "I am dumb", reflecting the impact on developing a selÊconcept

with a negative self-evaluation. The interpersonal experiences of actions,

reactions, and interactions between educators, peers, and sfudents with learning
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disabilities of negative interactions and intonations potentially increase the

intensity of experiences with the associated features.

Positive consequences of informal labeling are brought about as a result of

the awareness that arises among parents that their child,s uníque Learning

Dísposittons have lead to manifestations of academic and interpersonal

difficulties. This awareness forces parents to take on the role of advocate within

the educational system. Parental awareness leads to an interpersonal relationship

shift; in which parents become their child's support system for academic,

emotional, social, and psychological difficulties by helping them cope with the

global impact often experienced. Parental awareness provides the opportunity to

seek alternative resources outside of public education to determine the nature of

the specific difficulty. External labeling provides the opportunity for educators

within the system to bring about an action plan to intervene in response to the

overall difficulties students with learning disabilities are experiencing. In

addition, at some point, external labeling will lead to a formal assessment with the

recognition that planned interventions are not leading to the desired academic

achievement outcomes. This response is taken in an effort to come up with a

formal diagnosis to help determine why students are continuing to struggle

despite efforts to intervene.

Formal labeling occurs when an assessment has lead to a specific diagnostic

description of a student's (Jnïque Learning Dispositíon Negative consequences of

a formal label relate to increased experiences of stigm atizationfrom teachers and

peers. These experiences are described as occurring with: the continued lowered
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expectations; the lack of an effective formal academic action plan along with a

continued overall misunderstanding of how to best intervene; continued feelings

of teacher or peer ostracizing; and social isolation. The positive consequences of

formal labeling occur when increased understanding of the academic difficulties

and a formal effective action plan of appropriate instructional methods,

intervention, and accommodations are implemented. The positive aspects of the

knowledge that can be gained from a formal label increases the likelihood that

students can come to understand their learning disability and develop

management techniques for academic success. This occurs particularly when

students gain access to the appropriate intervention for their specific learning

profile that result in the desired academic outcomes. In addition, a formal label

provides parental advocates with the knowledge to make better-informed

decisions with respect to advocating within the public school system or accessing

altemative private intervention resources and services.

Pos t Secondary Ed ucatíon

The label is experienced positively within the context of post secondary

education. It is the formal label that enables students to secure the

accommodations needed through the Disability Services Centre. These needed

resources are not available to students without formal diagnosis documentation

therefore the label is helpful for enabling students with learning disabilities access

to higher levels of education. The emerging data was not abundant with aspects of

negative consequences ofthe label at the post secondary level. post secondary

students in the Canadian context suggest that experiences of stigm atization as a
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result of the leaming disability label are minimal or nonexistent experiences

within the context of post secondary education.

fntervening Conditions

Perceived support (interveníng condítíon (JLD, consequence uLS)

Perceived support is an intervening condition that relates to the overall

views held with regard to advocacy received from family and supportíve

educators. Perceptions of support related to contact with those who were able to

provide moral support, understanding, and interventions that resulted in learning

success' In contrast, lack of support was perceived to occur when students were

misunderstood, ostracized, and access to what they needed for leaming success

was not provided. In each case the consequences varied drastically. Therefore

again there exists the flip side of a coin in which perceived support takes on either

a positive or negative vector. Perceived support within the context of family and

the advocacy role taken by parents provide a buffer or counter balance to the

negative experiences often occurring within the context of education. Students

attribute the advocacy role that was taken on by the family, usuany their mother,

to have contributed to their overall academic success. Students viewed their

parents' advocacy as motivating for developing the self-determination to

overcome the challenges and barriers experienced and positively influencing

personal selÊviews. The importance of the perceived support with regard to

advocates was considered essential for gaining access to the intervention supports

needed to succeed academically.
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Perceived support as an intervening condition of unique Learníng

Disposítíons either facilitated or constrained the action/interaction conditions. In

the positive forms this perceived support was viewed to lead to the supports

needed for success and motivate students to strive to succeed. Perceived support

was seen to be provided by positive individuals who had patience and

understanding of their (Jnique Learníng Dispositíons. In contrast, perceived lack

of support is thought to create challenges and barriers and viewed to constrain

access to the action/interaction that promote academic success among students

with leaming disabilities, create feelings of stigmati zation,and intensiflz

experiences with the associated features of learning disabilities.

Post Secondary Education

students perceive post secondary education as an inclusive supportive

environment. Students described the access to accommodations, the support of

professors, instructors, administrative, and counseling staff within the Disability

Service Centres to be positive experiences. Most participants commented on the

importance of this support within the context of post secondary education as

contributing to their ability to participant in post secondary education and succeed

academically. Perceived support at the post secondary level is a positive

consequence of Unique Learning Styles.

Assessment and Díagnosis (interveníng condition (JLD and uLS)

Assessment and diagnosis are intervening structural conditions undertaken

as a consequence of the Unique Learning Díspositíons experienced by students

who struggle academically. It is the awareness of others, particularly educators
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and parents, of the academic difficulty being experienced and the failure of the

interventions being provided within education for accomplishing the desired

leaming outcomes that lead to a formal assessment. The purpose of assessing or

diagnosing an individual is to determine the nature of leaming challenges and

barriers are for developing a better understanding of an individuals learning

profile. Increased knowledge of the nature of learning challenges and barriers

helps determine appropriate methods of instruction for facilitating learning.

Assessments are carried out within the school system to help educators better

understand how to teach students with learning disabilities with methods that

facilitate learning. Assessment and diagnosis is viewed as positive intervening

structural conditions when the diagnosis obtained facilitates the effective

management of unique Learníng DíspositÌons. It is viewed as a negative

intervening condition when students experience continued misunderstanding of

educators for providing the effective interventions or the failure to do so for

successful leaming outcomes.

Post Secondary Education

Within the context of post secondary education the process associated with

assessment and diagnosis tended to relate to positive experiences in which the

knowledge obtained was used to enable students to gain access to the assistance

needed for academic success. The label associated with the formal diagnosis

provided students with the necessary documentation to gain access to the needed

accommodations for post secondary participation. The overall process of the

assessment and diagnosis and the associated label lead to a formal approach of



Post-secondary students with LD lg7

intervention considered to be effective by students when it avoids the negative

aspects of stigmatization or experiences with the social, emotional, and

psychological implications of the associated features of learning disabilities.

Selfdet ermínation and Mo tivatíon (intent ening condítion (JLD, cons equence

ULS)

SelÊdetermination and motivation developed out of the frustration

experienced as a result of the negative views held by others. The desire to

invalidate these negative assessments appeared to have a motivating influence on

selÊdetermination. Self-determination, in this regard, is a developed attitude to

prove to others who are perceived to hold negative attitudes toward the students,

overall abilities and future possibilities that they are wrong. This attitude of self-

detennination tends to develop in the high school years. SelÊdetermination acts as

a motivating factor to achieve academic and long-terïn career goals. The

development of self-determination and motivation is thought to be fostered by

farnily member advocacy or the advocacy within education in which students

perceived others as having positive views about a student's capability to leam as

well. An additional aspect of selÊdetermination as a motivating factor is the

student's desire to fit in with peers, which include being able, to learn along side

with peers in school. self-determination and motivation as an intervening

condition of Unique Learning Díspositions is a positive attribute that helps

students face the challenges and barriers often experienced.
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Post Secondary Educatíon

At the post secondary level self-determination doesn't take on the form of

vengeance to prove others with perceived negative attitudes about personal

capabilities that they are wrong. Rather, self-determination at this stage seems to

be the motivation to succeed academically because of personal learning or long-

term goal aspirations. Self-determination takes on a form of belief in personal

abilities and recognition that success will require an extraordinary amount of

effort in order to accomplish these goals. SelÊdetermination and motivation as a

consequen ce of (Jníque Learnïng Stylesassists students in aspiring to reach their

true potentials.

Action/Interaction

Advocacy (action/interaction ULD, setf advocacy action/interactíon (JLS)

Advocacy takes on two forms, the first form of advocacy occurs initially in

response to the academic difficulties experienced by students with leaming

disabilities. This first form of advocacy is described, as being taken by another,

with students identifliing their mothers as primary advocates. Advocates provide

support with homework, support, understanding, encouragement, and became a

voice for students within education to help ensure access to the help needed for

academic success. Advocates can also be educators who provide similar supports

as described above. Advocates within education are teachers who understand and

motivated students to academically succeed. Students viewed educators as

advocates to be important, describing them as teachers with qualities that consist

of attributes of encouragement, patience, and flexible with providing the time
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needed to accomplish academic success. Both parents and educators as advocates

were described as personal motivators to succeed academically and pursue post

secondary education. Uses of an advocate as a voice within education for

academic success is predominate during the K-S4 educational years. In contrast,

self-advocacy is the predominate form of gaining access to the accommodations

and supports needed for educational success within the context of post secondary

education. Advocacy as an action/interaction of ()nìque Learning DisposiÍíons is

instrumental in promoting the management of the difficulties experienced that is

taken on by another on behalf of the student.

Post Secondary Education

SelÊadvocacy is the second form of advocacy described in detail. Self-

advocacy is a developed skill that follows increased knowledge of personal

leaming profile in which specific strategies are incorporated to overcome the

experience with UnÌque Learning Dispositions. It was suggested that the support

and understanding provided by someone who had knowledge about learning

disabilities and the abilify to provide the method of instruction, intervention, and

accommodations for learning success was an essential foundation for the

development of self-advocacy skills. The ability to self-advocate is a positive

outcome of the advocacy of others with the intended results of action/interaction

leading to the desired leaming outcomes for students with unìque Learning

Disposítions. It is initially a component associated with increased self_

understanding of a students leaming profile. It is this selÊknowledge that provides

the key capacity to self-advocacy. Self-advocacy is an important feature of the
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core category uníque Learning styles, as it becomes one of the two related

action/interaction conditions, however now it is the voice of self for managing

difficulties.

Instructional Methods, Interventions, and Accommodatíons (action/ínteraction

ULD)

The action/interaction consisted of the instructional methods, interventions,

and accommodations that were provided either through resource help within

public education or access to private tutors and specializedpnvate education.

Action/interaction leads to outcomes or consequences that are either intended or

unintended and the interaction component refers to self as well as other

interactions. Instructional methods, interventions, and accommodations are

reflected as method of instruction in Figure 1 Conceptual Model (Jnique Learning

Dispositions on page 165. Students highlighted experiences that tended to depict

experiences of failure of action/interaction within the context of public school. In

general a failure to provide action/interaction that facilitates academic success is

thought to be a common barrier within the context ofpublic education. The

interventions received within public education predominately were reflected as

ineffective and perceived to facilitate unintended increased negative experiences

considered to be damaging. These unintended consequences of action/interaction

or failure of action/interaction consist of experiences of stigm atization and

negative consequences of the associated features of leaming disabilities. It is

fairly safe to conclude that in most instances that the action/interaction taken
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within the context of public education resulted in unintended negative

consequences.

The intended consequences of the action/interaction approaches were

perceived to have been obtained primarily, at least initially, within the context of

private resources. Interventions took on positive forms when supportive

educators, knowledgeable about learning disabilities, with an ability to provide

students with instructional methods led to the intended learning outcomes and

academic success- Approaches taken within the private sector consisted of

action/interaction that facilitated academic success, increased personal self-

knowledge, awareness of effective strategies, development of selÊadvocacy

skills, and personal attributes of selÊdetermination and remain motivated to

academically succeed. The increased personal self-understanding of learning

profiles enabled students to manage academic difficulties with strategies to

overcome their experience with uníque Learning Dispositíons.

Pos t Secondary Educatíon

The intended outcomes of action/interaction lead to positive consequences

of academic success and increased personal understanding of learning profiles.

These intended outcomes influenced positive perceptions of support, increased

levels of selÊdetermination as intervening conditions that enabled students to

develop long-term goals that became motivators for high school completion and

participation in post secondary education. These positive experiences with

intended outcomes of action/interaction, positive aspects of the intervening

conditions, and the above mentioned consequences facilitated the shift of the core

191
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feature from uníque Learníng Disposttions to (Jníque Learning styles for

capturing the essence ofpersonal educational experiences ofpost secondary

participation. At the post secondary level action/interaction relates to personal

attributes and abilities that encompass selÊmanagement strategies to meet

academic expectations and use of selÊadvocacy skills to obtain the needed

support to accomplish academic success and achieve long-term educational and

career related goals.

Consequences

Stigmatìzation (consequence of being labeled and offaìled action/ínteractíon

ULD)

Barga (1996) referred to stigmatizationas receiving deferential treatment

based on the perceptions of others. Stigmatìzation is a direct consequence of

being a labeled individual within a specific social structure according to Barga

(1996).Labeling in this context is reported to have a direct consequence of

experiences of stigmatizationwithin this context. Stigmatization results from the

negative aspects of the label as it relates to students with uníque Learning

Disposítions and ultimately it appears to be the label itself that justifies the

stigmatization of those in which the label applies.

Stigmatization relates to the perceptions of students with respect to the

responses of others within the context of education that are reflective of the

developed interpersonal relationships among teachers, peers, and students with

leaming disabilities. The quality of these interpersonal relationships are

influenced by the academic difficulties experienced by students with leaming

192
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disabilities, the overall awareness and understanding by educators, the public

response to these difficulties, and how this response is perceived by teachers,

peers, and students themselves. The corresponding response to the informal and

formal labeling of self and others of the evident academic difficulty experience

contribute to aspects of perceptions of stigm atization. perceptions of

stigmatization occur in correspondence to the negative attitudes held by others,

which included lowered academic expectations of educators, social isolation of

peers' and the instructional methods, interventions, and accommodations within

public education. The negative aspects of interpersonal relationships associated

with stigmatization fundamentally takes on a form of gate-keeping as students are

set apart from others within the context of education as unintended consequences

of failed actior/interaction to intervene. Stigmatization is thought to facilitate

increased negative experiences with more global emotional, social, and

psychological consequences descriptive of the associated features of leaming

disabilities. The most common examples of stigmatizing experiences that students

recall relate to experiences with resource help, being removed from the class to

receive this help, the public display of age and grade inappropriate academic

materials which inform others of academic difficulties and setting them apart

within the educational context.

Pos t Secondary Education

Post secondary experiences are perceived to have limited experiences of

stigmatization. The limited expressed experiences ofperceptions of stigm atizatjon

emerge with regard to disclosing leaming disabilities to peers in small group



Post-secondary students with LD lg4

activities- Disclosing for accommodations at Disability Service Centres or to

professors are more limited than the above mentioned experiences of

stigmatization within the context of post secondary education. In fact,

stigmatization does not emerge as a common experiential theme during post

secondary education. This is viewed to be associated with the positive aspects of

increased personal and other awareness, understanding of learning profiles,

developed academic management strategies, and selÊadvocacy skills as common

attributes facilitating the diminished experiences of stigm atjzation.

Associated Features (consequence of stigmatization andfaited action/interactíon

ULD)

Meaning of learning disabilities within the context of education goes beyond

the academic difficulties experienced because of learning disabilities. The social,

emotional, and psychological consequences can be devastating and considered the

associated features of learning disabilities as are outlined in the DSM-IV-TR

(American Psychiatric Association 2000). Associated features can be experienced

to different degrees depending on the overall educational experience. Severity of

the learning disability and the challenges and barriers presented with regard to

academic performance, perceived support, negative interpersonal relationships,

the label, attributes of action/interaction, and the degree of perceived

stigmatization will undoubtedly have varying degrees of associated features as a

negative consequence. The associated feafures are in essence preventable

consequences of learning disabilities. The various aspects that are descriptive of

associated features require a proactive preventative approach for limiting the
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intensity and commonality of experiencing associated features as a negative

consequence among students with uníque Learnìng Disposítíons.

Post Secondary Educatíon

195

Experiences with the associated features are limited during post secondary

education. Students have specific experiences that shake confidence or self-

esteem from time to time. A students' ability to manage their (tnique Learníng

Style, results from drawing on personal strengths and selÊadvocacy skills in order

to buffer for the limiting intense negative consequences of the associated features.

SelÊdetermination is fostered once students have had experiences with successes

and have had the opportunity to work through previously experienced negative

consequences of the associated feafures of leaming disabilities.

Academíc success (consequence uLD, íntervening condítíon uLS)

Academic success is depended upon gaining access to the appropriate

instructional methods, interventions, and accommodations that facilitate leaming.

Student experiences with academic success motivate them to put out the efforts

required to complete high school and participate in post secondary education. The

personal attributes of self-determination can motivate them to strive for academic

success, face the challenges and barriers, and develop long-term goals that

involve participating in post secondary education. Academic success initially

helped facilitate the development of increased understanding of personal learning

profiles, specific strategies needed to succeed, decreased experiences of

stigmatization and the negative consequences of the associated features. The

increased academic success of a student can act to change the negative views that
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teachers and peers may have held serving to improve interpersonal relationships

and decrease experiences of being set apart from peers within the context of

education. These positive aspects of academic success provide protection from the

global negative impact of learning disabilities for students.

Pos t Secondary Education

Academic success in post secondary education requires the continued use of

self-management techniques and strategies. These selÊmanagement techniques

consisted of self-advocacy to gain access to the needed support. Self-management

techniques are specific strategies, and use of available accommodations that

enable students to overcome or by-pass weakness and draw on strengths. personal

management skills consist of study skills, time management, organization, and

support from someone who helps in areas of continued weaknesses such as

editing written papers. Confidants as Troiano (2003) refers are individuals who

continue to support students with learning disabilities at the post secondary level

who are generally described as being either a parent usually their mother or a

spouse' The formal accommodations available within post secondary education

are reported to be in the form of the assistance secured through Student Disability

Service Centres such as use of: note takers; scribers; extra test time; private test

area; and use of technologies such as computer soft ware programs or spell

checkers, or calculators.

Increased understandíng of Learning profile (consequence uLD, interveníng

condítion ULS)
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Increased understanding of their learning profile provides students with

learning disabilities the necessary tools to manage their learning disability within

education and employment. lncreased understanding of learning profile provides

sfudents with the knowledge needed to succeed academically. Students are able to

develop awareness of the specific management techniques that assist them in

overcoming weaknesses and enhance their ability to draw on strengths. The

development of increased understanding ofpersonal learning profiles reflects a

positive consequence of the appropriate actions taken that led to the capacity for

academic success- Specifically, it is the appropriate action/interaction associated

with instructional methods, interventions, and accommodations that enable them

to develop increased personar knowledge. The contexts in which increased

understanding of learning profiles differed, as for some students this began to

develop in high school, while for others it was in employment, adult education

programs' or courses in college. Regardless of the context participants were able

to develop this knowledge. It is positive leaming experiences within these

contexts that change the overall essence of having a leaming disability. lncreased

understanding of learning profile was experienced as a consequence to (Jnique

Learníng Dispositions and acts as an intervening condition of (Jníqtte Learníng

Styles.

Post Secondary Education

Increased understanding of learning profiles and the knowledge associated

with this personal self-awareness are crucial for being able to manage ones

unique Learning style withinthe context ofpost secondary education. This
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increased understanding facilitates students with the essential selÊadvocacy skills

needed to articulate needs and secure accommodation within post secondary

education. Students consider the development of selÊawareness and the ability to

self-advocate as essential skills for successful post secondary participation.

Increased understanding of learning profile also facilitates student ability to

employ academic management strategies for academic success within post

secondary education. The shift from Unique Learníng Díspositíons as capturing

the overall essence of having a leaming disability within the context of education

to Unique Learning Styles cannot be explained by maturation, the development of

personal agency, or the successful transition from childhood to adulthood alone. It

is more likely that the increased understanding of personal leaming profiles and

the knowledge associated with selÊawareness along with ones ability to manage a

unique Learning Disposition in a way that it manifests as a unique Learníng

Style will promote personal agency and successful transitions into adult roles.

Pursuit of Long-term Educationar Goars and parttcipatíon post secondary

Education (consequences ULS)

The ability to pursuit long-term educational goals and participate in post

secondary education are positive consequences that occur for students whose

Uníque Learning DispositÌ.ons have been transformed to being experienced as

unique Learning styles.It appears that students with leaming disabilities go

through a range of developmental struggles and tasks before they experience their

Unique Learning Disposítions as a (Jníque Learning Stytes.Participant narrative

data suggested that unless appropriate interventions were received within the
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context of education that the process of experiencing this transformation of

personal experience might require other positive transitional experiences in

employment, adult education programs, or successful experiences in college

courses' Regardless of how this transformation was experienced all participants

within the study experienced their leaming disability as a (Jníque Learning Style

within the context ofpost secondary education. It was experiencing their learning

disability as a Unique Learnìng Styles that appeared to enable them to pursuit

long-term educational goals and participate in post secondary education.

Summary

The theoretical model that emerged confirms the common arguments found

throughout the literature with regard to the negative global impact of learning

disabilities. This complex model highlights the potential conditions of the

fundamental pathways for promoting high school completion and participation in

post secondary education for students with learning disabilities. The complex

interactions of the conceptual conditions that emerged bring forth an increased

understanding of the experience of having a learning disability at different

educational points. This theoretical model highlights both negative and positive

cyclic experiential conditions and the subsequent consequences common to the

participants in this study. This insight into the negative or positive cyclic

experiential conditions representative of participant experiences provides us with

increased knowledge about the personal educational experiences ofpost

secondary students with learning disabilities. The shared narrative data

highlighted a broad range of experiential knowledge that can potentially guide
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best practice approaches for the deveropment of proactive intervention and

preventive policies directed at increasing positive educational outcomes for

students with learning disabilities. Determining how to create conditions that

facilitate greater experiences with the positive cyclic experiential conditions, as a

focus, warrants attention when developing educational best practice approaches

and policies.
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Chapter 9

201

COMPARATIVE THEORETICAL FRAMEWORKS AND DIRECTIONS FOR
FUTURE RESEARCH

Theoretical Comparisons

Two U.S. studies found in the literature review using the same research

methodology for developing theoretical frameworks for understanding the

experiences of post secondary students with learning disabilities (Barga 1996;

Troiano 2003) will be compared with the theoretical model that emerged within

this thesis. This theoretical comparison will explore the similarities and

differences of educational experiences for students with learning disabilities that

emerged within the data of the three studies. Determining how these theoretical

models compare is important for increasing knowledge about the lived

experiences of post secondary students with learning disabilities.

In addition, comparing these models helps deal with the limited sample sizes

of these three research endeavors. Barga (1996) and Troiano (2000) had sample

sizes of n:9 and the sample size in this investigation was n:10. participants

within these samples were similar in ages as in Barga's (1996) study reported

participant ages ranged from 20 to 47 years with the mean age being 25.4 years.

Participants in this study ranged in age from 1g to 45 years with a mean age of

27 '5 years. All three studies recruited participants from post secondary institutions

Student Disability Service Centres and collected narrativ e datathrough face-to-

face interviews. Educational success was defined as those who had graduated

from high school and were currently completing a college degree in Barga,s
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(1996) and Troiano's (2000) research studies. This definition fits with how

participants in this study defined educational success for themselves.

The first study undertaken by Barga (1996) examined factors that

contributed to the success of students with learning disabilities to explain how

sfudents with learning disabilities manage their difficulties from kindergarten

through college. There were two main objectives the first objective was to

describe how students with leaming disabilities managed their learning

disabilities in education. The second objective was to examine the factors that

contributed to the academic success of students with learning disabilities. Troiano

(2000) research also examined the phenomenon of experiencing a learning

disability in post secondary education. The emergent theory of that study pointed

to "selÊstyle" as a means to operationally define the construct of leaming

disability in post secondary education (Troiano 2003:404). Both theoretical

models Barga's (1996) and Troiano (2000) are described in detail in the literature

review and therefore the points made will only highlight the significant

similarities or differences found within the emergent theories.

Barga's (1996) theoretical model found themes embedded in the datathat

suggest students experience various interrelated forms of labeling, stigmatization,

and gate keeping that create barriers in education. These themes were also

embedded in the narrative story lines that emerged in the data of this study. They

were found to be specifically descriptive of student experiences during early

educational years K-S4. Labeling was perceived as positive in all three studies

during early education when it helped students make sense of their academic
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struggles and involved getting help. Therefore labeling in this sense provided

relief to students. Labeling was perceived as negative in all three studies when it

created conditions of being set apart from peers or receiving differential treatment

from others. The common experiences that emerged in the data of all three studies

were descriptive of the experiences of being removed from the classroom to

receive resource help and experiences ofbeing ostracized by peers and teachers

for being different. Barga (1996) argued that findings associated with the concept

of labeling show that students define themselves in terms of .,normal 
cy,, at a

young age, based on how they measure up to peers academically, and school

success is an early benchmark of how students view ,.norm alcy,, (Barga

1996:415). The themes that emerged from the narrative data within this research

support this finding.

Additionally, perceptions of labeling and stigmatization were described by

participants to occur in similar form, experience, and thought to contribute to

similar consequences across these three studies. The participants in each of these

three studies perceived labeling and stigmatizatjonas occurring and being

experienced as a direct consequence of the believed negative attitudes of

educators and peers. consequently, they were viewed as creating additional

challenges and barriers within the context of education. Also, in each study

participant perceptions of the impact of perceived lowered educator expectations

were viewed as creating additional challenges for student academic progress and

functioned to facilitate the negative peer attitudes that were described as occurring

in the form of bullying, name calling, and exclusion.
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At the post secondary level, Barga (1996) found labeling was selÊimposed,

or forced; because students were required to self identifu their learning disability

to receive accommodations. Self-imposed stigma occurred when students had to

self disclose the nature of their learning disability to department professors for

securing accommodations, such as extra test time, or test readers (Barga 1996).

The worst stigmatization occurred when faculty or departments would suggest

students with leaming disabilities change to another field of study because the

current field would be too difficult for them to succeed academically. The

student's leaming disability was perceived to be linked to their intellect rather

than to the need for accommodations. This experience at the post secondary level

for students with leaming disabilities was also evident in Troiano (2003). Barga's

(1996) and Troiano (2000) study seemed to describe the process of gate-keeping

continuing to occur at the post secondary level. Troiano's (2000) study had

themes that emerged at the post secondary level that supported Barga's findings

suggesting continued perceptions of stigmatization, negative aspects of labeling,

and experiences of gate-keeping continue to create challenges and barriers at the

post secondary level for students with learning disabilities.

In contrast, the narrative data ofthe current research endeavor differed

greatly with regard to these negative experiences at the post secondary level. In

fact participant reports of this study indicated post secondary education to be an

inclusive supportive environment in which experiences with labeling and

perceptions of stigmatization were limited or non-existent. Post secondary

experiences were described by participants in the study as having the opporfunity
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to gain access to the supports and accommodations, understanding and supportive

professors. Disclosure was not associated with requests to change to another field

by the students pafücipating in this study. Aspects of external labeling were not

viewed as a problem among participants; therefore gate-keeping was not a central

theme that emerged within the narrative data of the current research study.

Coping strategies were found to be positive in nature within all three

research investigations at the post secondary educational level. positive

techniques were divided into subcategories that included benefactors, selÊ

improvement techniques, and study skills and management strategies that help

students to manage their disability in positive ways (Barg a 1996).Benefactors

function to provide understanding and emotional support, act as sounding boards

for personal problems, help with homework, act as advocates, and drive students

to appointments (Barga 1gg6;ù.The most frequently cited advocate in all three

studies were participants' mothers who were relied upon for help with homework,

providing positive views, and became a voice within education to ensure that

students gained access to the help they needed. These examples of the positive

coping techniques were similar in theme and description within Barga (1996),

Troiano (2000), and the narrative data story lines that emerged in this research

endeavor.

The role of advocacy seemed to take on a more significant role among

students within the Canadian context for securing access to the help needed within

education or more commonly the private sector. This might be because we do not

have federal legislation that exerts legal pressure on the institution of education
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once a student has been identified as having a learning disability that directs

educational protocol and provides designated funding for these students. In

contrast, approaches are fragmented and alack of consistency exists both within

and between regions across Canada. This fragmentation and in consistency also

exists within and between board of education provincial jurisdictions particularly

during the educational years K-S4.

The impact of this fragmentation and the lack of consistency may be evident

in the differences in the narrative datathatemerged in Barga (1996) and Troiano

(2000) findings and those of this study. These differences relate to the specific

implications of instructional method, intervention, and accommodations that

follow assessment and diagnosis. The narrative datathatemerged in Barga (1996)

and Troiano (2000) suggests early assessment and diagnosis consequently have

more positive implications for gaining access to the interventional approaches

within the public school system in the U.S. This is possibly a direct result of the

federal legislation in place within the U.S. that provides clear guidelines and

access to funding for educating students with learning disabilities. In the Canadian

context, participants reported receiving much of the same interventional

approaches they were provided previous to the assessment process. participant

narratives provided themes indicating use of resources outside of public education

as being necessary for gaining access to the resources needed for academic

success more frequently than their American counterparts. These resources

consisted of accessing private tutoring or private specialized education as

common experiences among participants in this research endeavor. In contrast,
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the themes that emerged in the two u.s. studies suggested that access to

appropriate methods of instruction and interventions were secured within the

public school system as the emergent themes did not highlight private sector

resources as the primary source for meeting student academic needs.

Post secondary education in the Canadian context appears to have formally

developed guidelines and available resources to students through Disability

Services Centres, at least within Manitoba, that seems to be more closely matched

with the post secondary institutions within the U.S. Experiences for students

however within post secondary education appear to be more positive for students

within Canadian post secondary institutions. Narrative datathatemerged in the

two u.s. studies continued to highlight themes associated with negative

experiences with labeling, stigmatization, and gate-keeping as common

experiences of students with learning disabilities in post secondary education.

More research in this area might be needed to explore the similarities and

differences between U.S. and Canadian post secondary institutions for providing

support to students with learning disabilities.

Similarities exist in the student reports across the narratives of the three

research endeavors in terms of what was involved in being able to succeed

academically. Participant narratives that emerged in all three research endeavors

suggested the need to develop particular techniques to help them realize their

potential for high school completion and participation in post secondary

education. Study skills and management strategies were the most commonly used

strategies for academic success, which varied according to specifìc needs but
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included management strategies such as use of computer technology, time-

management skills, taping classes, note takers, scribers, and time management

techniques. Participants also reported continuing to seek the support of an

advocate who helped with things such as the editing of papers and the provision

emotional support. Methods of managing post secondary education were

consistent within the narrative data across all three these research undertakings.

Troiano (2003:416) concluded that the theory that emerged in his study

"offers a complex view of the developmental tasks associated with experiencing a

learning disability in post secondary education". The theoretical model that

emerged came together to form what was labeled the "selÊstyled leaming

disability" (Troiano 2003:407). The core category "self style leaming disability"

is comparable to the core category unique Learning stytes that describe how

participants manage their post secondary education. Troiano's (2003) "self-styled

leaming" and the core category that emerged in the theoretical model of this study

Unique Learning Styles have similar descriptive qualities that relate to necessary

personal attributes of students with leaming disabilities in post secondary

education. These include ability to self-advocate, strategies around disclosure,

academic management strategies, aspects of self-determination and motivation.

However as mentioned above there were distinct differences in the perceptions of

stigmatization that continued for participants at the post secondary level in

Troiano's (2000) theoretical model compared to what was reported in the

narrative data of participants in this study.
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Summary

Two specifìc areas of difference seemed to emerge in the narrative datathat

described educational experiences of students with learning disabilities between

the u.s. and canadian contexts. The first relates to what seems to be early

identification, assessment and diagnosis, and formal action/interaction plans to

follow within the public education system in the u.s. context compared to

Canada. However, it is unclear if the formal action plan provides students with the

appropriate interventions that lead to the desired academic outcomes. At the same

time, there doesn't seem to be an emergent theme suggesting students accessed

private resources to gain access to the instructional methods, interventions, or

accommodations in the U.S. studies, to the same degree, as \¡r'as described in the

narrative data of this study. It is not clear if this is because narrative data did not

emerge that described use of private resources as a common method for

overcoming academic difficulties or if it merely wasn't reported within Barga,s

(1996) and Troiano's (2000) overall findings. The second areathatwas distinctly

different was highlighted in the narrative data that emerged in this research

endeavor that suggests post secondary students experience limited stigmatization

and minimal consequences with the associated features of learning disabilities.

This is in stark contrast to the themes that emerged in the narrative data in the two

U.S. studies that suggested continued experiences within both of these domains.

Implications

Current literafure continues to report the negative consequences experienced

by individuals with learning disabilities associated with high rates of school drop
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out, poor transitions from high school to work or post secondary education

participation, unemployment or underemployrnent, poor social and emotional

adjustment, mental health issues such as depression and anxiety, and living on the

margins of society. Increased knowledge about the educational experiences of

post secondary students with leaming disabilities provides insight into what

works, what doesn't work, and what looks promising.'we can assume if the

literature that highlights the negative consequences of leaming disabilities and the

challenges and barriers individuals experience is reported correctly that increased

knowledge on this topic is necessary to improve the lives of individuals with

learning disabilities. Increased knowledge has the potential for decreasing the

negative consequences and reducing the challenges and barriers experienced.

Increased educational success rates of high school completion and participation in

post secondary education create equal opportunity and social equity for

individuals with learning disabilities. lncreased educational success rates for

students with Unique Learning Disposítions would reduce the need to provide

adults literacy programming and employment supports in response to experiences

related to lack of access to the educational interventions that promote academic

SUCCESSES,

There are a number of potential positive implications of the findings from

this research inquiry. First, it puts a Canadian perspective on the experience of

having leaming disabilities among post secondary students that providing insight

into their experiences at different educational points. Exploring educational

experiences from the perceptive of students enables us to have abetter
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understanding of the processes that create challenges and barriers. In addition, it

provides the opporlunity to reduce those challenges and barriers often experienced

by students with learning disabilities for securing needed interventions for

academic success. Insight gained about the early educational experiences has the

potential to help increase educator awareness of the global difficulties often

experienced among students with leaming disabilities. In turn, provides the

opportunity to initiate the necessary actions needed to help these students thrive

within the inclusive education model that promotes high school completion and

post secon dary p afücipation.

In addition, gaining an in-depth understanding of the experience of having a

learning disability within education makes way for potential best practices

solutions for promoting educational success among a greater number of students

attending canadian schools. Developing best practices policies based on the

identified solutions of successful students with learning disabilities that was

provided in the participant narrative data would involve a focus in the following

areas:

u Early detection that students are experiencing difficulty

accomplishing the expected academic learning goals given their age,

grade, and exposure to education.

r wider use of comprehensive assessment programs during early years

. education to assist in the identification of students that may require

interventions for meeting the expected educational goals.
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Early implementation of intervention programs for promoting early

years leaming and proactive monitoring of students' learning

outcomes.

Early detection and quicker reactions by educators of failure to

respond to current method of interventions being implemented in

which the desired learning outcomes are not being accomplished.

Earlier access to assessments within education once it is recognized

that the expected leaming outcomes to the implemented

interventions are not being accomplished.

Implementation of the recommendations that arise from the

assessment findings that highlight the most appropriate method of

instruction, interventions, and accommodations given a students,

specific leaming profile that areconsistent, well planned, and

proactively monitored for the desired leaming achievement

outcomes.

Implementation of alternative intervention approaches need to be

explored based on specific learner profiles, if response to

intervention is not corresponding to academic achievement, until the

most appropriate intervention method for achieving desired learning

outcomes is determined.

Recognition of specific student strengths and the cultivation of

student strengths and interests for assisting students in reaching their

potentials in these areas and promoting positive school attachment.
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o Proactive measures for increasing selÊconfidence and promoting

positive self-esteem among students with learning disabilities.

" The development of more effective resource programming and the

development of strategies for decreasing the stigmatization

associated with receiving resource help.

. organized resource help approaches that limit the intemrption of

non-related subject areas such as math, science, and social studies

while receiving assistance for specific areas of learning weakness

such as reading or writing, so that students do not fall behind in

subjects that may be of high interest or areas of strengths.

o Resource strategies that enable students to leam in other subject

areas particularly those of high interest areas regardless of specific

student learning weaknesses through the use of technology, diverse

instruction, and appropriate accommodations.

" use of resource materials that are not stigmatizingwhen considering

a given students' age, grade, or expected deveropmental interests

based on age and grade.

o use of high-level interest materials that are not more of the same

from one year to the next but are specifically selected for being

learner motivating while directed at achieving the desired leamer

outcomes.
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use of scientific based instructional methods, interventions, and

accommodations that have been proven successful approaches for

teaching students with learning disabiliti es.

Educator training that enables proactive early identifìcation and

academic intervention implementation to help sfudents with learning

disabilities as early as possible.

Educator training of the best methods of instruction, interventions,

and accommodations that leads to academic success.

Increased educator support within the educational system so that the

personal resources of educators are not limited to help students with

leaming disabilities.

Increased educator knowledge about leaming disabilities and the

global impact often experienced by students affected.

Increased educator and professionar training that provide proactive

prevention and intervention methods to help poor interpersonal

relationships and social diffi culties.

Increased educator and professional training that provide proactive

prevention and intervention methods to help with difficulties that go

beyond academics such as the social, emotional, and psychological

consequences highlighted as associated features of learning

disabilities.

on going educator support and the provision of regularry up dated

knowledge through workshops and professional training conferences
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for educators in order to equip them to work successful with students

who have learning disabilities.

Increased funding within education to help students with learning

disabilities in an inclusive educational setting and additional funding

available to families for accessing private services.

Early implementation and increased use of individualized education

plans (IEP) and individualized transition plans (ITp) to promote

access to the appropriate methods of instruction, interventions, and

accommodations for students with leaming disabilities within the

public school system.

Direct instruction programs within middle years and high school

education that highlight individuar learning profiles, learning styles,

strategies, and use of technology for students with learning

disabilities to promote high school completion and participation in

post secondary education.

Access to an assessment during high school and the provision of the

written documentation required for gaining access to

accommodations within post secondary education should be

provided to students with learning disabilities when graduating or

exiting high school.

Educational pilot projects developed, implemented, and evaluated

that focus on proactive early identification, interventions, and
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academic outcomes for students with learning disabilities at different

educational points.

o Educational pilot projects developed, implemented, and evaluated

that focus on proactive prevention and intervention progïamming to

deal with bullying, increase personal and peer understanding of

learning diversity, provides mentorship opportunities and exposure

to other students with learning disabilities for decreasing feelings of

isolation.

Finally, by using the knowledge gained from participants to increase our

understanding of their personal experiences we are able to gain insight into what

participants perceived to be helpful and unhelpful. This knowledge provides the

opporlunity for policy makers, administrators, goveûrnent and educators to

develop best practice policies and adjustments to the current method of

instruction, interventions, and accommodations based on the views of sfudents

already displaying positive academic outcomes and educational success. The

narrative stories shared by participants in this research endeavor are powerful

resources of knowledge for guiding intervention and prevention policy and

programming within the province of Manitoba. The identified solutions that

participants shared have the potential to increase the success rates of students with

learning disabilities. The identifìed solutions presented reflect the voices of those

with the personal experience of having a leaming disability within the context of

education.
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These identified solutions also speak to the need for increased understanding

of the negative consequences of leaming disabilities when an earlyresponse of

appropriate interventions is not provided. The negative experiences need to be

considered for determining best practice policies that would allow for the

prevention of these global negative experiences in the province of Manitoba.

Learning disabilities require interventions that examine methods of instruction,

materials, approaches, and accommodations where as negative associated features

require a preventative approach within best practice policies to promote high

school completion and participation in post secondary education among students

with leaming disabilities.

Summary

The identified solutions that were provided by participants were derived

from the experiences participants viewed to be helpful or unhelpful at various

educational points. Participant narrative story lines emerging within the data

described the early educational years K-S4 as being most affected by the negative

aspects of experiencing a learning disability within the context of education

Participants described more positive experiences during their post secondary

education' They attribute their ability to participate in post secondary education

because of exposure to effective action/interaction conditions experienced with

advocacy and instructional methods, interventions, and accommodations that

produced positive consequences. This exposure to the positive aspects of

action/interaction was determined to occur at some point in public education,

employment, adult education, or a colrege environment that influenced the
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occurrence ofpositive consequences. It was these consequential positive

experiences and increased personal self-knowledge that ultimately became

catalysts for shifting personal experiences with a leaming disability from being

best described as unique Learning Díspositions to being better described as

Unïque Learning Styles. This descriptive experiential shift was described within

the narrative data to occur within the context of high school education or other

transitional environments such as adult education, a college program or

employment.

Limitations

Generalization of the theory developed in this research is limited because of

the small sample size and the limited sampling frame of post secondary students

with learning disabilities in the province of Manitoba. Although, theoretical

saturation was satisfied with the narrative interview data available from the

participants in this study enabling the researcher to move forward with the

development of a theoretical model reflective of the narrative dataitis not clear if
theoretical saturation would have been satisfied if additional narrative data from a

larger sample would have contributed additional themes for analysis. The theory

developed in this sfudy will need to be substantiated by additional research and

fuither theoretical development on the topic before its generalizability strengths

and limitations can be fully identified. The theory developed in this research

endeavor can and should be used as a springboard for further research

investigations using the same research methodology. It would be useful to have
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both matched and different populations of individuals with leaming disabilities to

fuither develop and validate the theoretical model developed in this study.

Additional investigations for instance might examine if adults who are

accessing programming to help them with literacy or employment fit the core

category of Unique Learníng Dispositions? If so, once they have gained access to

help that promotes personal knowledge and the supports needed do they better fit

the core category unique Learníng stytes? Again, if so, what are the attributes,

resources' and personal gains that occurred for them that wero consequences and

intervening conditions that influenced the shift? Continuing research in this area

is important for bettering the lives of Canadian children, adolescents, and adults

with learning disabilities. Continuance of in-depth theory development about the

lived experiences of individuals with learning disabilities should be the catalyst

for increasing knowledge and promoting best practice policies within education as

well programming provided within the community whose consumers are

individuals with leaming disabilities.

Research limitations also surround the degree to which the findings can be

generalized outside of the context of education, such as programming for adults

with leaming disabilities for literacy or employrnent. These limitations also apply

to educational contexts outside of Manitoba. This is because of the variation that

exists with regard to how learning disabilities are defined, identified and managed

during the K-S4 educational years from region to region in the Canadian context.

Therefore findings are limited to the province of Manitoba or to provinces that

have similar public educational structures, and similarities in how learning
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disabilities are defined, identified and managed during the K-s4 educational

years.

When comparing the theoretical model that emerged in this study with

Barga (1996) and Troiano (2000) the narrative story lines and subsequent

properties and categories that emerged consisted of similar causal conditions,

action/interaction, intervening conditions, and consequences. yet differences

existed with how specific categories were grouped during the selective coding

process. Overall the participant story lines within all three of these research

endeavors described similar experiences within education at different points.

These relate to the academic struggles, labeling, stigmatization, experiences with

the associated features, advocacy, selÊadvocacy, management strategies, and the

challenges and barriers experienced. Therefore the research findings and the

theoretical model developed in this study are supported to some degree, when

compared to the previously developed theoretical models by Barga(l996) and

Troiano (2000).

An additional limitation exists with aspects of the sample. All participants of

the sample were individuals with diagnosed learning disabilities and histories of

global difficulties within education, who succeeded academically and currently

participating in post secondary education. However the research design lacked a

control group of individuals who were not diagnosed with a learning disability,

lacked histories of difficulty within education, who succeeded academically, and

were culrentlyparticipating in post secondary education. Research findings of this

study are also void of information about sfudents with histories of leaming
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disabilities whose post secondary educational experience differed in which they

entered university or college and then dropped out ofpost secondary education.

Therefore we are not able to determine how participants with learning disabilities

personal educational experiences who have succeeded in post secondary

education narratives would differ or be similar to the narrative datathatmight

emerge from control groups with different educational histories or post secondary

experiences.

Finally, findings of this research describe the experiences of students with

leaming disabilities who at some point gained access to the help they needed for

high school completion and participation in post secondary education. The

theoretical model that emerged is limited to being generalized to students with

learning disabilities who gained access to the instructional methods, intervention,

or accommodations that promotes academic success. Within the Manitoba context

it appears that these students came from families with the means to gain access to

private resources or the ability to effectively advocate for gaining access to these

resources within the context ofpublic education. It should be noted that the

theoretical model that emerged is only applicable to students with learning

disabilities who did gain access to the appropriate interventions that lead to the

desired leaming outcomes. There is another group of students with learning

disabilities who may have experienced similar early educational experiences as

the participants in this study but lacked access to the appropriate interventions for

academic success. Therefore, the generalizability of the theoretical model that

emerged in this study to this specific population of sfudents with learning
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disabilities is limited. Additional research that examines the early educational

experiences of students with learning disabilities who dropped out of school is

needed to gain a more comprehensive understanding of the personal educational

experiences of students who were unable to succeed in education.
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NATIONAL DEFINITION OF LEARNING DISABILITIES ADOPTED BY THE
LEARNING DISABILITIES ASSOCIATION OF CANADA

A Learning Disability refers to a number of disorders, which may affect the acquisition,
organization, retention, understanding, or use of verbal or nonverbal information. These
disorders affect learning in individuais who otherwise demonstrate at least average
abilities essential for thinking and/or reasoning. As such, learning disabilities are distinctfrom global intellectual defi ciency.

Leaming disabilities result from impairments in one or more processes related toperceiving, thinking, remembering, or learning. These includè, but are not limited to
language processing; phonological processing] visual spatial processing; processing
speed; memory and attention; and executive functions i".g. piu.rrring ariá ãecision-
making).

Learning disabilities 
lung" in severity and may interfere with the acquisition and use of

one or more of the following:
. Oral language (e.g. listening, speaking, understanding)o Reading (e.g. decoding, phonetic knowledge, work relognition, comprehension)o Written language (e.g. spelling and written expression)o Mathematics (e.g. computation, problem solving)

Learning disabilities may also involve difficulties with organ izational skills, socialperception, social interaction, and perspective taking.

Leaming disabilities are lifelong. The way in which they are expressed may varyover anindividual's lifetime, depending on the interaction betwéen the demands of the
environment and the individual's strengths and needs. Leaming disabilities are suggested
by unexpected academic under-achievõment or achievement, which is maintained only byunusually high levels of effort and support.

Leaming disabilities are due to genetic and/or neurobiological factors or injury that altersbrain functioning in a manner that affects one or more p.ú"rr". related to iearning.
These disorders are not due primarily to hearing and/oi vision problems, socio-economic
factors, cultural or linguistic differences, lack olmotivation or ineffective teaching,
although these factors may further complicate the challenges faced by individuals withlearning disabilities. Learning disabilifiès may co-exist with various ðonditions including
attention, behavioural and emotional disorders, sensory impairments or other medical
condlttons.

For success' individuals with leaming disabilities require early identification and timely
specialized assessments and interventions involving iro-", scirool, community, and
workplace settings. The interventions need to be ap-propriut" fo, each individual's
leaming disability subtype and, ata minimum, irr"iu¿e,. Specific skill instruction

o Accommodations
o Compensatory strategies and self_advocacy skills
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DTAGNOSTTC CRTTERIA DSM_rv _ TR (2000)

Díøgnostíc and støtistícal Mønuøl of Mental Dísorders (DSM rn Díøgnostic críteríø
(3 I 5.00) Reading Disorder

(Axís I)
Criterion A

" Reading achievement, as measured by individually administered standardized tests ofreading accuracy or comprehension, is substantialiy below that expecteã given theperson's chronological age, measured intelligence ánd the ug"-upp.opriatå education.

Criterion B

" The disturbance in Criterion A significantly interferes with academic achievement oractivities of daily living that require reading skilrs.

Criterion C

" If a sensory deficit is present, the reading difficulties are in excess of those usually
associated with it.

Coding Note:

' If a general medical (e.g. neurological) condition or sensory deficit is present, code
the condition on Axis lll.

' other listed learning disorders in the DSM follow the same criterion as that forreading disabilities.

c The essential feature of reading disorder is reading achievement (i.e. readingaccLtÍacy, speed, or comprehension as measured by individually àãministered
standardized tests) that falls substantially below that expected given the individual,s
chrono I o gi cal age, m easured i ntelli gence, and age- appropri ate educati on.

' Associated features and disorders are mathematical disorder and disorders of written
expression, which are rarely found in the absence of reading disorder.

DSM-IV-TR p. 50

Associated Features and Disorders

Demoralization, low self-esteem, and deficits in social skills may be associated withLeaming Disorders. The school dropout rate for children or adolescents with Learning
Disorders is reported at nearly 40o/o (or approximately 1.5 times the average). Adults withLearning Disorders may have significanfdifficulties in **ftoy-ent or social adjustment.
Many individuals (10%-25%) with conduct Disorders, opp*itior;j;;fiild.order,
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Attention-Deficit/Hyperactivity Disorder, Major Depression Disorder, or Dysthymic
Disorder also have Leaming Disorders. There is eviãence that develop*"rrál délays in
language may occur in association with Leaming Disorders, (particulärly Reading
Disorder), although these delays may not be sufficiently severe to warrant the separate
diagnosis of a Communication Disorder. Learning Disórders may also be associated with
a higher rate of Developmental Coordination Disõrder.

There may be underlying abnormalities in cognitive processing (e.g., deficits in visual
perception, linguistic processes, attention, or memory, ôr a combinatión of these) that
often precede or are associated with Leaming Disorders. Although genetic predisposition,
perinatal injury, and various neurological or other general medical conditions may be
associated with the development of Learning Disorders, the presence of such conditions
does not invariably predict eventual Learning Disorder, and ihere are many individuals
with Leaming Disorders who have no such history. Learning Disorders uré, ho-"u..,
frequently found in association with a variety of general meãical conditions (e.g., lead
poisoning, fetal alcohol syndrome, or fragile X syndrome).

Specifi c Culture Features

Care should be taken to ensure that intelligence testing procedures reflect adequate
attention to the individual's ethnic or cultural background. thir ir usually accomplished
by using tests in which the individual's relevant ðharacteristics are represented in the
standndization sample of the test or by employing an examiner familiai with aspects of
the individual's ethnic or cultural background. lndividualized testing is always required to
make the diagnosis of a Learning Disorder.

Prevalence

Estimates of the prevalence of Learning Disorders range from2%o to l¡o/odepending on
the nature of ascertainment and the definitions appliedlApproximat ely 5%oistudents in
public schools in the United States are identified ãs havingta Learning Disorder.
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Appendix C

SUPPORTING INCLUSIVE SCHOOLS SECTION E: 2

FISCAL RESOURCES

Special Needs Funding Categorical Funding

Special needs funding is available for students requiring and receiving extensive
supports based on a comprehensive educational nèeds assessment. Support is provided at
three levels:

o Level I support
e Level II and Level III support

Guidelines for level I Support
T 'evel I support is included in the school division's/ district's base support funding.
A portìon of base support funding is designed for students requiring supports foti *u¡o,
part ofthe school day.

students with the following conditions may be eligible for Level I support:
" Moderate mental disability: The student has an intelligence qrot;etrt (Ie) of

less than 50 þlus or minus 5) based on a valid intellig:ence tËst admiìistered by
a qualified person, and has significant difficulty in adaptive functioning.o Severe physical functioning: The student has a severe physical disabiliiy that
requires si gnificant specialized support and physicat refraUilitation.o Moderate multiple-disabilities: The student has more than one moderate
disability,
the combination of which affects his or her adaptive functioning at school.. very severely leaming disabred: The student's reading, language, and/or
mathematics performance is significantly lower than expected ãn the basis of his
or her intelligence or learning potential.

" Severely emotionally disturbed: Based on a comprehensive psychological
assessment administered by a qualifìed specialist, the studeni is confiined to
have severe emotional, social and behavi,oural disorders.o Severe hearing loss: Based on a comprehensive assessment administered by a
qualified specialist (audiologist, deaf education specialist, and/or speech-language
pathologist), the student is confirmed to have ,.uãr" hearing loss that affects
speech and language development.

o Severely visually impaired: After all possible visual cor¡ection is made, the
student with visual impairment requires special materials and services, tut uses
visual media (including print) as the primary method of learning:

Decisions about a student's eligibility and the expenditures under Level I support are
made by the school division/district.

DECEMBER 2001 section E: 2 Resources - Fiscal Resources PAGE I
Section E: 2 Supporting Inclusive Schools
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Guidelines for Level II and Level III Support
categorical support is available for studenis with special needs who require and receiveextensive supports based on a comprehensive educational needs assessment. Level II andLevel III support is in addition to ievel I, co-ordinator and clinician support.'
Definitions of conditions considered for Level II and Level III support are provided toassist school divisions/districts in selecting students for funding aþtications. The
Program and Student Services Branch detðrmines final eligibility. 

'

The school requesting Level II or Level III support for students with special needs willcomplete an individual education plan (IEP) fo; each student. All applications requesting
1.1"I:l of funding and providing identi$'ing information are to be forwarded by schooldivision/ district administration to the Piogram and student Services Branch, Manitoba
Education, Training and youth.

Level II Support - $8,560 per student
Funding eligibility criteria for Level II. support are based on the student,s need for indi-vidualized instruction for a major part of the schoor day.
students with the following conditions are considered for Level II support:
o 

!.evere multiple-disabilities: The student has a combination of two or more severedisabilities that produce severe multiple developmental, behavioural and/or learningdifficulties' Thg student may have a severe cognitive disability compounded by aphysical disability so severe that he or she ,.qii.., adaptations and modifications
beyond the usual education programming providåd for students with moderate specialneeds' If not cognitively disabled, ttre stu¿ent may display two or more severephysical disabilities and consequently requires intens"ive assistance and/ or individu-
ahzed supervision.

' Severely autistic: Student with autistic characteristics presents a combination of
behaviours such as extreme selÊisolation, severe language and communication Lproblems, hypersensitivity and,/or hyposensitivity in Ih" r"n.ory dimensions andritualistic behaviours. The severely autistic student exhibits characteristics that
severely inhibit lit o-t her learning and overall functioning and therefore requires
highly individuali zed programming.

o Deaf or hard of hearing: The student is confirmed to be deaf or hard of hearing based
on a comprehensive assessment adminjstered by a qualified specialist lauAiotoglst,deaf education specialist and/ or speech-lunguug" päthologirt). Due to a hearing loss,that has significantly affected the ãevelop*ã"t ãr rpeech ãndior lunguage, the studentrequires major programming modifications to partiåipate effectivelv *ã úenefit frominstruction in the educational setting.

o Severely visually impaired: The student's vision is so severely impaired that theprimary leaming mode is not visual, necessitating extensive accommodation into
the learning environment and adaptations to matJrials.

PAGE 2 section E: 2 Resources - Fiscal Resources DECEMBER 2001
Supporting Inc lus iv e S c ho o I s
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Section E: 2

" VerY severely emotionally behaviourally disordered: The student exhibits very severe
emotional behavioural disorders, charactenzed by inappropriate or disproportionate
emotional and behavioural responses to various life situatiãns. The stuàent requires
individualized programming and supports with ongoing formal inter
agency involvement.

ø Severely psychotic: This diagnostic category includes students with severe thought
disorders and associated inappropriate behaviours that are beyond control and that donot appear to be caused by inappropriate school expectationr. th" severely psychotic
student displays highly inappropriate school behaviour that is uottr .Lá"i" un¿
excessive and may necessitate his or her removal from the regular classroom and
placement in a specialized, highly intensive therapeutic setting.
Other special conditions can be considered.

Level III Support - $19,055 per student
Fulding eligibility criteria for Level III support are based on the student,s need forindividualized instruction for the entire schoot day, additional specialized supports
provided by the school division/district, and programming requirements significantly
beyond those established for Level II support.
Students with the following conditions are considered for Level III support:
o Profound multiple-disability: The student has a combination of extremely severe

disabilities that produce profound multiple developmental, behavioural and/ or
learning difficulties. Consequentl¡ the student requires continuous individualized
attention and instruction, as well as extensive addiìional supports.c Deaf: The student is deaf or has a hearing loss that affects communication so pro-
foundly that he or she requires appropriate, full-time, individualized programming toparticipate effectively and benefit from instruction in the educatiorruir"tãrrg.o Profoundly emotionally behaviourally disordered: The student exhibits profound
emotional behavioural disorders and associated leaming difficultier r"qui.irrg highly
individualized programming and intensive support r"*i"", at school and in the
community.

This applies to the student:
o who is a danger to self and/or to others and whose actions are marked by impulsive,

aggressive and violent behaviour
o whose behaviour is chronic - the disorder persists over a lengthy period of time.

whose behaviour is pervasive and consisteit - the disorder nãgiiu"ty affects all
environments, including home, school and community

" who requires or receives a combination of statutory and non-statutory services from
Manitoba Education and Training, Family Services, Health and/orJustice as defined
within the Child and Family Services Act, the Menial Health Act and the young
Offenders Act

DECEMBER 2001 section E: 2 Resources - Físcal ResourcespAGT3
Section E:2 Supporting Inclusive Schools
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The request for Level III Support for a student with profound emotional/ behavioural
disorders must be accompanied by a detailed IEP with a comprehensive multi-system24-
hour treatment intervention plan (Circle of Care) to address the student's problems. .

Blind: The student's vision is impaired to the degree that the primary learning mode is not
visual. This necessitates extensive adaptations to the learning environment, specifically to
print medium. Individualized programming is required. This may include direct
instruction in braille and Orientation and Mobility.

" URIS Group A Healthcare Procedures: The student requires one or more of the fol-
iowing complex medical procedures that must be performed by a registered nurse:

o ventilator care
e tracheotomy care
e suctioning(tracheal/pharyngeal)
o nasogastric tube care andlor feeding
u Complex administration (e.g., via infusion pump, nasogastric tube,

inj ection other equivalent)
o Central or peripheral venous line interventions
o Other clinical interventions

School divisions are required to submit an application to the URIS Committee.
Documentation required for the application:
o Special Needs Categorical Grant Level m funding application
o URIS Application Form (5.2)
o Individual Health Care Plan

Please refer to section 4 of the UklS Policy and Procedure Manual for further assistance

when submitting an application.

PAGE 4 Section E: 2 Resources - Fiscal Resources DECEMBER 2001
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Appendix D

LETTER: UNIVERSITY oF MANITOBA

Cheryl Nicholson
B.A. Advanced
Masters of Arts Student
Department of Sociology
University of Manitoba

E-mail
Phone

University of Manitoba
Disability Services
155 University Centre
Winnipeg, Manitoba R3T 2N2

DISABILITY SERVICES

The study entitled, "Personal ofP
with Leaming Disabilities" aims at gaining u b.tt"r nn¿".rturffi

honorarium of a $20.00 restaurant gift certificate to show my appreciatiiation for the ti

232

Attention: Accessibility Advisor for students with Learning Disabilities

Dear Roslyn Gates,

I would like to inform you of the research study I am undertaking for completion of my
Masters of Arts Degree in the Department of Sociology at the Uãiversity áf Manitoba. I
have obtained ethical approval from the University oiManitoba psychoiogy/sociology
Research Ethics Board (PSREB) to conduct this research study. This can È'å verified by
contacting the Human Ethics Secretariat at 474-7122, or e-mail
MArgaret-bowrnan@umanitoba.ca. I am writing this letter to you with the attached
information in a request for assistance recruiting participants.

This research will involve recruiting students diagnosed with leaming disabilities through
Student Disability/Counselling Service Departments at the Universit! of Manitoba,
university of winnipeg, and Red River college or involved with the Learning
Disabilities Association of Manitoba_

associated with having a learning disability from the perspectiveãf post secondary
students with leaming disabilities. The Grounded theòry åpproach is the research
methodology being used in this study. This approach aims åt giving voice to individuals
who have first hand experience with phenomena in order to dðvelo! a theoretical model
that is representative of their lived experience. Each participant will receive an

spent participating in this study.
lme
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I would like to ask your assistance in informing individuals with leaming disabilities
registered with Disability Services about this rèsearch by forwarding thJattached request
for participant's letter to these individuals through your regular corrãspondence. I have
attached a request for participant's letter that explains the research project and provides
interested individuals with a contact email addrèss and telephone number. I am also
wondering if it would be possible to post request for particþant's posters in the common
atea at Disability Services, which are included with the participani recruitment letters.

Thank you for your time on this matter!

Best Regards,

Cheryl Nicholson
B.A. Advanced
M.A. student, Department of Sociology, university of Manitoba
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LETTER: UNIVERSITY

Cheryl Nicholson
Masters ofArts Student
Department of Sociology
University of Manitoba

E-mail ,

Phone

University of Winnipeg
515 Portage Avenue
Office OGM12B
Winnipeg, Manitoba
R3T 2N2

OF WINNIPEG DISABILITY SERVICES

The study entitled, "p

Wuirnt
::',:::?:".1,ïtlþ:l¡:]",q:il* dj"b'I,r from the pe.sp"cti,,e of posr secondary

;;;;;;',h;ää
methodology being used in this study. This approu.t, u¡.rr. åt giving voi individuals
xy,g:i:'prã*p""iä*'inin"iï*ä;"'ffi 'äiì""ååi,"':i;1'ffJå;:iiiiijithat is representative of their lived experience. Each particþant will receive anhonorarium of a $20.00.restaurant gift certificate to *; 

- appreciatiiation for the ti

234

Attention: Disability Services Coordinator

Dear Heather Myers,

I would like to inform you of the research study I am undertaking for completion of myMasters of Arts Degree in the Department of sãciology at the uiiversity orvtuoitouu. Ihave obtained ethical approval fróm the university ofManitoba psychology/sociology
Research Ethics Board (PSREB) to conduct this råsearch study. This can È-å verified bycontacting the Human Ethics Secretariat at 474-7122, or e_mail
M?rgaret bowman@umanitoba.ca. I am writing this ietter to you with the attachedinformation in a request for assistance recruitin! participants.

This research will involverecruiting students diagnosed with leaming disabilities throughstudentDisability/counselling Service Departmarts at the university of Manitoba,
Yfy"I:ilv of winnipeg, and Red River coìrege or involved with the Leu*irrg
Disabilities Association of Manitoba.

spent participating in this study.
lme
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I would like to ask your assistance in informing individuals with leaming disabilities
registered with Disability Services about this research by forwarding the attached request
for participant's letter through your regular correspondence. I have attached a request for
participant's letter that explains the research project and provides interested individuals
with a contact email address and telephone number. I am also wondering if it would be
possible to post request for participant's posters in the common area at Disability
Services, which are included with the participant recruitment letters.

Thank you for your time on this matter!

Best Regards,

Cheryl Nicholson
B.A. Advanced
M.A. Student, Department of Sociology, University of Manitoba
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LETTER: RED RIVER COLLEGE

Cheryl Nicholson
B.A. Advanced
Masters of Arts Student
Department of Sociology
University of Manitoba

E-mail,
Phone

The study entitled, "p and Educational

Post-secondary students with LD 236

DISABILITY SERVICES

fPost

Red River College
Counselling Services
2055 Notre Dame Avenue
Winnipeg Manitoba, R3H 0J9

Attention: Director of Counselling Services

Dear Dave Rogalsky,

I would like to inform you of the research study I am undertaking for completion of myMasters of Arts Degree in the Department of sãciology at the uiiversity ofManitoba. thave obtained ethical approval from the university oiManitoba psychology/sociology
Research Ethics Board (PSREB) to conduct this research study. This can tá verified bycontacting the Human Ethics secretariat at 474-7122, or e-mail
Marearet:bowman@umanitoba.ca. I am writing this ietter to you with the attached
information in a request for assistance recruitin! participants.

This research will involve recruiting students diagnosed with learning disabilities through
Student Disability/Counselling Service Departments at the University of Manitoba,
university of winnipeg, and Red River coìlege or involved with the Leu-i.rg
Disabilities Association of Manitoba.

wrtu r-sarurntl rjlsaDl-lltles'- atms at gatning a better understanding of the experiences
associated with having a learning disability from the perspective ofpost secondary
students with leaming disabilities. The Grounded theãry åpproach is the research
methodology being used in this study. This approu"rr ui.nr ä giving voice to individuals
who have first hand experience with phenomena in order to dãvelo! a theoretical modelthat is representative of their lived experience. Each particþant will receive an
honorarium of a $20.00 restaurant gift certificate to rtro. -y appreciation for the time
spent participating in this study.
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I would like to ask your assistance in informing individuals with leaming disabilities
registered with Disability Services about this rãsearch by forwarding the attached request
for participant's letter through your regular correspondence. I have ãttached a request forparticipant's letter that explains the research project and provides interested individuals
with a contact email address and telephone number. I arnalso wondering if it would be
possible to post request for participant's posters in the common area atDisability
Services, which are included with the participant recruitment letters.

Thank you for your time on this matter!

Best Regards,

Cheryl Nicholson
B.A. Advanced
M.A. student, Department of sociorogy, university of Manitoba
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Appendix G

LETTER: LDA MANITOBA

Cheryl Nicholson
Masters of Arts
Department of Sociology
University of Manitoba

E-mail
Phone

Leaming Disabilities Association of Manitoba
Executive Director
617 Erin St.
Winnipeg, MB R3G 2W4

Attention: Executive Director

Dear Marilyn McKinnon,

I would like to inform you of the research study I am undertaking for completion of my
Masters of Arts Degree in the Department of sãciolo gy attheUiiversity of Manitoba. I
have obtained ethical approval from the university oiManitoba psychology/sociology
Research Ethics Board (PSREB) to conduct this råsearch study. Th-is can ù'å verified by
contacting the Human Ethics secretariat at 474-7122, or e-mail
M?rsaret:bowman@umanitoba.ca. I am writing this ietter to you with the attached
information in a request for assistance recruiting participants.

This research will involve recruiting students diagnosed with learning disabilities through
Student Disability/Counselling Service Departmarts at the University of Manitoba,
university of winnipeg, and Red River college or involved with the Leaming
Disabilities Association of Manitoba.

The study entitled, "P and ional ost
wrm Learnlnq Drsablhtres" aims at gaining a better understanding of the experiences
associated with having a learning disability from the perspectiveãfpost secondary
sfudents with learning disabilities. The Grounded theåry åpproach is the research
methodology being used in this study. This approu.n ui*r åt giving voice to individuals
who have first hand experience with phenomena in order to dãvelop a theoretical model
that is representative of their lived experience. Each participant will receive an
honorarium of a $20.00 restaurant gift certificate to show my appreciation for the time
spent participating in this study.
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I would like to ask your assistance in informing individuals with learning disabilities
registered with Learning Disabilities Association of Manitoba about thiJresearch by
forwarding the attached request for participant's letter through your regular
correspondence. I have attached a request for participant's letter that eiplains the
research project and provides interested individuals with a contact email address and
telephone number. I am also wondering if it would be possible to post request for
participant's posters in the common area at yorr orgurrì zation,which are included with
the participant recruitment letters.

Thank you for your time on this matter!

Best Regards,

Cheryl Nicholson
B.A. Advanced
M.A. student, Department of sociology, university of Manitoba
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LETTER: PARTICIPANT RECRUITMENT

Researcher: Cheryl Nicholson
B.A. Advanced
Masters of Arts Student
Department of Sociology
University of Manitoba

E-mail
Phone

POST SECONDARY STUDENTS DIAGNOSED WITH A LEARNING
DISABII,ITY

YOUR PARTICIPANTION IS VERY MUCH NEEDED...

240

Project Title

ú'Personal and Educational Experiences of Post Secondary Students with a Learning
Disability"

Dear Students:

I would like to inform you of the research study I am undertaking "personal and
Edu"atiottul E*pe.ietces of Post S"condury Studerts *ith a Learnins Di*bilitu, fo,
completion of my Masters of Arts Degree in the Department ors*iotogyãtnã-
University of Manitoba. This participant recruitment letter was attached to a letter of
request for assistance to appropriate personnel at the University of Manitoba, University
of Winnipeg, Red River College, and the Leaming Disabilities Association of Manitoba.
It was requested that information about this research study be shared with post secondary
students by distributing this letter through regular correspondence to individuals enrolled
in their services. Please be assured that your personal information was not communicated
to me through the cooperating educational institutions or organization. I have obtained
ethical approval from the University of Manitoba, Psychology/Sociology Research Ethics
Board (PSREB) to conduct this research study. If you require any additlãnal information
about this research endeavor contact my academic advisoì Dr. Russell Smandych, (ph. D,
Toronto) Professor, Chair of Graduate Students in the Department of Sociology at the
University of Manitoba telephone number 474-6446.

I am looking for participants to assist me in this research endeavor. This research will
involve interviewing post secondary students diagnosed with leaming disabilities (LD).
The sfudy entitled
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associated with having a leaming disability from the perspective of those who have
struggled with leaming difficulties during their educationãl experiences.

Participation in this research study is voluntary and declining to participate will not affect
any services currently received nor will it affect any services you may receive in the
future at the above mention educational institutions or organi zation.Éarticipation will
involve a time commitment of three hours to meet with the researcher for three separate
interview sessions.

The first interview will involve completion of a forty-six, closed-ended, yes/no
participant screening survey questionnaire. These questions will relate toten specific
topic section themes. These themes focus on information reported in the literature
thought to be relevant to the experiences of students with leãming disabilities. Survey
questions will be reflective of the ten-topic section themes gathering information with
regard to subject matter such as: when individuals became aware oflearning diff,rculties;
assessment, diagnosis and impact of LD; meaning of LD; meaning to persoãal
interactions; advocacy, learning style, and educatìonal interventioár; u*u."ness of others
with LD; educational history and personal educational views; participation and academic
management in post secondary education; challenges and barrierr, urrd participant
identified solutions. The main objectives of this fiist intervie\Ã/ are described åore ñrlly in
the participant consent form.

The second and third interviews are semi-structured open-ended face-to-face interviews.
These interviews will consist of seven specific topic såctions from the participant
screening survey and require that participants share their narrative stories about their
personal and educational experiences. Question probes within each specific topic area
will be used during conversational lags, as the objective is to obtain spontaneoïs
narratives for each topic section. The final sections of each of these interviews will
provide participants the opportunity to contribute additional information they feel is
important that is not capfured within the outlined topic sections. These interviews will be
tape-recorded using a voice activated digital recordèr. Participants can stop the tape-
recorder at any time, and decline from elabo ratingon any topìc section or question probe.
These interviews will be transcribed into written narratives. Any informatiån ünking
individual participants to the transcribed material will be replacld with a numerical code.
Additional information about these semi-structured interviews is provided in the
participant consent form.

Anticipation of risk to participants is not associated with this research. However, to guard
against any unforeseen emotional impact ten-minutes will be spent at the end of each
interview to debrief with participants. Any participant reporting they are experiencing
negative emotions because of their participation in this .iuay will require aáditional
debriefing time to determine the extent of these negative feelings, unä to evaluate if there
is any psychological, emotional, or physical risk to the participãnt. This will be done by
discussing and problem solving around the upsetting issue, ,"i"oing knowledge based
information' if the difficulty is anxiety or depression related referralto the appropriate
professional would be provided. A follow-up call will be arranged with eacË participant
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for the day after the interviews. If participants report experiencing negative emotions they
will be directed to the appropriate counselling services department at their post secondary
institution, Learning Disabilities Association of Manitoba, Anxiety and Depression
Association of Manitoba or provided names of private psychologists who specialize in
leaming disabilities.

Any information you share with the researcher will be strictly confidential and the written
report will ensure anonymity of participants. The researcher will stringently comply with
the regulations outlined by the University of Manitoba Psychology/Sociology Research

Ethics Board (RSREB) and privacy regulations outlined by the Privacy Act to protect
participant confidentiality and anonymity. The findings of this research will be shared

with participants on its completion. The final report of this research will be completed no
later than August 30,2007 therefore participants will have receive a written summary of
the research results no later than that date. In addition, all research materials will have
been shredded and disposed of no later than Augus t 30, 2007 - It is hoped that this proj ect

will be completed before the fore mentioned date in which case participant summary mail
out and material disposal will occur simultaneously. Participants will receive a twenty-
dollar restaurant gift certificate to show my appreciation for the time spent participating
in this study.

Ifyou have any questions about the nature ofthis research study, please feel free to
contact me. Please refer to the research title "Personal and Educational Experiences of
Post Secondary Students with Leaming Disabilities" in the e-mail subject reference. If
you are interested in participating, please contact me by telephone at

or by emailing me at or
i'hari( you ln advance for your time on this matter!

Best Regards,

Cheryl Nicholson
B.A. Advanced
M.A. Student, Department of Sociology, University of Manitoba

The University of Manitoba PsychologicaVSociology Research Ethics Board
(PSREB) has approved this research. This can be verified by contacting the Human

Ethics Secretariat at 474-7122, or e-mail Margaret bowman@umanitoba.ca





ID Code

Section A

Date:

Name:

Date of birth:

Gender:

Telephone Number:

Email address:

Student Status: Full-time D part{ime I
First language English: No fl yes E

18 years plus of age: NoD yes D

Three-hour commitment: No E yes !
Diagnosis of LD: No ! yes !
Type of Leaming Disability:

Type of professional:

Last Diagnosis Date:

MB Elementary School

MB Middle School

MB High School

Post secondary Institution
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Appendix J

PARTICIPANT SCREENING QUESTIONNAIRE

Male I Female E

Faculty of Study

Declared minorDeclared major
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Section B

Thìs questíonnaíre has been developed to provide the researcher with ínformatíon about
each potential participant. Thís ínformation wilt hetp in the selection of partícipates thatwill íncrease the varíatíon wíthín the sample so ít ìs most representative of ìndtv[dualswith learning disabilities. Questíons ín thls questíonnaíre coisist of prrmairty yes or noalternatíve responses and your approximations of the grade rqnges at which you hadspecific experíences related to your learning dtsairlrry. i¡you are selected to participate
in the study after today's screening interttiew, the tei qintfornoire categories we covertoday wíll befurther explored during each of the additíonal two íntervíew-s that wíllfocus
on gatheríng narrative data about your early educational experienc"r, por, ,ucondary
educational experíences, and your ídentified solutions to thà challengås and barriersoften experîenced by students with learning disabilities. Please answer each questíon asaccurately as possíble.

1. Awareness of Learning Disabilíty:

1' Are you able to tell me what age you were when you first recognized that you
leamt differently from your peers?

2' In which grade level were you first aware that you had difficulty leaming
compared to your peers:

a) primary years grades K_4 !
b) middle years grades.5-g I
c) secondary years grades S1_S4 !
d) post secondary education n

2. Assessments, Diagnosis, and Impact:

3' Which of the following grade ranges were you fìrst assessed for a learning
disability?
a) primary years grades K_4 !
b) middle years grades 5-g D
c) secondary years grades S1_S4 !
d) post secondary education !

4' Which of the following grade ranges were you first formally diagnosed with a
learning disability?
a) primary years grades K-4 !
b) middle years grades 5-g !
c) secondary years grades S1_S4 !
d) post secondary education n
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5' Which of the following areas were problematic for you as a direct result of this
learning disability during grades K_S4?

a) Reading
b) Writing
Ð Spelling
d) Math
e) Taking notes

Ð Attention
e) Memory
h) Other

tr
D

n
n
¡
I
!
tl

i) Specifli

6' Which of the following areas are problematic for you as a direct result of this
learning disability during post secondary education?

a) Reading
b) Writing
c) Spelling
d) Math
e) Taking notes

Ð Attention
g) Memory
h) Other

¡
!
¡
!
!
!
D

!
i) Specifi

7 ' Did a formal leaming disability diagnosis result in a specific academic action plan
during the school years K-S-4?

YestrNo!

8. In which grade range did a formal academic action plan begin?
a) primary years grades K-4 !
b) middle years grades 5-g !
c) secondary years gradesg-12 !
d) post secondary education tr

3. Meaning of Learning Disability:

9' Often people with learning disabilities have areas in which they function in the
superior range' which becomes evident in the results of formâl standardized
assessments. can you tell me about areas in which you show strengths?a) Visual spatial (good with maps, building, art) !
b) Kinesthetic skills (athletic, highly coordinated) !
c) Musically inclined !
d) Strong in specific subjects (science, social studies) !
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10' often people with learning disabilities have specific areas they experience
problems usually referred to as the associatèd features (socifu, emotional,
psycholo_gical) of learning disabilities. Can you tell me if you encountered
social difficulties that you think are linked tô having a leaming disability such
AS:

a) difficulty making friendships !
b) maintaining friendships !c) being teased !d) bullied !

11' Can you tell me if you have ever experienced emotional difficulties such as:a) feelings of hopelessness !
b) helplessness !c) feeling stupid !
d) feeling unworthy !
e) feeling unable !
Ð feeling overwhelmed n

12' Can you tell me if you have ever experienced psychological difÍiculties such as:a) depression n
b) anxiety trc) low self-esteem !
d) selÊconfidence tr
e) poor self-concept !
Ð thinking you should drop out of school !g) negative coping such as substance use n
h) thoughts of suicide If

4. Meaning to Personal Interactions:

13' Do you think having a learning disability impacted on your personal interactions
with family members?

YeslNo!

14' Do you think having a learning disability impacted on your personal interactions
with teachers or professors?

YeslNon

15' Do you think having a leaming disability impacted on your personal interactions
with peers?

Yes n Non

16' Do you recall specific individuals who supported you that directly contributed to
your educational success?

YesnNon
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17. Is there someone you encountered during your high school experience who
guided you to participate in post secondary eduõation?

YesDNo!

5' Advocacy, Learning Style, Educational Interventions, and Transitional Support:

18' Did you count on someone who advocated for you during your early educational
grades K-S4?

YesnNon

19. Can you tell me if you have ever used
accommodations such as:
a) specific study strategies

any specialized strategies or

b) specific time management strategies
c) technological support
d) accommodations provided through resource teacher
e) extra test time
Ð private testing area
g) reader
h) scriber

Ð note taker
j) taped books
k) one on one teaching support
l) participation in small groups
m) tutor within the school
n) private tutor
o) help with homework

!
!
I
!
!
n
!
!
!
n
!
!
!
!
!

20. Did you have a formal individual educational plan (IEP) during the school
K-54?

YeslNo!

years

2i. Ifyes,
a)

b)
c)
d)

22. Did you have a formal individualized transition plan (ITp)?
YeslNo!

in which of the following grade ranges did you have an IEp introduced?
primary years grades K-4
middle years grades 5-8
secondary years grades 9-12
post secondary education

23. If yes,

a)

b)
c)
d)

in which of the following grade ranges was an ITp introduced?
primary years grades K-4
middle years grades 5-8
secondary years grades 9-12
post secondary education
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6. Awareness of others with Learning Disabilities:

24.Were you aware of other students with learning disabilities during the K-S4
school years?

YeslNol
25. Are you aware of other students in your post secondary institution with learning

disabilities?
YeslNo!

7. Educational History and Personal Educational Views:

26. Did you complete your high school credits in a regular high school?
YeslNo!

27 .If not, did you attend any adult educational programs to complete your high
school credits?

YesnNo!

28. Did you enter the workforce before attending post secondary education?
YeslNon

29. Do you consider yourself academically successful?
YeslNo!

8. Participation and Academic Management in Post Secondary Education:

30. Did you transition to post secondary education directly from high school?
YesnNo!

31. Was your initial enrollment in post secondary education as a mature student?
YeslNon

32. Is your focus of study your first study area choice?
YesnNo!

33. Do you experience academic difficulty because of your learning disability in post
secondary education?

YeslNon

34. Do these difficulties occur in your major or minor areas of study?
YesnNo!

35. Do you culTently use specific management strategies to help you succeed in post
secondary education?

Yes!No!



n) other personal self management strategies
o) specify other responses

9. Challenges and Barriers:

37 ' Can you tell m_e lf vou have experienced challenges as a direct result of having a
leaming disability?
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36. If yes, can you tell me if you use any of the management strategies
a) specific study strategies
b) specific time management strategies
c) technological support
d) accommodations provided through the university
e) extra test time
Ð private testing area
g) scriber
h) note taker
i) taped books
j) record lecfures
k) participation in study groups
l) tutor
m) other person supports

listed below:
!
n
!
!
!
!
!
¡
n
!
n
!
!
n

challenges:
!
!
!
¡
D

!
!

40. If yes, can you tell me in which contexts
barriers:
a) school
b) home
c) sports
d) relationships with family
e) relationships with teachers

Ð relationships with peers

listed below that you have experienced

!
D

!
!
n
!
!g) other

h) specify

YeslNon

38. If yes, in which contexts listed below have you experienced
a) school
b) home
c) sports
d) relationships with family
e) relationships with teachers
Ð relationships with peers
g) other
h) specify

39. Have you experienced barriers as a direct result of having a leaming disability?
YeslNo!
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Have you experienced barriers in post secondary education as a direct result of
your learning disability?

YesnNon

42-Have you ever felt stigmatized as a directresult of having a learning disability?
YeslNoD

43 ' Have you ever felt you were direct ed, away from an area of study because of the
need to disclose your learning disability for accommodations?

YeslNon

10. Identified Solutions :

44. Do you find the accommodations available to you during post secondary
education are different then those that were ávailable to you during thá school
years K-S4?

YesENon

45' Do you have recommendations that you think would increase academic suocess
for students with leaming disabilities in the school years K-s4?

YesINo!

46'Do you have recommendations that you think would increase academic success
for post secondary students with reaming disabilities?

YeslNon

Thank youfor the interest you have shown to partícipate in my study. I recogníze that
students have a number of time pressures associated with their academic
responsibilítÌes and thereþre would like to thank you in advance for your wíllingnessto spend three hours participating ín thís study. I witt 

"oiroå you once the
ínformatíon gathered ín the screening surtteys has been anoþríd to set an
appointment for the second ínterttíew, ,f you are one of the sttdenis who I select to
parttcipate ín the rest of the study. The second intervtew will ínvolve gathering your
narrative story about your educatíonal experíences duríng the schooly"o6 K-S+. I¡
you are not selected to partícipate ín the rest of the study, I wilt nonetheless also
contact you to let you lvtow and to once agaín thank you for the time you have given
for today's screeníng [nterview.

41.
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Appendix K

PARTICIPANT CONSENT FORM

252

Title of project:

"Fersonal and Educational Experiences of Post Secondary Students with Learning
Disabilities"

Researcher:
Cheryl Nicholson
Masters of Arts Student
Department of Sociology
University of Manitoba
E-mail
Phone :

Academic Advisor:
Dr. Russell Smandych
Department of Sociology
University of Manitoba
Phone 474-6446

This consent form, a copy of which will be left with you for your records and reference,
is only part of the process of informed consent. It shóuld give you the basic idea of what
the research is about and what your participation will invãlv".1f yo,, would like more
detail about something mentioned here, or information not included here, you should feel
free to ask. Please take the time to read this carefuily and to understand any
accompanying information.

Purpose of Research
This study will explore the personal and educational experiences of post secondary
students with learning disabilities. The purpose of this rtuay is to develop a theoretical
model for understanding the challeng"r unå barriers post secondary students with
learning disabilities have experienced during their educational histories and their
identified solutions that address these difficulties for successful high-school completion
and participation in post secondary education.

Procedures
Participation in this research study is voluntary and declining to participate will not affect
any services currently received nor will it affect any services you may receive in thefuPl: at the cooperating educational institutions ttre University of Manitoba, University
of V/innipeg, or Red River College or the Learning Disabilities Association of Manitoba.
Participation will involve a time commitment of three hours to meet with the researcher
for three separate interview sessions.
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Fírs t Intertttew : P arttcìpant Screening Ques tí onnaire

" The first interview will involve completing a survey questionnaire. There are two
main objectives for this interview, the firsiis to scráen participants for the
predetermined criteria of a diagnosed leaming disability, port^r".o.rdarf student,
previously educated in Manitoba, he or she will speak rngtish as a fi.silun gùage,
be eighteen years of age or older, able to commit three hours of time.

o The second objective is to gain insight that will capture participant background
information that will highlight differences in initii 

"*p"ri"rr"". 
such as àge and

the grades of diagnosis, type of learning disability, specific differences in
experiences with educational interventions and accommodations, personal
interaction experiences, high school completion, post secondary eirtrance, and
workforce parti cipation.

The participant-screening questionnaire will consist of forty-six closed-ended
yes/no response questions within ten topic sections.

These topic sections focus on themes that gain information about when the
participant became aware of leaming difficulties, when assessed, diagnosed, and
impact of LD, meaning of LD, meaning to personal interactions,.advãcacy, 

'

leaming style, educational interventions orìransitional supports, awareness of
others with LD, educational history and personal educatioïal views, participation
and academic management in post secondary education, challeng"r-*d barriers
experienced, and participant identifi ed solutions.

" The initial participant screening questionnaire interview is anticipated to take
forty-five minutes to complete with a ten-minute debriefing at thã end to ensure
that negative feelings did not arise because of the questioni asked during the
interview.

Second Interview: Early Educational ExperÌences K_54

o The second interview will involve participants sharing in-depth narratives about
their early educational experiences during the educatiãnal yàrs K-S4. These
narratives will be gathered by conducting semi-structured interviews using
interview probes that will have participants elaborate on their personal early
educational experiences grades K-S4.

This interview will betape-recorded; participants can stop the tape-recorder at
any time, and decline from elaborating on any topic sectiãn or question probe
within the topic sections.

T?t" are seven-topic sections themes outlined from the first survey questionnaire
with a final section that invites participants to provid e any additionâl 

-information
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not captured within this semi structured interview that participants feel is
important.
In total there are thirty-three open-ended question probes developed for this semi
structured interview that are presented within the specific topic sections. The
interview question probes within each topic section will be used during
conversational lags, as the goal is to obtain spontaneous participant naáatives
within each topic section.

The second interview is anticipated to take one hour in duration. However, to
avoid making the participants feel pressured to share their narrative stories within
a restricted period participants will be directed to take as much time as they feel is
needed. Actual interview times will be recorded.

o { ten-minute debriefing will take place at the end of this interview to ensure that
negative feelings did not arise because of the topic sections or probe questions
referenced during the interview.

Third Interview: Post secondary Educatíon and Identífied solutíons

o The third interview will be semi structured and involve gathering in-depth
participant narratives that describe participants' post secondary educatiãn
experiences and their identified solutions to the õhull.rrg", and barriers students
with leaming disabilities often experience.

" This interview will be tape-recorded; participants can stop the tape-recorder at
any time, and decline from elaborating otr u.ry topic sectiãn or question probes
within the topic sections.

There are seven them_es from the topic sections outlined from the first survey
questionnaire with a final section added that invites participants to provid 

" ãny
additional information not captured within this semi structured interview
participants feel is important.

In total there are thirty-eight open-ended question probes developed for this semi
structured interview that are presented within the specific topic sections. The
interview question probes within each topic section will be used during
conversational lags, as the goal is to obtain spontaneous participant nÃatives
within each topic section.

The third interview is anticipated to take one hour in duration. However, to avoid
making the participants feel pressured to share their narrative stories within a
restricted period participants will be directed to take as much time as they feel is
needed. Actual interview times will be recorded.

2s4
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ø [ ten-minute debriefing will take place atthe end of this interview to ensure that
negative feelings did not arise because of the topic sections or probe questions
referenced during the interview.

Description of Risk
Anticipation of risk to participants is not associated with this research. However, to guard
against any unforeseen emotional impact ten-minutes will be spent at the end of each
interview to debrief with participants. Any participant reporting they are experiencing
negative emotions because of their particþâtion in tr¡s riuay will require additional
debriefing time to determine the exient of these negative feËlings, un¿ to evaluate if thereis any psychological, emotional, or physical risk tJthe participantvia the following
strategies:

Discussion and problem solving around the issue the participant finds upsetting.

Referral of knowledge based information that will help the participant develop.

Better understanding of the problem and strategies to help them dear with the
t-s.11e in the future (i.e' leaming styles and stud! skills information for academic
difficulty, if the difficulty is anxiety or depression referral to the appropriate
professional will be provided).

An additional follow-up will be arranged with any participant being provided
infonnation or professional referrals tó ensure they found these appropriate and
helptul.

o Participants continuing to report negative emotions after additional debriefìng
time or during the follow up call will be directed to the appropriate counselling
services department at their post secondary institution, tèàrning Disabilities
Association of Manitoba, Anxiety and Depression Association óf M*itobu, o,provided names of private psychologists who specialize in leaming ¿isabllities.

Confidentialitv
Any information obtained during the interview sessions will be strictly confidential.
Participate identity will be linked to a code number during the initial pu.ti"ifurrt
screening interview and this code will be attached to infoimation obtained from the
second and third transcribed narrative datato ensure participant confidentiality and
anonymity. All materials will be stored in a locked niing cubinet in my officeLt the
Leaming Disabilities Association of Manitoba, in whicñonly I have uL""... Information
collected in this study will be reported in an aggregate fashion of the emerging themes. Ifanynarrative quotes are used, they will be atticheã to pseudo-names to p.o"t""i 

-

participant identity- on completion of the final written report, any materials that containparticipant identities will be shredded and disposed of in tt" o"pu.tment of Sociology atthe university of Manitoba. The final report of this research wili be completed no later
than August 30,2007 therefore participants will have receive a written .u-*ury of the



research results no later than that date. In addition, all research materials will have been
shredded and disposed of no later than August 30,2007.It is hoped that this project will
be completed before the fore mentioned date in which case participant summàries and
material disposal will occur simultaneously. The researcher will stringently comply with
the regulations outlined by the University of Manitoba Psychology/Sõciolágy Research
Ethics Board (RSREB) and privacy regulations outlined by the pîvacy eci"

once the final report is completed, an executive summary will be dispersed to individual
participants' Each participant will receive a twenty-dollai restaurant gift certificate at the
end of the final face-to-face interview as a token of my appreciation of the time spent
participating in this study.

Your signature on this form indicates that you have understood to your satisfaction the
information regarding participation in this research project and agrle to participate. In no
way does this waive your legal rights nor release the reiearch"t, rponroÅ, or involved
institutions from their legal and professional responsibilities. you are free to withdraw
from the study at uty time, and /or refrain from providing any information you prefer to
omit, without prejudice or consequence. Your continued participation shouid be as
informed as your initial consent, so you should feel free to ask for clarification of new
information throughout your parti cipation.

The Psychology/Sociology Research Ethics Board of the University of Manitoba has
approved this research. If you have any concerns or complaints abóut this project, you
may contact the Human Ethics secretariat at 474-7122, or e-mail
Margaret-bowman@umanitoba.ca. A copy of this consent form has been given to you to
keep for your records and reference.

Signature of Participant Telephone Number

Principal Researcher Telephone Number
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Date

Date
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Appendix L

POST SECONDARY PARTICIPATION TRENDS IN MANITOBA

257

1.

2.

How many students are currently registered with Disability Services (DS) because
of assistance needed due to Learning Disabilities (LD)?

Do you have the enrolment rates of students with LD registered for DS for the
academic years 2003 -2004,2004-2005, and,2005-2006,-tbatyou could share with
me?

3' Do you know the gender representation for LD students registered with DS?

4. Do you know what faculties that students with LD are most commonly registered?

5' Do you know what percentage of students with LD register as mature students?

6. Do you know what percentage of students with LD come to post secondary
education directly from high school?

7. When students making the transition to post secondary education directly from
high school how often do they have someone (parent ór high school
representative) come to DS to help with the transition to post secondary
education?

\ryhat is the age range of students with learning disabilities registered with DS and
do you know the mean age of those students registered?

Is there any other aggregate information about post secondary students with LD
available that you think is important that you could share with me?

8.

9.



Post-secondary students with LD 258

Appendix M

SECOND INTERVIEW: EARLY EDUCATIONAL EXPERIENCES K-S4

Identification Code

This ínterview will be tape-recorded and later your narrative story will be transcribed for
analysis. You can ask me to stop the tape recorder at any time. If there are any topic areas you do

not wish to comment on please let me lcnow and we will continue on to the next topic area. I will
introduce each topic area to you with an initial question. Although I do have a couple of
questions under each topíc area I will only refer to these questions during conversational lags or
if you are having dfficulty getting started in the topic area. The aim of this interview is to obtain
your spontaneous experiential story concerning each topic area. You will be given the

opportunity at Íhe end of the interttiew to contribute any additional information you feel is

important.

1. Awareness of Learning Disability:
(age, grade, learning problems, specifi c exp eriences, environments, unders tanding)

1. Can you tell me about your experience of first recognizing you were experiencing

difficulty learning?

2. What were the specific problems that let you know learning was difficult for you?

3. How did you deal with your earliest recognitions that you had a difficult time
learning compared to peers?

4. 'Were there situational factors related to the task at hand (academic requirements,

learning strengths and weaknesses) and the environment (noise, visual stimuli,
information presentation, and stressors) that contributed to either learning success

or learning diffi culties?

2. Assessments, Diagnosis, and Impact:
(age, grade, who assessed, ru,rmber of tímes assessed, formal diagnosis, school action
plan)

5. Can you tell me what the experience of being assessed for a learning disability
meant for you?

6. What was the academic impact of the learning disability with which you were

diagnosed?

7. What did having a formal learning disability diagnosis mean to you?

3. Meaning of Learning Disability for the Grades K-S4 Educational Experiences:
(overall meaníng, socially, emotionally, psychologically, harmful and helpful
experiences)
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8. Can you tell me from your perspective what it meant to have a learning disability
during grades K-S4 (positive things and negative things)?

9. What are some of the things you consider to have been most helpful during your
primary grades K-S4 in terms of individual support, accommodátions, tutoring,
resource, or specific learning strategies?

i0. Are there experiences you consider to have been the least helpful for you during
the grades K-S4 school years?

1 1. If you had trouble in the social, emotional, or psychological domains as associated
features related to the experience of struggling with a learning disability, can you
tell me what you consider to have contributed to these difficulties as a direct 

-

consequence of having a learning disability?

12. Can you summarize for me some of the negative or positive consequences of the
label leaming disability?

4. Meaning to Personal Interactions:
(amily, teaclters, peers, guídance)

13. What did having a learning disability mean for your personal interactions?

14. How do you think your personal interactions were impacted as a direct result of
having a leaming disability?

15. Who were the people during your educational experiences grades K-S4 that were
most helpful to you (specific individuals, or characteristics of individuals)?

16. Were there individuals during your educational experience grades K-S4 whom you
found to be the least helpful (specific individuals, or characteristics)?

17. Can you summarize for me experiences of stigm atizationbecause of your learning
disability?

5. Advocacy, Educational Interventions, and rransitional support:
(prímary advocate, self-advocacy, direct learning style instruction, interttentions and
transítions)

18. Can you tell me what your experiences were with advocacy, educational
interventions, transitional supports, or specific instruction about your learning
profile?

19- If there was a specific person that advocated for you during the school years
grades K-S4 will you tell me about them?

20. what did having an advocate during the school years K-s4 mean for you?
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2l.What does selÊadvocacy mean to you?

22.Did you receive any specialized educational interventions and accommodations for
academic difficulties during the K_S4 school years?

23. Who provided any extra interventions and accommodating supports to you?

24. Can you tell me what having educational interventions and accommodations meant
for you?

25- If you had Individuahzed Education Plan or Transition plan in place during the K-
54 educational years, what did these mean to you?

6. Awareness of others with Learning Disabilities:
(high school completíon, drop out, post secondary, work transítíons)

26' Can you tell me about other students you knew with leaming disabilities during the
educational years K-S4?

27.How did you come to know these other students?

28' If you know, can you tell me what the educational outcomes were for your peers
with learning disabilities in terms of high school completion, and transitional
experiences to post secondary education or the workforce after high school?

7. Challenges and Barriers:

29' Can you summarize for me what you view the most significant challenges
experienced in the school years K_S4?

30. If so, what were the most significant motivating factors that have helped you
overcome these challenges?

31' will you summarize for me if you experienced barriers during the school years K-
S4?

32' If so, what were the most significant motivating factors that helped you continue to
face barriers you experienced?

8. Additional Information Important to participant:

33' Is there anything else you would like to add not touched on during this interview?

I would like to thank yott for the tìme spent partícipating in this interview. The information you
have shared will be transcribed into a narrative representative of your story. I will contqct you toset up an appointment for the third interview, which witl ¡o"ut on your post secondary
educational experiences and your identified solutions to the challenges ånd bårr¡ers facect by
students wìth leaming disabilities.
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Appendix N

THIRD INTERVIEW: POST SECONDARY EDUCATION EXPERIENCES

Identification Code

This interview will be tape-recorclecl and later your narrative story will be transcribed foranalysis' You can ask me to stop the tape recorder'at any time. If there'are any topic o'rea, you do
not wish to comment on please let me lcnow ancl we wiíl continíe on to the next topic area. I will
introduce each topic area to you with an initial question. Although I cto haie a couple of
questions under each.top-ic area I will only refer to these questions during conversationat íags i,if you are having dfficulty getting startecl inlhe toptc or"à. Thu atm of tiis interview is to obtainyour spontaneous experiential story concerning each topic area. you will be given theopportunity at the end of the interview to contribute any addítional information you feel is
important.

1. Personal Educational Views and Experiences:
(post secondary educatìon transitíon, Influences for academic outcomes, worþlace
transitions)

1. what motivated you to attend post secondary education?

2. What does educational success mean to you?

3- If you do perceive yourself as educationally successful, what in your post
secondary educational experience has contributed most to your éducational
success to date?

4' If you transitioned from high school to post secondary education, can you tell me
if a particular individual helped influenõe your participation to aítend post
secondary education?

5' If you attended an adult education program to complete high school credits, can
you tell me what this experience meant for you?

6' If you transitioned to the work before attending post secondary education, can you
tell me what the experience of work meant for yãu?

7 ' How did you make the decision to participate in post secondary education?

2- Participation and Academic Management in post secondary Education:
(post secondary partícípation, academic management, accommodations, major and
minor areas of study)

8. 'Were 
there other areas of study you considered other than the area you are

currently studying in now?

261
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9. Why you did not pursue these areas of study?

10' What are the supports available to you through your post secondary institution to
help you succeed academically?

I 1. How do you secure these supports at your post secondary institution?

12. If you need to self-identifu, what does it mean for you to self_identify your
leaming disability to secure accommodation supports?

13. what does participation in post secondary education mean to you?

14' will you elaborate on how your post secondary educational experience is similar
to or differs from earlier educational experiences?

3. Meaning to Personal Interactions:
family, teachers, peers, guídance)

15' Can you tellìf you think your personal interactions since beginning your post
secondary education have been impacted in any way as a direct."*it of having a
leaming disability?

16' What does having a leaming disability during post secondary education mean for
your personal interactions with family, instructors, or peers?

77 ' Can you summarize for me any feelings of stigmati zationyou have experienced
as a post secondary student as a direct result of having a learning AisaUìtityZ

4. Advocacy, Educational rnterventions, and rransitional support:
þrimary advocate, self-advocacy, dírect learning style instruction, interventions and
transitions)

18' What are your experiences with advocacy, educational interventions, transitional
supports, or specific instruction about your learning profile you..."irr" as a post
secondary student?

19. Can you tell me who provides any extra interventions and accommodating
supports to you?

5. Awareness of others with Learning Disabilities:
( post secondary, work transitions)

20. Can you tell me if you know other students with leaming disabilities at your post
secondary institution?

21. How did you come to know these students?
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6.

22.If you know other students with learning disabilities attending your post
secondary institution, what does knowing other students with lãarning disabilities
mean to you?

Challenges and Barriers:
(context of challenges and barríers, motívators to face challenges, barríers yet to
be overcome)

23- can you tell m9 abo-ut any chalrenges or barriers experienced at the post
secondary level, and how you deal with these experìences?

Identifìed Solutions:
(diagnostic ltnowledge, accommodattons, advocacy, learning styles, social,
emotíonal, psychologícal, or other)

24' Can you summanze for me what you think the most appropriate educational
interventions or accommodations are for promoting eåucational success for
children and adolescents?

25.Do you think that having personal knowledge of leaming strengths and
weaknesses and an understanding ofpersonãl learnirrg rtyl", is-impotant for
achieving academic success for students at a[ levelsi

26' Can you tell me how students with learning disabilities can develop self-
awareness of their learning profiles?

27 ' Do you think having an advocate to help children and adolescents with learning
disabilities cope in the educational setting are important?

28. How important is it to learn how to selÊadvocate?

29' Can you tell me how you think the negative associated features linked as
consequences of learning disabilities can be prevented for students at all levels?a) social consequences

b) emotional consequences
c) psychologically consequences

30' What skills, resources, or supports do you think are necessary for students with
leaming disabilities to overcome challenges?

3 i ' Do you think that negative attitudes held by others help create the challenges or
barriers students with leaming disabilities often experiènce?

32. what skills, resources, or supports do you think are most important to help
students at all levels deal with the misinformed or negative attitudes others often
have toward students with leaming disabilities?

7.
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33. How are feelings of stigmatism best dealt with?

264

34' Who are the most important persons for students to connect with during middle,
secondary, and post secondary education to lend support for increasinj student
educational success?

35. What do you think is most important for students at all levels to gain self-
confidence and positive self-esteem?

36' Are accommodations available at the post secondary level that were not available
during grades K-S4 that you would recommend be available to students in lower
grades to increase academic success?

37' What recommendations would you give to other post secondary students to help
them secure the resources they need for academic success?

8. Additional Information Important to participant:

38' Is there anything else you would like to add not touched on during this interview?

I would líke to thank you for the tïme spent participating ín this study. The inþrmationyou have shared will be transcribed ínto a narratívã representative of your story.
Partícipants wìll be contacted on the completion of thís stidy and informeã on how to
obtain a summaty of the primary researchfindíngs."
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Table 1

STUDENTS REGISTERED \ryITH DISABILITY SERVICES ACADEMIC
YEARS 2OO3-04 THROUGH 2O06-07

Table Key
dk:don't know lnj:no information

2003-04 Table t-l

April2004

2004-05 Table 1-2

Name of
Institution

Total #
Receiving
Support
Services

Total #
ofLD

Students

Total # of
LDlADHD

Students

Total #
of

ADHD
Students

%o ofLD
Students

using
support
service

o/o of
LDlADHD

Students
using

support
service

o/o of
ADHD

Students
using

support
service

University
of

Manitoba

s97 t17 37 42 t9.6% 6.2% 7%

University
of

Winrripeg

290 79 dk 6t 4,70 /Lt /o 48% DK

Red River
College

407 dk t7t dk dk /l'l O /aL /o DK

Name of
Institution

Total #
Receiving
Support
Services

Total #
ofLD

Students

Total # of
LDlADHD

Students

Total #
of

ADHD
Students

o/o of LD
Students

using
support
service

%o of
LDIADHD

Students
using

support
service

Vo of
ADHD

Students
using

support
service

University
of

Manitoba

689 95 34 29 t3.8% 42% /t ao/a,L /o

University
of

Winnipeg

dk dk dk dk dk dk DK

Red River
College

dk dk dk dk dk dk DK

Iuly 2007
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2005-06 Table 1-3

Iu.ly 2007

Iu.ly 2007

2006-07 Table 1-4

Name of
lnstitution

Total #
Receiving

Support
Services

Total #
ofLD

Students

Total # of
LDlADHD

Students

Total #
of

ADHD
Students

%o ofLD
Students

using
support
service

o/o of
LDlADHD

Students
using

support
service

%o of
ADHD

Students
using

support
service

University
of

Manitoba

737 BO 36 42 10.9% 4.9 s3%

University
of

Wiruripeg

dk dk dk dk dk dk DK

Red River
College

dk dk dk dk dk dk DK

Name of
lnstitution

Total #
Receiving
Support
Services

Total #
ofLD

students

Total # of
LDiADHD

Students

Total #
of

ADHD
Students

%o ofLD
Students

using
support
service

o/o of
LDlADHD

Students
using

support
service

%o of
ADHD

Students
using

support
service

University
of

Manitoba

dk 132 38 dk dk dk DK

University
of

Winnipeg

dk 56 dk dk dk dk DK

Red River
College

dk 281 dk dk dk dk DK
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Table2

STUDENT TRENDS FOR THE ACADEMIC YEARS 2OO4-05 THROUG H 2006-07

Table Key
dl=don't know Ini=ro information lul:university I I sc.=science I Ed.:Education

2004-05 Table 2-l

2005-06 Table2-2

Name of
Institution

Gender
Representation

o/oMahtre

Student
Status

o/o Transition
Directly from
High School

% Support by
Parent or School

Personnel

University of
Manitoba

ul 18.7%

Arts 19.2o/o

5c.12.7%ó

University of
Winnipeg

Red River
College

Name of
lnstifution

Gender
Representation

o/o Transition
Directly from
High School

% Support by
Parent or School

Pe¡sorurel

University of
Manitoba

uI 17.1 %

A¡ts 19.5%

Sc.12.60/o

University of
Winnipeg
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2006-07 Table 2-3

Gender
Representation

o/oMature

Student
Status

o/o Transition
Directly from
High School

% Support by
Parent or School

Personnel

University of
Manitoba

71 males

91 females

University of
Winnipeg

28 males

28 females

Age range for
this year was 19-
42 years ofage.

Arts 46%o

Ed. sA%

Sc.8.9%

Undeclared
39%

Mature
Student

,70/
L/O

Registered
this way,

sfudent could
fit status but
be registered
as "regular"

Parent or adult
attends 80%

when sfudent has
completed high
school 100%if
still completing

high school

Red River
College

143 females

l38 males

Community
Services and

Nursing

Marketing
and

Management

Apprentice
Programs

July 2007


