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ASSISTING THE LEARNING BISABLEB

Provnders; Diagnosti’cians,
Tutors, Counselors, Learning Disabled

Students, and Parents -

INTRODUCTION
iiisétﬁéaﬁs of higher learning are faced with the responsibility of providing an
appropnate education for IJearmng Drsabled (LD) students, Services for LD students mmally
prov1ded at the elementary level have recently been expanded to the secondary level Due to
this expans1on of services, an increasing number of quahfied hrgh school students wrtﬁ
specrﬁc learning drsabrhtles are attendmg or s%g admittance to colieges and universities.
Based on a large number of requests for learnmg disabilities services at The Pennsylvama

State University; é model program was aésiéﬁé&; eaaiaﬁéﬁis of iﬁe §r6gri:n for the

was conducted in order to determme what speelahzed services were needed by Umversrty LD
students above and beyond those alreaay provided by the Office for Dlsabxhty
Services. It was found that LD students indeed needed a number of umque services which
were incorporated into the model progmm. Fundmg for the model p program, mcludmg the
development of this manuzl; was obtamed througﬁ the Po*'tsecondary Education Programs
for Handrcapped Persons of the U S: Department of Education

Components of the manual were developed for the purpose of facilitating the



initiation of service delivery programs for LD students in the university mamstrcam, rather
than in a separate individialized curriculuin or in a remedial of dévelopmental year format.
For easy refererice, narrative sections aré minimized. Although the sontent of the guide is
primarily i-tended for university level service providers, diagnosticians, futors, and
counselors; sections have been included keeping in mind the needs of parents and LD
students. In addition, the research section may be of particular interest to university faculties
from various diﬁéipiines.
OVERVIEW OF MANUAL CONTENT

Each section of the manual contains a number of components relating fo major

objectives of any model program intended to serve mainstreamed University LD students.

The first chapter addresses the de ment of 2 g ar
academic support service program for students. Components of this chapter include areas of
interest to service providers, diagnosticians; tutors, and counselors: program initiation

activities, assessment, and intervention.

The second chapter addresses the steps involved in ¢

itigs for advisors, faculty; counselors and other staff members involved

with students. Of particular interest to program developers and service providers,

components of this chapter include the identification of: an advisory comittee, academnic

advisors, staff development activities, and university considerations.

The third chapter addresses the development o
Components of this chapter include: university and staff materials, and materials for LD
students and parents.

The fourth chapter addresses identifying and conducting research in selected



of lccai norms for assessment purposes, and thc 1dent1fir'at10n of 1 umquc areas of assessment

and mtericnuon.
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CHAPTER ONE

THE DEVELOPMENT OF A EGMPREHENSIVE DIAGNOSTIC

AND ACABEMIE SUPPORT SERVICE PROGRAM

COMPONENT A: Program Initiation
Legal Basis, Prior to the eonéi&éfanon of program initiation activities; a
discussion of the legal foundatxon for model university ED p programs will be presented
Publlc Law 93 112 the Rehabthtanon Act of 1973; section 504 states: "No otherwise
quahﬁed handtcapped individual in the United States.. shall solely by reason of his
hand:cap; be excluded from the pammpatlon in, , be denied the beneﬁts of, or be sub]'ectéd to
discrimination under any actmty receiving federal financial assistanice.” The regulatxon
issued under this statute (specifically Sub-part E) guarantees entrance of quahfxe&
handu:apped students mto college and universities.
Under Section 504, institutions of h:gher cducatron are obhgatcd to adhere to the
followmg conditions:
1. The Umversxty cannot place a limitation on the number of qualified handicapped
students who can be admitted.
2. Preadmission inquiries as to whether applicants are handicapped or not cannot
be conducted.
3. Students cannot be excluded fromm a coursé of study solély on the basis of 2
handicappinig condition.

4. Modifications in degree or academic course requirements must be made

11



whe such requirements discriminate against qualified handicapped
students.

5. Rules (such as p’r’o’hib’itihg tape %éeéfééfs xn classrooms) must be waived for
certain handi'ca’ﬁpéé students.

6. D’evrces or aids which ensure the full participation of handxcapped studeits

in the classroom cannot be prohxblted
Alternative t testmg and evaluation methods for 1 measurmg student

=

achievement may be necessary for students with s sensory, manual or
speakmg skill i unpaument. (Exeeptxons includes areas in which
these skﬂls are bemg measmed as an indication of achievement.)

8. Faculty members may be requested to adapt teachmg techmques and use
speexai devices (suc}i as amphficauon equipment) for classes in whxeh
handxcapped students are enrolled.

9. Itis dxscrm'unatory to covnsel handxcapped studcnt t oward restrictive
careers unless such counselmg is justified by the hcensmg or cemﬁcauon
reqmrement of the proféssmn

10. Finally, the handlcapped students who feel discriminated agamst have the
nght to proeess eomplamts through umversuy civil nghts channels or to

initiate legai proceedmgs on an individual basis.

programs for umverstty LD students. An 1mportant phase in this development is the
1dent1ﬁcauon of personnel It is the progmm director's responsrbxhty to contact and obtain

the support of interested faculty and staff members from various disciplines and

o 12




ad:rmmstrc.t ve ofﬁces such as the Office of Disability Services. In addruon the team mst
include magnostrcxans, tutors, and special education specralrsts The foHowmg list identifies

program staff and resource personnel:

STAFF

A Program Director: Program development is depcndent on one 1nd1v1dual
talcrng the responsrbrhty of coordination and supervrsron of all program activities: In
most programs one individual who is mstrumental in fulfﬂhng the responserhtxes
of this position can be 1dent1ﬁed TradmonaHy, t:hrs posmon has been filled by a
special educauon faculty member mterested in leammg disabilities

B. Handicapped Serwce Provnder The director of services to handicapped
students* or t:he coordinator of the Office for Drsabxhty Services, functions as a
referal source chairs the program s advrsory board, initiates faculty awareness

activities; and monitors the University's legal obligations under Section 504 (see
above Je

C. Supervisor-School Psychology Thxs posruon is filled by a school
psychology faculty member. ResponsrBrlmes include the supervrs ion of graduate
students in school psycﬂology who function as program diagnosticians.

D Graduate Students: Graduate students in school psychology and specral
education function under supervision as dlagnosncrans and i mtervenuon specialists.

Speclﬁc responsrbrlmes are cited under Component B and € (assessment and

intervention). In addition, when apphcable; they work closely with course tutors.

11




A. Advisory Board Members: Interested faculty members and administrators
from various disciplines provide advice on every aspect of the program's
development. In large universities, members should be identified as soon as
possible in order to incorporate cross-disciplinary coricerns into the prograrm's
Structire (See Objective two for addiziorial information)

LD students. (See Objective two for additional information).

C. Adjunct Personnel: Depending on what services are available, contact
should be established with each University program or service director. For
example: mental health, medical, career and eds:cational counseling, development
ear,leaming center, vocational rehiabilitation and veteran administration personnel
will occasionally become involved in the delivery of services o program

participants.

Methods of Referral. A description of the program's objectives and services
shotild be forwarded to newspapers, prospective stidents, each collegeand departmental
chairperson; local and state organizationsinvolved with LD students, each university service
program,and counselors employed by local high schools. Followingthe distribution of
various University departments, colleges, programs, LD organizations, and faculty.
Reason's for referral may include the fdiibwin'g:

1. Students identified as ED prior to admission.




2. Students experiencing severe difficulty in onié or more of the ro'iio"wiﬁg areas:
a. memory
b. tests
c. snrdy skills
d readrng (or Spelhng)

i

. wrrtrng

math

-

. foreign language

! - N

h. time management
i. socral sktlls

_] parttcular course reqmrements

ict. The pl’OJCCt director should conduct, or at least be present at,
each referral intake session. At thls meeting, followxng the completron of an intake
questronnaxre (see following sample), a decrsron is made on whether the referral is
appropnate Students wrth medrcal mental, ﬁnancral culturai motrvatronal or basic skil!

deﬁcrency, problems should be retérred to other programs or services. (See above -

If the referrai is appropnate the student is informed of the ob]ectxves and services
whrch are provrded by the program. Assessment instruments (see followmg section on
Assessment), informed consent (see following sample), and possrble intervention procedures
(see following section on Interventron) are desenbed in detail. The student i is then assigned
to a graduate student in school psychoiogy and/or specral education. Subsequent contacts are

made by program graduate assistants.



Name:
Dateof Birth:_____ _
Local Address:

Home Address:

Local Phone:

Home Phone:

Work Phone:

University whereenrolled:. Term:____

Major Area: Advisor:

Advisor's Phone:

Are you enrolled in school this term? _

Who recommended that you contact’ The Pennsylvania State University Center for
Ediicaticnal Diagnosis and Remediation for Adult Assessment and/or Learning Disability
College Program?

Name:

Title:

Address:

1.Did you receive a high school diploma? Yes No

14

16




If nio; have you completed your GED (Graduate Equivalency Diploma)?
Yes. . No

Explain:

2.Did you receive special services or special programming while completing your elementary

or high school education? If so, describe these

3.When did you first begin studying at PSU?
4.Have you changed your major area of study while at PSU, and if so, please explain what

these changes have beer.

5.Please list your SAT scores.

G.Profile Academic abilities. o

7.Please list your current G.P.A.

8.Do you live alone or with other people?

How many people do you live with? , _

Briefly describeé your current living situation.

o |
I
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9. Are you currently employed? _ Hours per week?

10.Do you have any interests or hobbies? Briefly describe these activities.

11.How do you spend your leisure time?

12.How many hours (average) do you spend studying each day? _ per week?
13.Whére do you compleété most of your stidying? at home, in the library, at a friend's?

Briefly explain.
14.Have you had any previous evaluations for diagnosis of this problem?
Briefly describe where and when this occurred.

15.When was (were) the problem(s) first experienced by you at the college lével?

16.What is your reason for making this referral?

18
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17.How do you think this program will be of help to you?
18.Are you willing to follow through with recommendations that may be made by the
program as a resilt of the evaluation?

19. What is your current schedule? Please list courses and meeting times.

20. Please suggest times you are available for testing and/or meetings with the Project

personnel.

21. Please give any additional information which may be helpful to us in understanding

your parﬁcuiar situation. .

22. Do we have your permission to contacyour advisor and/or University Testing Services
for the purpose of compiling all available testing and academic information such as SAT,
G.P.A, etc.

Yes No

I understand that all personal information I supply to the project will be kept strictly

confidential unless I give my written persmission.

Signature _

poed
L.
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INFORMED CONSENT FORM

This is to certify that I, ; hereby agree to participate in the

Program for University LD Students as an authorized part of the educational and research
program of The Pennsylvania State University, under the supervision of Dr. Anna Gajar and
Dr. Mary Ellen Sabatino.

The purpose of the program, assessment instruments, and possible téf:énﬁﬁéﬁé&tiéﬁs

have been explained to me by and I understand his/her explanation:

I have been given an opportunity to ask whatever questions I may have had and all such
queéstions and inquiries have been answered to my satisfaction.

I understand that 1 am free to deny any answer to specific items or questions in
interviews or questionnaires.

I give my permission for the results of my program to be shared with other professionals
for the purpose of program improvemenit, as well as sharing successfiil s&étégiés which may
be useful in working with other students.

I understand that any daita or aniswers o q&esﬁaﬁs will remain confidential with regard to

I further understand that I am free to withdraw my consent and terminate my
iiériiéipéﬁbﬁ in the program at any time; without jeopardizing my currént status at tiié
University.

Date Date of Birth o

Subject's Signature o

L, the undersigned, have defined and fully . 'ned the investigation to the above subject.

Investigator's Signature



COMPONENT B: ASSESSMENT

A program designed to serve university LD students must be founded on solid
conceptual and theoretical principles.

Prior to a discussion of specific asséssment ﬁréeééiii'é's; a review of the problems
surrounding the definition and identification of LD students; theoretical considerations, and a
rationale for developing  conceptual framework for programs designed fo serve university

LD students will be presented:

1. The term "learning disabilities" is used to describe those students who
experience difficulties in educational settings due to processing problems presumed o be due
to central nervous system dysfuniction. This sitiiation is pfc;isiém'atic for a number of
reasons. First, there is disagreement over the definition of learning disabilities which makes
identification and diagnosis difficult. The plethora of research on this topic has failed to yield
one predominant definition:

The most concise definition of learning disabilities was formulated by the National
Advisory Committee on Handicapped Children (Na CHC 1968)., and was subséqueéntly
incorporated into PL 94-142. It reads as follows:

"The term children with specific leamning disabilities
means those children who have a disorder in one or

more of the basic psychological processes involved
in understanding or using language, spoken or written
which disorder may manifest itself in imperfect ability

to listen, think, speak, read, write, spell; or do

o



mathematical calculations. Such disorders include
conditions as perceptual handicap’s, brain injury,

minimal brain dysfunction, dysi'éa’éa ard ééir’éi’o’faiﬁéﬁtéi
aphasia. Siich térmm dogs not includé children who have
leariting problems which are primarily the result of visual,
hearing, or motor handicaps, of mental redardation, of
emotional disturbance, or environmental, cultural or

economic disadvantage.”

Final Federal regulations for identifying LD students, aspects of which have been

adopted by several states, include the following criteria:

(@) The student does not achieve commensurate with his or age and ab’iﬁt’y levels éii'&/éi—
the student demonstrates a severe discrepancy between ée’iiiévéiﬁéﬁt and intellectual
( i) Oral Expression;
( i) Listening Comprehension:
(ili) Written Expression:
(iv) Bsic Reading SKill;
(v) Réi&iﬁé Comprehension;
(vi) Mathematics Calculations:
(vii) Mathematics Iiéaséﬁiﬁg;

(b) A student may not be identified as having a spemﬁc learning disability if the severe

22
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discrepancy between ability and achiéVéméﬁt is primmarily the result of
( 1) A visual, heanng, or motor handacap,

( u) Méntal Retardat:ton

(ﬁ{) Emot:tonal Disturbance;

(iv) Environmental, cultural or economic disadvantage

(Federal Register, 1977E).

{hggu, The second problem assocxated w:th the term' learmng disabilities" involves
the conﬂlct among competmg theones about the causes and the nature of this disability. An

event assoclated with this concemn involved a meenng of the National Joint Committee for

a: American Speech-Language Hearing Association
- b.Association for Children and Adults with Learning
Disabilities
c.Council for Learmng Blsabﬂmes
d. DlVlSlOl'l for Children with Communication Disorders
e.Intemational Readmg Association
f.The Orton Dyslexia Society
The result of the meeting was 2 theorétical statément spec:fymg the delimited
characteristics of conditions called learmng disabxhhes The propose& definition was not
designed to set up opcrahonal criteria for 1dent1fy1ng individual cases of learning disabilities,
but to 1dentxfy a theoretical base for the area. Critical elements of the proposed theoretical

definition include the following:

S AV
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a.Leamning Disabilities is a generic term that refers to a heterogenous group of
disorders

b.Manifested by significant difficulties

¢.In the acquisition and use of listening, speaking, reading, writing,
reasoning or mathematical abilities

d.These disorders are intrinsic to the individual and presumed to be dué to
central nervous system dysfunction

e.Even though a learning disaiaiiity may ocetr ébﬁééﬁiitéﬁdy with other
handicapping conditions (e-g;; sensory impairment, mental retardation,
social and emmotional disturbance) or environmental influences
psychogenic factors)

g.It is not the direct result of these conditions or influences ("ioint

Committee," 1980).

its: A third problem associated with the term “learning disabilities"

involves identifying and assessing cognitive processing deficits. Preserice or abserice of this
problem must be inferred from the behaviors of the student. These behaviors may include
social and emotional adjustment, study skills, coping responses, or achievement iéva's, as
well as test scores. A pattern or profile of behavior characteristics does not exist. LD

students are a heterogeneous group.

. In spite of the controversy over what exactly are learning

disabilities, and disregarding the debate over whether or not it is a valid diagnostic category,

a program to provide service to these students must be grounded in somé conceptual

22
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f:ra’iﬂéivbfk. 'i‘ﬁé underlying assumptions of such a program acknowledge the differénces
Eét’»vééii LD students and the general college population. It Strives to emphasize strengths
rather than deficits, and takes the orientation of skill development rather than overcoming
handicaps. Such a program advocates the rights of these students to access to instifutions of
higher education riot out of cétﬁpii&ﬁcé with iégislétib'ﬁ; but out of the awareness that LD
students have significant contributions to make: In an educational setting, LD students are
different primarily in learning style and in the kinds of accommodations needed to help them

achieve, not necessarily in ability or in potential.

istics, As suggested previously, oné all eficompassing profile of

characteristics of university LD students does not exist. When speaking about deficits, the
teridency is to itemize weaknesses rather than sirengths, creafing a negative tone. It should,
however, be kept in mind that LD studenis often exhibit many positive attributes. Lists of
both deficits and positive atiributes will be provided.

One grouping of characteristics organized deficits into seven dornais: édgﬁiévé—,
iiﬁguégé, perceptual-motor, academic, work and study iiébits, socxal and affective. A listing
can be found in Cronin; ME. & ééi'iié; f’i 5 1982

The following list of characteristics was compiled by Clyde-Snyder (1982) and was used
with iiﬁi'v’éi"sﬁ}i LD stadents. The most frequently noted items, especially those presented in
self-reports, are identified by an *.

1.Short attention span.
2.Restlessress.
3.Distractability. (The student séems é'sp’éciéiiy seiisitive io sounds or visual stimuli

and has difficulty ignoring them while studving).

5 25



Zi;f’b’éf motor coordination: (This may be seen as clumsiness).

5.Impulsivity (Responding without thinking).

6.Perseveration. (The student tends to do or say things over and over. Mechanisim
that says "finished" does riot work well)

*7, Handwrmng is poor (Lettcrs will not bc wcH formed, spacmg between words and
lettcrs will be mconsxstcnt, wntmg will have an extreme up or down slant on unlined
page).

*8—s§emag is éériéiéiénﬂy inconsistent.
and from textbooks; for i mstance, math problems may be off by one or two numbers
that have been copxed mconectly or out of sequence).

*19 Cén express self well orally but fails when domg soin wntmg In a few cases the
reverse is true.

*11.Frequently misunderstands what someone i saying. (For instance, a student may
say, "What?', and then may or may not answer appropriately before someone has a
chrnce to repeat what was sa1d prewously)

* 12.Marked dlscrepancy between listening and read;mg comprehensmn
*13. Has trouble with variant word m meamngs and ﬁguratwe language
*14 Has proBlems structurmg (orgamzmg) time. ( The student is frequently late to class
and appomtments The student lacks a "sense"” of how long a "few minutes" is
opposed to an hour. The student experiences problems pacing him/hérself durmg
tests.)

*15.Has problems structuring (organizing) space. { The student has difficlry

concentrating when in a large, open area, even when it is quiet. The student may
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over-or under-reach when reaching or placing objects (depth percermon)

*16.Has difficulty spacing an assig .ment on a page (€. g math problerns are crowded
together).

*17. Thoughts wander and{oi' are ineomplete in spoken and written language Student
may also have drfﬁculty sequencmg ideas:

*18.A student's hearing acuity may be excellent, but the processing of sounds used in
words or the sequence of what the student hears may be out of order (e g the

*10 A student mav have 20720 vision but When processmg v:sua:l mformatxon (e. g "
p1ctures graphs words, numbers) the student has &tfﬁculty focusmg his/her

visual attention selcct:vely; In other words; everythmg froma ﬂyspeck toa key

word if a title has equal claim on aftention.

*20.Word retrieval problems (The student has difficulty recalling words that have been
leamed).

21 Misunderstands nonverbal information, such as facial expressions or gestures.
22.Very slow worker; but may be extremely accurate.

23 Very fast worker but makes many errors and tends to leave out items.

24, Visual i images: (Has 20/20 vision but may see things out of sequence—, e.g., "frist"
for "first", "961" for "691". A student may see words or letters turned around or
upside down, e.g., “cug" for “cup”, or "dub" for "bud"; or “9" for "6",

or "L" for “7, etc. )

25 Makes llteral 1nterpretatxons of whet is sa:xd:

26J udges books by their thickness because of laborious readmg

27 Has mixed dominance.
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28.Moodiness; quick tempered; easily frustrated.
%29.Lacks eye contact. Feels uncomfortable when talking to others.

30.Has trouble answering yes or no to questions.

As stated previously, university LD students exhibit many positive attributes: These
attributes contribute significantly to the student’s success in a demanding environment.

These attributes include the following:

1. Motivation
2.A strong desire to learn about personal strengths and weakiiesses.

3 Complianice upon understaniding of personal strengths and Knmitatiors.
4.An achievement orientation.

5.Cooperativeness.

6.A strong desire to please significant others in the academic, home and
ééfﬁiﬁhﬁiiy environment.

#+7,A willingniess to commit large amounts of time and energy to academic
pursuits.

8.Persistance "in spite of”" or "in face of" failure.

Although there is considerable overlap among items in the above listings, and certainly
the lists are not exhaustive, the items should prove beneficial in the process of identification

and diagnosis of the university LD student. Behavioral characteristics add credibility to
psychological reports and records and serve as an additional basis for

classification/diagnosis:
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Based on Federal definition and regulations, students

p&rtICIpatmg in the Uﬁxve?sﬂy program are identified by a series of diagriostic measures, such
as tests of intelligence to determine the student's potential for success in a Uﬁiversity
cnmculum and tests of achlevement to determine whether a potentlallachlevement
discreparicy can be documented. A 40% potentlallachlevement dlscrepancy is considered an
indication of a leammg d1sab11ty Dlagnosnc mstruments used include: the Wechsler Adult
Intellxgence Scale Rev:sed a measure of cogmtxve functxomng and academic apntude, the
Woodcock- :Tohnson Psycﬁoe&ucatlo al Battery, Part Two, to obtain current levels of
academic achievement in readmg, mathematlcs, Wntten language, and general knowledge
areas the Modern I.;anguage Aptitude Test, to ieasure abilities which have been cﬁed in the
literature as potential areas of deﬁcu in LD populatlons and which is purported to assess
abilities thought to be related to forelgn language leammg d:sabihty Fmaily, a standardized
wntten evaluation is admm:stened The foﬁowmg basic dxagnostnc battery used by the LD

Pro;ect was selected to assess spemﬁc domains of funcnomng A descnpnon of each of these

mstruments follows:

A BASIC DIAGNOSTIC BATTERY
l Wechsler Adult Intelhgence Sca.. Revnsed

4;Wntten Sample

The following narrative will review each of the above listed tests and note the

contribution of each of the assessment procedure.



) is used to assess

the student's current level of intellectual functioning. In addition to yielding a full-scale
mtelhgence quotlent (FSIQ), this test yields a Verbal IQ (VIQ) and a Perormance IQ (PIQ).
This test allows the examinee several ways to demonstrate their capabilities and the exaniiner
gains evidence of specific domains of relatlve st.engths and/or deficits. The VEé is
compnscd of the scores earned on subtests constructed to measure vcrbai abxht:esf The PIQ,
hkew1se, is compnsed of scores on suBtests to measure performance abilities: The
theorct:cal underpmmngs are a definition of mtelhgence that mcorporates, in addmon to the
abxhty to reason abstrartly and the abxhty to learn and to adapt, the understanding that
intelligence is multifaceted and calls for a global capacity to comprehetid the world and to
deal effectlvely W1th 1ts challenges.

Slgmﬁcant mformanon can bc gamed by mterpretmg any stat:stzcaliy s:gnn ficant
dlscrcpancws bctween the V}é and thc PIQ The examiner is then able to 1dent1fy areas of
tmngths or deficit in either the verbal or the performance domains. The FSIQ must fall
within the range of int-lligence considered to be indicative of normal functioning in order for

the student to be considered for services through the LD PrOJeCt.

it is admtmstered to assess the ¢ current levels of acadermc acmevement in the

domains of written language, reading, mathematics and general knowledge. The
Woodcock-Johnson is a criterion-referenced test which means that with scores on these
various domains we are able to make comparisons of a student's performance witl: e
performance of an age-appropnate companson group

Acadermc achievement is pameularly 1mportant in the dxagnosxs of a learning diability.
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Accurate apprmsals of aC'dermc functioning are needed in order to substantiate a 51gmﬁcant

dxscrepancy between thie current level of intellectural functioning and the level of academic

achievement that would be predlcted from the FSIQ

) is adminisered to predict the

The Mﬁgm:[ﬂ
prébable success a siudent will experience w’ﬁéﬁ léﬁiﬁg a modern foreign language.
Certain subtests of this test have been shown to assess abstract reasonmg ability.

Since universities tvplcally have foreign language requirements; it is appropnate to
assess a student’s protable success in order to plan for tutonng and]or testmg
accommodations such as extended time lmuts mdlvxdual proctonng and posstle alternative

methods of testxng suc: h as respondmg to items into tape recorder rather than in wntmg

eA sample of students Wntmg is Ubtamed as part of

the assessment battery This sample is adxmmstered under timed condmons axd is an essay
written on a prescnb,d topic. This sample is evaluated in terrns of the stu dent s abmty to
orgamze thoughts, de velop the essay logically and make a sn'ong, appropnate conclusion.
Additionally, handwriting; spelhng; grammar, vacabulary and punctuatxon are all assessed.

This sample of writing provides the examiner with information about how the student
might be expected to perform during essay exams or when formulating other writien
products reqmred at the umvemty level. This information can be used both in planmng for
testmg accommodatlons a' d in obtaining services such as tutonng or edltmg (See Objectwe
Four, Component C, written expression for a sample of a prescnbed topic in writter:
expression).

The above iist -nr‘ludes a descnptlon of a Basm Battery of testmg instruments which have
been found useful in the dmgnoms of a learmng dnsablhty at the Umversny level. Additional

instruments nd descnptlons are discussed in the following section.

31,



Given the current definitions of leamlng

dlsabxlmes and the extreme heterogemety of the populauon of students considered I:.D there
seems to be no singular assessment battery that is most efféctlve, efﬁetent or appropnate for
diagnostic purposes Sotme researchers have emphasrzed the need to develop assessment
fieasures desrgned speetﬁeaily for adolescents and adults with learmng d1sab1ht1es

The LD student who is in need of support services and specxal accommodations has
~avere basic skills deficits i in n.admg, Wrxtten language, especially spellinis and/or in
mathemattcal abilities. For the university LD student the mmost stnkmg charaetenstie is the
uneveness of their abrlmes Wh.lCh often is more exaggerated with matunty The reason for
these pattems seems to be that what they did well as children tﬁey seem to do exceedlngly
well as adults, perhaps as 2 means of ¢ compensatlon for areas of deﬁmt which become even
more dxscrepant in adulthood: Assessment thus becomes a very complex task.

In lxght of these i issues mvolved in identification of un1versny LD students, assessment
batteries have some commonalities and some dlfferences The pnmaxy questton is "Does th:s
student have the intellectual ablhty to do eollege worlc"" The WAIS-R is the most widely
accepted measure used thh the adult I:B populatxon As noted prev1ously, one 51gn1ﬁcant

cnaractenstte of the I:B students in college populatlons is average or above intellectual

pattems of abilities or dlscrepancles as measured by the various subtests of the WAIS R
The only common trait found among all LD students is a d1screpancy between apparent
mcreasmgly popular methods for assessmg educational strengths and weaknesses in the
major content areas. Examples of achievement t tests with good norrns, validity and reliability

that are age-appropnate for adults are the Wide-Range Achievement Test (WRAT) and the



Peabody Individual Achievement Test (PIAT). The WRAT aS5esses the domams of read.ng,
spelling and arithmetic. The PIAT assesses math, spe}lmg, generai mforrnatxon and readlng
recognmon and comprehensxon Both tests are considered htmted screemng instruments.

Assessment should also include those areas of funcf’omng that have been identified as
resxduai proBlem areas for LD adults: Often included are tests of readmg skills, measures of
receptlve and expresswe language math reasomng and computatlon, personahty, emotlonal
matunty, career and vocational interest patterms. Frequently, some assessment is made of the
student's study skills, motxvatlon and self-eoncept through an intensive interview. In some
cases, the assessment can mclude tests of audltory and visual p processmg

Colleges and universities generally do not recogmze the need to universally screen
mcommg students in order 0 1dent1fy those who experience learning disabilities. The more
stnngent or competmve the admissions requirements, the fewer the numbers of LD students
accepted the hlgher thexr potential and less severe thexr basic sIﬂHs deficxts The converse
of this is also true. Perhaps eventually it w1ll be in open-admxssmns institutions where

mformatlon from umversal screenmgs will become the necessary first s step in identification of

those students who are I:B

the disability not all of Wthh are automatlcally 1dent1fied through formal assessment. A

common exaxrple is the ' degree of structure" i'eqmred in developmg appropnate study skills
for LD students For some students this 1 may mean a mere lack of awareness of how to use
the hbrary while for others it may requtre daﬂy momtonng of a variety of study activities.

Informal assessment helps not only to corroborate the findings of standardized formal
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;;;é;;a;.i instruments, but facilitates the development of individuaiized Education Plans by
cuemg in on individual student charactenstlcs such as study habits, timme management, etc.
It serves to individualize the 1ntervent10n program by providing mformatlon on the "ex temal
constramts" within whrch any partrcular student must operate such as a grven course load,
nature of course requrrements; various test-takmg situations; etc.

Experience with LD students indicates that students' input (such as their awareness or
lack of awareness of how to study or participate in University level academic training) is a
useful component of the diagnostic process as well as program planning Students iriput
about themselves facrhtates program execution by servmg as an et:t:éctrve startmg poznt for
the various aeadenuc support strategies: For mstance; ifa student reports that his/her p poor

grade performance is not because of failure to understand the sub;]ect matter, but due

consrstently to lack of p preparatron, a time management program is mdrcated.

jews and

Informal assessment can be carried out through cli

aimed at ehcrtmg mformanon on the mdxvrdual s expenence as an Umversxty

student. Based on a review of currently avarlable study gurdes books; manuals; the
followmg areas were 1dentrﬁed as useful in provrdmg d:agnostrc and s strategy planmng data:

1;Student s awareness of course requrrements

2.Student's preparedriess for course enrolment

3.Instructor-student contact information

4.Time management

5. Student s class atteridarice.

Questlonnalm were developed for each of the above ment:oned areas: Each

questionnaire included a clinician's gulae for the various response opuons Informal

assessment of this sort allowed program personnel to sxs_mmw and utilize the



student's contnbutxon towards assessment and program development.

The ciiéiit—chmcxm interview serves as an informal forum for background information
about each student's awareness or lack of awareness of hls/her specific dxsablht} It also
ﬁelps to determine whether s some or all of the quesnonnames would be requ1r°d for a glven
student. The followmg quest.onnaxre in 1ts enurety (or spcmf c quesﬂons) may be used as a
basic informal instrumment followed by one of the above 5 listed materials (See ObjCCthE

Three, Component B; "Staff M&tenais" for additional sample questxonnau'es )



CLIEVT-CLINICIAN INF ORMAL ASSESSMENT
Have you attended coHcge bef'orc" YES ____NO

Ifyes; what courses have you taken? I

What skill areas do you considertobe weaknesses?

What skill areas do you consider your strengths?
List the long range goals you would like to achieve at Penn State.

List the specific goals you would like to achieve this term.




The purpose of this program is to meet your individual neéds: In what ways can this

program assist you?

PLEASE ANSWER THE FOLLOWING QUESTICONS IN AS MUCH DETAIL AS YOU
CAN.
1. Describe an ideal strategy fo. taking notes in class

2. Describe as accurately as you can the strategy you use (if any) to take notes in clacs.




3. Describe an ideal strategy for preparing for exams. L

5. Describe as accurately as you can how you typically prepare for assignments such as

papers or reports. L o

6. Describe the strategies you use (if any) to organize your study time (on a daily and
weekly basis). How much to you plan ahead? To what extent are you usuaily abie to follow

through on your plans?




7. Describe how you will organize your notes, papers, and assignments for each
course: For example, what kind of notebook will you use, how will you organize it, where

do you plan to study, where do you keep your books, papers, etc.?

READ THE FOLLOWING SITU ATIONS, THEN DESCRIBE IN AS MUCH DETAH. AS
POSSIBLE WHAT YOU USUALLY DOOR TI—HNK YOU WGULB DO IN EACH CASE.
INCLUDE WHAT YOU SAY TO YOURéé.F HOW YOU RATIONALIZE YOUR
DECISION AND WHAT YOU ACTUALLY DO.

1. It s Fndav mormng and you have a first period class. You were out late last night

and you really don't think s you are gomg to make it to class on time, even if you rush. As
you debate with yourse If whether or not to go, you remember that the class was supposcd to

be a review for the test on Monday.




2. You've developed a study schedule to prepare for an exam a week from today. You
need to re-read and outline a chapter; then prepare a practice quiz on the material. It will
probably take you three or four hours to finish. Some friends just called you and you really

want to spend the day with them.

3. You have been studying for twenty minutes and you are really having difficulty
concentrating. You feel tired, and start to think about taking a oné-hour nap so you can
concentrate better.

4, You have been working on an outline for a paper; but you haven't finished the
objective you had set for the day, even though you have been working a half-hour more than

you had planned: You really want to go home and watch a program on T.V.




Based on Federal definition and regulations,

studenits participating in the University Program for L D stadents are identified by  series of
diagnostic measures. (Se¢ Diagnostic Instruments above). A severe potenitl/achievement
discrepancy is considered an indication of 2 leamning disability. The following Tables One
and Two respectively show a random selection of students referred for diagnostic evaluation
at The Pennsylvania State University. Table Orie shows the percentile scores of stidents
identified as L. D. Table Two shows percentile scores of students who were not identified

as exhibiting a learning disability:
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Table 1
Reason for Referral; WAIS-R; Woodcock-Johnson: HLAT Percentile Scores for Each

of 10 tearning Olsable

tudents

Subject Sex Reason for Referral WAIS-R Woodcock - Jotinison Modern Langiuage

R K W 6K 12 3

-

vV P

§

5

1 F Memory 5 63 3 2 %0 8 88 2 i 6
2 M Engiish UFléisé 81 73 17 0 92 io 36 .- 3z I
3 F  Reading Foreign

tanguage 57777 3 68 29 76 5 38 7
W Rath 84 87 BB 27 10 26 60 63 g &i

wy
"

“riting 77 68 75 21 63 36 53 S

X

riting 6 91 81 53 68 18 60 . e e

~N o
x
I
s
0
o
o
W
o
[
<0
o
o
~
&
~
vt
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~
(v

Foreign Language

Forelgn langusge 9 &2 70 60 83 26 67 B 5 3

0o @i
x

Test-Study ss 87 13 2% 0 7 n “ oz oIz

xi

10 F Study Skliis 23 61 34 27 28 65 21 - e -

23
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Table 2

|, WAIS-R, Woodcock-Johnson Percentile Scores

for Each of Six Non Learning Disabled College Students

Subject Sex Reason for Referral WAIS-R Woodcock-Johnson

1 F Admission Ref 23 54 3% 27 28 65 12

é H ﬁ'itiii'g épéiilng 27 8 16 10 7 &4 18

3 F shorthand 25 12 16 % i5 i0 23

§ F  Academic GPA 8 38 % 58 72 %0 8

5 M Academic GPA 27 60 42 17 th 16 25

6 M Writing 23 61 24 27 28 65 12
41
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COMPONENT C: INTERVENTION

As stated previously; a program designéd to serve ﬁiﬁv&fsity LD students mst be
founded on a theoretical base. Prior to a drscussron of specrﬁc intervention procedures,
basic mtroductron to behavroral theory will be presented Intervention procedures cited in
dus gmde are Based on this theoretical framework. (For additional information see Hallahan,

Kauffman, & Lloyd 1985; Lerner 1985).

Bgﬁazﬁlﬂffal Ihﬂgi The basic premise of behavroral theol'y is that by

behaviors can be observed and measured The prmcrple of dxrect, continuous and precise
measurement is essenttai to establish the efﬁcacy of the treatment. Behavioral theory
meorporates the method of behavior modification, or systematically controlling
environmental events so that specific changes are produced in observable behavmrs

Behavior modification can be apphed to educanonal events. Target behavxors are
defined, observed, and continuously monltored In this way, objeenves and methods can
be revised contmuously until the most effeetxve mterventxon has been determined. Only
envuonmental factors wh:eh drreetly affect an individual's performance are identified,
1solated and subsequenﬂy mampulated:

The apphcat.on of behavior pnncrples to academic learning has acquu'ed increasing
1mportance in the field of learning disabilities. Specific academic behavrors which can be
directly defined and observed can be changed The concer is not wrt:h innate abﬂrttes whxch
are difficult to observe and define. This is essentrally relevant when dealing with LD
students because of the heterogenerty of the group and the difficulty of definition and

class:ﬁcahon of learmng disabilities:

Another important aspect of behavioral theory in relation to the LD student is the
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measurement of permanent products, such as class grades. Specific improvements or
decreases in behavior are recorded by plotting observable products ofi a graph The need for
structure, which behavior modtﬁcatxon prov1des, is essentxal for the I:.D populatton
Behavmral theory is 1mportant for both conductmg research and developmg
mterventlons for I:D tndxvxduais One purpose of behavior modification research is to
dtscover what variables control the respon ses bemg measured. In an academic atmosphere,
if these variables can be determined and controlled, then the learning environment can be
mampulated m such a way as to improve the academic achievemient of the individual. More
research is needed in this area but some research has been coaducted in speexﬁe areas of
acadermc achlevement which are problemat:e to I:B students most notably readmg,

anthmetxc, written language (whtch consists of ﬂan&wntmg, spellmg and composmon), and

Féinfdféérnent has been shown to be effective with school age children. As stated before,
although the LD population is an extremely heterogenbus group, certain common
characteristics are found to be present among these 1nd1vndua1s Low self-esteem and
self-confidence, due perhaps to repeated exposure to fallure and underaehxevement are

coitiinon charactenstxcs of LD students Fer these mdmduais socxal remforcement canbea

tutor, parent):

As stated earlier, a program de51gned to provide services to university LD students
should emphas1ze strengths rather than deficits. Identlﬁcatlon of a student's posmve
attributes, such as motlvatlon, cooperatxveness and a desxre to please sxgmﬁcant others, is

helpful when planning a student's individual | program. These attributes can be utilized in
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ordér to make each student's program as effective as possible. SUCCESS is a highly
motivating factor.

IEP Development, Once an LD student is diagnosed, an Individualized
Education Plan (IEP) incorporating behavioral objectives and appropriate support services is
developed. The objectives aid support services are founded on the student's diagnostic
profile and take into account information from formal and informal procedures. An IEP is
essential since the group of LD students is a heterogeneous one. [EPS include long-and
short-term objectives, strategies for achieving each objective, and criteria for evaluating
achievement of each objective. Procedures are based on behavioral theory, including: task
analysis, positive reinforcement, contingency contracting, response cost; rehearsal and
errotless learning. A sample IEP format and orie sifowiﬁg behavioral objectives for an ED

student in a meteorology course follows:



STUDENT INDIVIDUAL EDUCATIONAL PROGRAM
(IEP)
METEOROLOGY 303 WINTER TERM, 1981

Student will achieve full-time status in a degree program by gradually increasing his

credit oad to eight credits or more per term while maintaining a grade point average of "C" or

Student will achieve a grade of "C" or béttér in Meéteorology 303 Winter Term,

—-attend all class lectures (20) and zil Iaboratory sessions (10).

--specify in writing weekly study goals and assignments.

—specify daily study obiectives: include time of day, matérial to be covéréé and
specific strategies for studying.

--complete all reading assignments pﬁo'f to the class period on which they are
scheduled fobe  presented.

—complete all lab assignments one day prior to the specified due-date

--meet with Iab instructor 10 review any problems or question the day before iab
assignments are due, in order to avoid losing credit for errors on lab assignments.
—-tape record lectures and later transcribe and refine notes.

~-have someone else take notes from the tapé recorded lecture, then compare class

notés to them to evaliiate note-taking skills.
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--utilize consultant as a tutor for any course content for which assistance is rieeded.
--"teach" consultant or another ¢:udent in the class any units covéred in Méteorology
303.
--volunteer/actively participate in Jab sessions.
--prepare for exams and quizzes several days in advance:
-identify material that will be covered on the exam (notes and book).
-reread the material.
-prepare a list of all terms, then define each anid memorize the definitions.
-self-chieck mastery of the terms and definitions.
_prépare a practice test of samplé items (using testing mode(s) fo be used by
the instructor—-for example; multiple choice; essay).
-take the ﬁﬁéﬁéé exam and then check it and review any items that were
missed.
-prepare a list of 'qu'csti’oris on material you have problems with an¢ meet
with the instructor several days before the exam for assistance.
“organize/participate in a study group with other students in the class.
~review error patiers on exams when they are retumed.

-meet with instructor or consultant to remediate errors.



SAMPLE BEHAVIORAL CONTRACT

 Wha When Evaluation DueDae  Bts,

1 seg pg}jeg@xggfsghqdule First Friday permanent product-  First Friday
for course readings of term schediile of erm
(__pg7day)

2. complete daily reading every week- checklist
objective for course day

3. outline material for every week- permanent product-
daily reading day outline
assignment

4. make vocabgia:y list §vély week- pemanem prodict-
from reading day List

5.  attend all class lectures Tuesdays & check class notes

Thursdays which should be dated

6. memorize vocabulary every week student writes definitions
from readings and class from memory with 90%
notes accuracy, set up weekly

meetings.

7. meet with instructor setaspecific = permanent product-
to outline class paper/ date outline of paper/project
project

8. pmpam rough draft of set a specific permanent product-
paper/project and meet date rough draft OKed by
with instructor o review draft instructor

9. eam a"C" or better on last day of permanent product-
pépét/btdjéct class check grade

10. eamna "C" or better in last day of permanent product:
course class check grade

Evaluation of Objecuves Consltant will meet once a week with student. At this time the consultant wul randoml:

(5) assignments which were scheduled for the preceding week. Assignments which are adequately corapleted earn o
Any assignment not completed or adequate earns one (1) " each. At the end of the term, each "+" will earn fo
towards the independent study course grade and each "-" eams a loss of ten (10) points.
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nts, Academic support services incorporated into IEPs

have included: (a) alternative methods of evaluation such 4s untimed tests; readers on
objectives tests, separate testing with a proctor, ¢ssay exams in place of objective tests, taped
Eiﬁﬁﬁéééﬁs; etc.; and (B) spe?:xai accommodations ; iiiéiiidiﬁé: the use of tape recorders,
dictaphones, recording services for the blind (or readers on short notice), time management
and study skill ﬁmmng, and orientation sessions. Sample IEP components incorporating
classroom accommodation, altemative forms of evaluation, career eouﬁséiiﬁg, mental iiééi’tii,

self-management and study skill objectiveés follow:
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Component 1:
Example: I cl)

Component 2:
Example: 2. a)

Component 3:
Example: 2. cl)

Component 4:

Examplé: 4 a,b,esdsé!)

Component 5:
Example: 3. b)

SAMPLE IEP COMPONENTS

use of tape recorder to tape class lectures

Untimed and proctored testing conditions; when method of
evaluation is essay composition, she will dictacte her essay answers

into a tape recorder.

"Discover," the computer-based guxdance system in the Career
Developimient and Placement Center.

Mental Health
Will continue to be involved in counseling with this clinician as itis
directly related to academicissues. Topics to be included are:

a) self-concept and self-efficacy

b) motivation

¢) values clarification

d) psychosexual development

€) independence/dependence issues

She will continue to receive assistance with daily living skills.
Some examples are managing her own finances, making trips alone
off-campus to make purchases and for recreation.
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Component 6: Study Skills
Example: 1. d) Will receive further instruction in the principles of time management
in order to maximize her study time and perhaps to decrease the

numbers of hours spent in daily class preparation.

€6iii§6iiéiii 2: Alternative Forms of Evaluation
Example: 2 a) Will receive untimed testing conditions, especially when the method

of evaluation is essay composition.

Components 4 and 5:
Example: 3) Should collaborate with the clinician in the éévéiépfﬁéﬁt ofa
research design to be implemented in the Fall 1985 semester.
Suggested areas of investigation are:
a)  improving reading speed and comprehension
b) techniques for overcoming the effects of aphasia.

. IEPs are created by a teara of individuals. Team

members may include: graduate students in school psychology and special education, school
psychology and special education supervisors; and the ED student. Figure One shows the
roles of the LD student and team members in a continuum of intervention programs. Since
each LD student is different in the severity of his/her disability, a continuum of intervention
from the most structured to the least stictured has been désignéd. A few students require a
highly structured intervention approach. Within this paradigm; the student and
some team members meet on a daily basis: Highly specified objectives are checked and

progress is closely monitored. At this level of service, a great deal of effort is devoted to
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developing effective study skill and self-management sirategies. In the least siructured
Sﬁﬁféééii; the student initiates all activities and the team memibers rein'fo’rcé or support the
student's request for assistance. For example, the studént may have ép’ﬁréééiiéd an
instructor and was denied a request for modified testing arrangements. A team member will
then contact the instructor with supporting documentation for the necessity for such an

arrangement.
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THE ROLES OF THE STUDENT AND TEAM MEMBER IN THE
CONTINUUM OF INTERVENTION PROGRAM

LD COLLEGE INTERVENTIQN - EXAMPLES
STUDENT'S ROLE TEAM MEMBERS' ROLE
Mccung regularly Rcmfomc oBJecnves Studentis
with team to check adequately completed. reinforced for
behavioral contract completing highly
(Most Structured) specified objectives.
Request tutoring or Suggest techniques for Student requests
special assistance remediating or compen- tutoring. - Team
when needed. sating for skill deficits. member locates
May suggest methods to and adapts
monitor progress. materials to
facilitate
leamning.
Student and
team member
work to
remediate -
academic schl
deficits
Select and o Suggest speetﬁc se}f- Tcg?x ﬁgﬁiﬁéf
implement specific management and study describes
stratches and skills strategy. alternative for
activities for modifying
study skills and student exam
time management taking strategies.
improvement. Student selects
program and
implements -
condition rehably
Student or team
member provides
reinforcement
when program is
reliably followed.
Maintain maximum Reinforce Student is
independency by appropriate requests reinforced for
initiating all for assistance. contacting team
activities (Least Reinforce member to tutor
52
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Structured)

independent _
problem solving.

prior to exam.
Student is rein-

course instructor.




Thie following items should be inclided in each LD folder:

I
2
3.

Informed Consent Form

Intake Interview - Be sure to include student's SS#

Test Protocals - WAIS-R, WOODCOCK-JOHNSON, MLAT, WRITING
SAMPLE

Psychological

EP.

P |

List of Semester Objzctives

w >

Listof Weedy Obecves ocluding iy, d,

materials, evaluation, criteria)

Semester and weekly schedule

D. Annecdotal and objective réport of each student -
clinician contact - include date, timeé objectives,
obséervations

(STUDENT STATUS FORM)




Project Director and Student
FSIio'{ving a referral, the Project Director interviews the student to
: (Y

a)
decide if the referral is appropriate.
1) Intake Questionnaire is completed.
If the referral is appropriate, the Direcior describes tie program's

b)
objectives and services to the student.
Following this interview, the Project Director assigns the referral to

c)
one of the program's graduate assistants, who contacts the student

to set up an appointment for testing.

B.  Assessment
Clinician and Student
2)  The clinician individually administers the following diagnostic
instruments to determine if a significant discrepancy exists between
student’s f)oiéﬁﬁél and achievement:

the

1) Weschler Adult Intelligerice Scale-Revised

2) Woodcock-Johnson Psychoeducational, Part H
Tests of Achievement

3) Modern Language Aptitude Test

4) Writing Sample
The student is informed of the purpose of these measires, what the




results will be used for, and who will have access to the

information.

1. Chmc:an and Project Bmecﬁor andfor %Ject Superv1sor

a)

g

The clinician evaluates and writes up the results of the assessment.
Together with the Pro;ect Director and/or Supemsor, they decide 1f
a learmng dlsabxhty exists, and recommendations are made. T}us is
formally written in a pyschoioglcal report and once approved; is
s1gned by the clinician, the Project Director and the Pro;ect

Supervxsor The student is ngen a copy and one goes in the

student 3 f'ﬁe;

L Prqect Director, Chmman, and Student
2)

The clinician and Project Dlrector review the psychologlcai report
w1th the student, addressmg any concems and : answermg any

quesnons; The conclusions and recommendations contained in the

services the Program can offer to himvher, and a tentative course of

action is decideed upon.

1. Clinician and Student

a)

The student decxdes to make a comrmitment to the program The

cimxcxan once more explams the purposes of the program and the
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Al

b)

Clinician

The clinician formalizes the long-term goals; short-term objectives,

a)

services offered to the student. The clinician discusses issues of
confidentiality.

1) The clinician reads and has the student sign the Informed
Consent Form.

Once the student makes a commitment to partcipate in the program
th. clinician discusses what responsibilites the student has to the
cliician to the program; and to him/herself.

1) Client-Clinician Contractual Agreement is carcfully read,

then signed.

The student expresses his/her cxpectations of the program to the
clinician, and together they decide on long-term goals and
short-term objectives for the semesier, and what efforts will be
expended to achieve those goals. They decide on the number of
sessions needed per week; and a suitable meeting time is set up for

the semester.

and the support services for the student that were decidec upen at
the initial intr-vention session. The clinician writes these up in
behavioral (measurable) terms in an IEP format containing the
objectives, the conditions, thebehavior and the criteria of success.

This is put in student's file.



Clinician and Student

a)

Additional information oftén needs to be gathered regarding the
student's academic responsibilities and his/her capabilities in the
areas of self-management and study skills. Some forms that may
be used (at the discretion of the ciinician) to identify p’otentiai areas
of intervention include the foii'owirig

it - provides

information about the suitability of the student's course selection,

the courseload; and other commitments. It may indicate that a

rescheduling of courses i ncessay.

ts - prompts the studént

to focus on the policies and requirements of the courses he/she is

y - focuses on gathering
information on particular courses. It can be used to
determine if a course is suitable for the student at that tifie.

aire - clarifies the student's

attendance habits. It may signal a need for intervention.

ire - gathers information on

the studen:'s perception of time available versus time needed for

study; to get a desired grade in each course and identifies some

qualitative aspects of his/her study habits. It may indicate a need

for time management intervention.

(vl
Qo
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nt - divides the weeks

into one-hour blocks of time, which are filled in at the beginning of
the week with academic (and non-academic) activities. The
clinician may need to monitor the extent to which the student

follows the planned schedule.

ajre - prompts the

7) Instruetor-
stadenit fo identify specific sources of help with his/her courses. It
may indicate weak study skills and exam preparation habits that can
become a part of the intervention program.

The clinician implements the intervention components in an
appropriate manner to facilitate the attainment of the goals and
bbjéctivéé for the stident.

Th clifician can guide the student in faking advantage of the
University's academic support services available to them as LD
students. Depending on their disability, special learning
accommodations and alternative methods of evaluation are
recommended. The stident may choose to a’p’p’réééii

their instructor personally, of give him/her a letter from the Project
Director and/or the Director of the Office for Disability Services that
specifies the student's particular leaming disability and outlines the
learning/testing accommodations that are suggested. The student
may use this letter to "break the ice" when approaching the
instructor; in addition, it often lends credibility to their claims.

(Refer to the form letter in the Material section).
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d) The clinician may act as a resource person and advise the student of
the University-wide services available to them as registered
students. Some of these have included: career co’ﬁii’séiiﬁg;
vocational testing, leaming assistance programis (specific course
tutoring), psychological counseling, remedial programs, use of
computers, mental health services, and 5o on.

1. Clinician

a) After each session, the clinician writes the o’BjécéVé’s for the
session; and then records the evens of the session, any pertinent
obsérvations 2nd any other relevant information.

1) The clinician records rhis information on the
Student Status Form.
I; ﬂ : I l S :I - :E: E i :Ig

1. Project Director, Project Supervisor, and Clinicians

d)  The clinicians update the rest of the program's staff on the progress
of each of his/her clients. Concerns and problems are raised in

both academic and the socio-emotional areas. The entire staff

concerns and issues are also addressed at this time (€.8., extended
clinician training). The Project Director surr marizes the status of
each client for the record.

b) Specific staff sessions are held from time to time. These are specific




presentations by outside personnel in areas that staff indicated a
general need, usually to aid and/or enhance their performance
when dealing with clients (¢.:; an orientation to the services
offered through the University's Career Development and
Placement Center, a training session on professional client-clinician

interpersonal inter-actions, etc.)

of two kinds: process and output (or product evaluation.)

Process evaluation is appropriate for assessing a program while it is underway.
Process evaluation allows a program to be assessed and modified using data from the
program and its participants. The advantage of process evaluation is that it provides
feedback to the project staff and participants so that they can shape the model to their
objectives soon after its beginning: This typé of evaluation is facilitated by the following:

A Intake Information

B. A psychological case study on each project participant along with testing
protocols.

C. An IEP for each LD student.

When appropriate; each IEP incorporates single subject research design
techniques. For example, a multiplé baseline désign modifying a stident’s time management

and study skills with appropriate inter-ventions is charted. The resuiting data verify the
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success or failure of the remedial strategy.
D.  Ananecdotal summiary of each contact with each LD student.
In addition; a summary of the following quantifiable data should be collected at the
end of each academic term or semester for each L.D. student:
A. Credit hours attempted.
Credit hours earned.

0O w

Credit hours earnied toward graduation.

Grade point average:

Cumulative average

Courses dropped and reason for dropping them.
Remedial courses taken.

H. Non-credit hours wakefi.

'C)j‘ oo mu.‘u“

~x'act evaluation, or output evaluation, is a yearly audit of the program. Results

are exai* -~ in comparison to program objectives. The assessment of the effects in

participant ' . ¢:zicrnined -y the reported success of each LD student's university experience
(auintainirs  :.c3st « 2.0 :¥P.A. on a 4.0 scale). In addition, a questionnaire such as the
following compirte¢ by cu~h participant on his/her last contact with thé program is

suggcsted.




STUDENT OUESTIONNAIRE

A Please answer the following:

1. What was the reason you were referred/referred yourself to this program?

3. Were your expectations met? . Please explain:

4, How long were/have you been involved in this program?

5. If yc.2 dropped out, or decided not to participate, why?

6. What kinc of assistance did you receive from this program (what was done

- hein you with which courses)?
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program? ) L

8. Was there additional assistance that you felt you needed?

If yes, please explain. o

9. Do you feel that you needed the assistance offered by this

program?.____
10.  Would you recommend this program to other un'ivérsity LD
students?
1. Do you have any suggestions for improvements to the
prograrm:
a) for all university LD students

b) in your case




16.

12.

Please respond by checking one of the following:

Lidﬁtﬁé:téiti;ﬁiiéﬁ to you (&i,iﬁé beginning)
accurately explore your strengths and weakiiesses?

Did the tests accurately pinpoint your area(s)
of weakness?

Was the report written by the clinician accurate?
Were the results of the tests clearly explained?
Was it clearly explained what the program could

do for you and what the program recommended?

Did the program accurately identify your needs?

meet your needs?

Did you follow our recommendations?

Did our recomnendations/activities help you:
a) get better grades

b) study more efficient'y

c) take better notes - - -
@; use your time more-efficiently
e) complete course requirements
f) improve your confidence

g) other:-

Was the help given to you sufficient in dealing
with your area(s} of weakness?

Was the amount of time spent with the clinician
sufficient?

Was the Scheduiing of sessions satisfactory?

Not
at
A

, Somewhat

o Don" t
- Mostly - Greatly Know

AS |




13.
14,
15.

16.

17.

Do_you feel that the clinician met his/her
responsibilities to you?

Do you feel that you met your responsibilities
to the clinficfan?

Did-you feel that your input was valued and
taken into consideration?

Do you feel confident that the program kept
all _information regarding your disability
confidential?

To what extent did you receive assistance in
one or more of the following areas?

a) time managesent

b) study-skills

c) note-taking

!; course -scheduling - - -

e) getting classroom/testing accommodations
f) meeting coursework requirements -

9) arranging-for career and/or personal

. _ counseling

h) other: - .
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CHAPTER TWO
CONDUCTING AWARENESS Al AND INFGRMATIONAL ACTIVITIES
FOR ADVISORS, FACULTY, COUNSELORS AND OTHER STAFF

Awareness and informational activities for pertinent University personnel are a must
if the needs of LD students are to be accommodated. Each faculty and staff member should
be alerted to the fact that LD students are attendmg thexr mstrtutron and that adjustments will
have to be made in order to accommodate this handreappmg condition: Reaching cach
faculty and staff member however, is not an easy undertakxng One recommendation
included in thxs section of the manual outlines the establishment «:f a University wide LD
Advxsory Committee and the identification of LD academic advisors in each dxscrphne In
addmon staff development and faculty awareness activities are presented The section ends
with a number of University wide considerations that will be faced by program developers.

COMPCNENT A: UNIV@RS{TY ADVISORY COMMITTEE
H,‘CE_;‘II,_EJ‘AI_LQN_ A university program for LD students must take into
considera .on the corceias ind needs of students, faculty and the administration of various
zol 1eges ang deparmias. Identification of these concerns and r -.2ds can be aceomphshed
by the establichi=nt of an advisory committee consxstmg of intercstad faeulty, administrators
and stuc- Ats. Membership on the committée can be either self-mmated or by invitation. At

Ttc Pern-ylvania State Umvemty, members of the Advisory Committee were identified by
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contactmg the local chapter of the Association for Cmn.cns with Leammg stabxht:es A
member of this organization included a umversuy LD studcnt who knew which members of
the organization were also affiliated wnh the bmversxty (mclu&mg a number of Penn State
staff with LD children). Several of these people were contacted by the student wiio
descnbcd the concept of the Advxsory Committee, and asked for their participation. To this
core grc':p; a number of other professionals were added. The Committee presently consists
of persons who have éﬁoné personal or professional interest in the area of learning
disabilities.
Bg_l_es Responsxbllmes of the Committee may mclude the followmg

A.  Assist the staff emiployed by the Office for Disabitity Services, of the Office
of Hanidicapped Services, in sefting priorities for the improvement of
services for LD students.

B. Identify problems in the protision of services and recommend possible
solutions. Solutions might involve changes in Umversny pohcy,
1dcnnﬁcatlon of University resources; or purchase of eqmpment (sucﬁ as
word processmg programs for computer use).

C.  Monitor statistics on the number of LD students ervolied at Penn State and
their academic majors.

D. Meet at least once each semester.
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COMPONENT B: Academic Advisors

Many advisory committees will suggest the identification of

academic advisors who are interested in working with LD students. In addition, LD students
.onsider good advising an important componerit t¢ théir acadénﬁc success: Aévi'séfs can be
identified by 'c'o'ntactihg ¢uch colieie Dean By téiéﬁiio’iié; explain ‘ng the p’iifﬁasé of LD
advisors, answeriug any gi~stions about éié nature of 1éér7ﬁﬁg disabilities, and sending a
follow-ap Ietier expiaiaing the advisors role in detail. Deans of Colleges are especially
inieresied in the number ofstadents enrolled ir: their programs, data on the percentage of
students who successfuily complete their colicge education and the types of accommodations

of advisors for each college; and in some cases for each major within a college.

fbiiowﬁigi
A. Assistance with course selection.
B Advise on number of credit hours to be taken per semester.
C Advise on drop and add options.
D Advisé ori liow to approach a professor vith specific request. (Might
involve soifié 1 le-playing).

Alerting other facu!ty as to the nature of the student's disability and giving

_mM

an explanation of n.cessary accommodations.
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F. Identifying departmental resources or services which can be used by the LD

student. (availability of computers : utors, etc.)

Q.

itiate long-term or projected ad -~  :ourse selection for students who
need taped texts, note takers, or readers on short notice.
H. Advise the student on how to arrange for alteraative forms of evaluation.

COMPONENT C: Staff Development

1ent. At Icast once a year pnor to the beginning of the

faﬂ semester an orientation session * r members of the University Advisory Committee anc
for academic Advisors is recommended. At this meeting commercxally avaxlable
presentatlons such as the Temple Un. - zrsity module on learrung dlsabilmes may be shown
and published phamplets about learning disabilitiés or Umversn'y pubhcatlons addressmg the
LD student can be made available to each pasticipant. Additional components may include an
explanation for the need for SPEcific Zdvisors, a présentation on available University services
or prograinis and a question and answer period.

Followmg the orientation sessior: each LD student can be given the name of a faculty

member in their particular department or co:.sge who v someéwhat knowledgtable about

learning disabilities.

sessioi gives the staff the opportunity to learn about or review the goals of the project, the

legal mandates, the assessment and intervention procedures and the general operating policies
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of the program. In addition, srjéc'iﬁc' staff éé'vélb’f;ﬁéﬁi needs can be identified and
arrangements made for é’&éi&ibﬁél staff meetings: Adjunct f)éiééﬁﬁéi from the areas of mental
health, medicine, career and education counseling, developmental year, learing center,
vocational rehabilitation, veteran administration, and psychology can be called upon to
present pertinent information. Areas to be addressed may include the following:
Career plannisig and job seeking ’o’iajé’etives for D) students.
B. How to icentify the sigﬁs of severe emotional problems
(&.£., characteristics associated with depression, anxiety,
or the possibility of bodily harm, injury or even suicide.)
C. How to avoid client-clinician dependency.
The availability of financial assistance.
E.  Typesof clinics or workshops available at the university (6.g., test anxiety
clinic, etc.)
F.  Library anid Learning Canier services.

In addition to inservice workshops, regular weekly staff meetings should be
seiiééiilé& tﬁ order to share up to date information on each LD student's progress through the
program; and when necessary receive staff input on successes and failures of IEP oiajécﬁvé's
and intervention procedures.

The following figure presents a sample outline of a staff aévélébfﬁéiél workshop.




SAMPLE OUTLINE OF A STAFF DEVELOPMENT WORKSHOP

S

L Program Overview:
Objectives
2. Legal Base:
Section 504
Intake:
Assessment:

IEP Development:

DR W

Record Keeping:

g\i

Identification of Staff Development Needs:

~

8.  New Student Assignments:
9, Reséarch:
Library - Study Skilis
Memcry Training
Spelling, Vocabulary
Self Management
Written Exp"ré's'sio’ﬁ
Sing. Subject Design
10.  Mi:zelareous:
~ Schedule Meeting once a week

Tutors




us, Most major universities have several branch or

extention campuses which serve LD students. Inservice workshops or staff development
sessions for service providers at these locations should not be neglected. The following

sample inservice workshop can be adapted for this purpose:

L What is a learning disability?
A. Definition
B. Behaviors that might indicate a iéamin'g éisabiiity
C. Incidence of leaming éi’sa’Bﬁity
4) i general population
b)  incollege-age population
¢)  atPenn Statr
1. How do LD students get into college? (Discussion oi“énted to Penn §taté
admissions)
A. Legal mandate of nondiscrimination - Section 504
B.  Admission guidelings for LD students
[  Establishing a comprehensive prograrn for LD students
A.  Elements of a comprehensive program
a) identifying recources
b) enlisting cooperaﬁon of faculty and administration

c) forming a planning téam
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d)  obtaining support services
€)  evaluating program
B. How Penn State has established its program Pénn Staté recources,

policies,services provided.

IV.  Overview of the Model Prograrm for LD Stidenis at Universify Park

A Diagnostics

Support Services

Remediation/Intervention

Videotaped interviews with LD students

0w

Mmoo

Case studies of somie students
We will provide opportunity for questions and discussion:
Handouts v-ill be provided, including a list of resources.

Faculty understanding and awareness of the problems

éiﬁéﬁéﬁéé& by LD students will contribute significantly to the success of any university
program designed to serve these students. A major activity in accomplishing this objective
may include a University sponsored p'resentation by a known expert in ihe area. In addition;
a faculty awareness suivey such as the following developed at the University of Nebraska is
useful in evaluating thé extent of faéiiity ébﬁﬁﬁiﬁﬁéﬁi, awareness and understanding of the

area
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Postsecondary Intervention Model for Learning Disabilities
A Faculty Survey

Tﬁe Postsecondary Intervention Model for Learning Disabilities Personnel
(University of Nebraska-Lincoln) Geveloped a survey to assess faculty atntudes and
knowledge specific to LD students. The survey was modelcd after one used By Borotﬂy
Tiede (Whitewater, Wisconsin) to assess postseeondary personnel attitudes toward persons
with dlsablhues .Considerable modxﬁeaﬁons were made by the PS IM LD per*nr nel to 1)
address only the area of learnm g dlsaBrhnes, 2)1 mcorporate attitude and knowledge
subseales, 3) shorten the form to 32 i items, and 4) expand the response format and
demograpﬂlc section: Face and content validity of items was obtaJned by having ten

professionals in the areas of special education and research review theé instrument. Items

were rewritten based on the comments recelved from the ten proféssmnals chographlc
items were selected on the basis of available researeh on factors reported as Bemg mgmﬁcant
to faculty attitudes and knowledge of d:sabled persons. At present (1985-86) the sus-ey is
undergomg stansneal analySts for rehaﬁﬂlty and validity. Based on the statistical analysis;
the ¢ survey will be revised for future use and used as a basis for the design of faculty
inservice. For specxﬁcs as to the progress of the survey analysis, contact Mary Moms, Jan

Leuenberger, Donna Aksamit at the University of Nebraska-Lineoln:



Lude

FACULTY SURVEY

Hackground Information

Instructor - Asst. Professor —

Assoc. Professor Full Professor Other

2. College ——- -— — 3. Department:

A. géii ﬁ i__ 5; iriiiry gfﬁaénf Eéﬁiiéfi 6?5& ﬁhéérgrad Bbfﬁ

6. Previous interaction with persons known to have a learning
digability. Yes__ No

1f yes, check type:: professional —-——— personal ———

7. Acquired information about learning disabilicies. Yes__ No___

1f yes, check type: reading wedia coursework other

8. Primary job responsibllity: Teaching __ Research —— Administration __

Advising __  Other

9. Length of postsecondary teaching_experience: 0-5 years 6-10 years — —
11-15 yesrs 16-20 years ovér 20

Survey Items

Read the statements below and respond by circling the one response which best
represents your opinion osing the following scale:

1 = Strongly Agree - o
2 = Agree . .8 >
3 = Tend to Agree - & v o =
4 = Tend to Disagree & e .3 -
5 = Dissgree T f£8 . 2
6 = Strongly Disagree j? o o & é?
[ = J— - 15 o
c [-9] - - - - (=] <
o w w ©T m® [=]
14 = [~ [ =4 (%] -~
o o O 4 =~ o
, , AL - = 3 un
l. 1t is unfair to spend more money educating i

learning disahled students than other gtudents. 1 2 3 4 5 6
2. A-person's learning disability affects all aspects o o B
of his/her j:fe. 12 3 4 5 6
3. Classroom ¢:sironments are enriched by the o L -
presence of learning disabled students. 1 2 3 4 5 6

4. Learning disabled persons tend to feel sorry for o .
themselves. I 2 3 4 5 6
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Aruitoxt provided by Eic:

5.

6.

11:

16.
17.

18,

Learning disabled people have fewer eémployment
opportunities than other adules.

1 believe that teaching learning disabled studénts
could be very rewarding.

I feel ancomfortable around disabled people.

Learning disabled persons are also mencally retarded.

All of us are disabled to some degree:

Learning disabled people take more from soctety than

they give back.

Learning disabled people should be exemp: from sofe

postsecondary graduation requirements.

Unique problems exist for each learning disabled
ctudent which mist be carefully taken into

account for the learning process to be successfuls

Few learning disabled students will aycceed
in college.

A Iearning disabled student uanting to pursue

a_vrofessional career should be discoiiraged
from doing so:

Having learning disabled studeiits ii the classroom
takes away from the quality of education other
stidents receive.

StrongﬂywAgree‘

It s nccepcable to spend addictional funds to make this.

university accessible to learning disabled scudents.

Learniiz disabled students should not be considcred

haﬁdicapped.

Learning disab'.d students often are pércetved as

{rresponsibly when tn reality the problem may be

a result ot poor o-ganization.

Poor . writtng and spax g sktlls are frequent
problems taced by learning disabled students.

This univer<ity has speci - nrograms for learning
disabled students. _
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Agree

~nN

Tend to Agree

Tena to Disagree

~

Disagree

w

Strongly Disagree

o
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Aruitoxt provided by Eic:

21.

22.

27,
2t .
29,
30.

3.

32,

Learning-disabled students should be allowed to
utilize taped books, notatakers and/or untimed tests.

To be realistic, postsecondary education standards
shoald be aIfferent for learning disabled students.

Poor academic performxnce of Iéiining ainlbled
students is most likely a result of study habits.

1 can recoynize a léiining disabled student:

1 know when to provide assistance to leacning
disabled individuals {n my class.

Suppor: lervices for learning aignbieé sfuéents at

self-reliance and 1ndependence.

An_adapted education program for learning disabled

studencs may not eliminate academic failure.

1t 1s possible to effectively teach a learning
disabled person at the Eélleie level.

1 know hgw to offer_assistance to lsarning disabli-
fndividuals in my class.

1 know where r- refer learning disabled students
for nelp at ti.. 8 university.

Lé;;ﬁinz disabled scudents at the pontsecondnry
level are protected from discriminatory educstional

practices by federal law.

often arn slow readers and have difficulty with
comprehengion.

Additional Comments:
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Tend to: Agree

w
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COMPONENT D Umversrty Consideraticns

s. Each Umversrty has its own adniission requirements. Most major

Umversmes requrre a hlgh school dxploma, entrance examinations (such as the SATs), grade
pomt average and or class rank and an 1nterv1ew Under mandate, adn'ussron personnel
student must follow the regular admrssmn procedures It is left up to the student to
detemune whether he/she should alert the Admissions Office of a specrﬁc disability and what
accommodations need to be made:

T_es_tmg. The followmg narrative is an excerpt from the Heath Resource Center
Cleannghouse on Postsecondary Education for Drsabled People pu “ication. (1985) The

narrative describes high school equlvalenry examinations and coHege testmg services for

learning disabled students.

1. HIGH SCH%I: EQHIVAI:ENeY Persons with learnmg dlsabxlmes who
wish to take the hrgh school eqv;uvalency exam can obtain special accommodations and
edrt:ons of the exam through the GED (General Educational Development) Testmg Servrce
The Chief Examiner must be provided with professlonal venficatlon of the drsabrllty
Specral editions include braille, large print and audio cassettes. Spec:al accommodations
include additional Ume, qulet surroundmgs low-glare hghung, etc: The fact that the test was
more complete mformatron; contact the State Department of Education in your state.

2. COLLEGE TESTING SERVICES. Persons with learning disabilities may
oBtam, if necessary specral accommodations and/or editions of eithér of the two most
t:ommﬁnlyl used admissions/placement tests - the Scholastic Aputude Tst (SAT) prov1ded by

the Admissions Testing Program of the College Board and the American College Testing
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(ACT) Assessment. Extended fime, casseties, readers, large type, and marking assistance
are among the special arrangements permitted. These requests should be made well in
advance of the exam date. The details of what is involved in special tésﬁng varies between
the two testing services. Of parﬁcuia'r

importance is whether or not the fact that the test is taken under nonstandard conditions is
rioted on the studenit's records. The SAT notes any test taken under nonstandard conditions.
The ACT makes no reference fo special testing unless extended time was used. Students,
parents and counselors may want to talk this over and decide whether or not the dlsablllty

warrants special testing. For some students it may be worth the investment to take the test

by the two

both ways. For complete details about special testing and other tests provi

testing services, contact:

A.  ATP Services ‘or Handicapped Students
CN6602
Princeton, New Jersey 08541

(609) 734-3867
B.  The ACT Assessiieit-"Spécial Testing Guide"
Test Administration
P.O. Box 168
TIowa City, Iowa 52243
(319) 337-1332
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program to have stmng support from the unxversrty administration. Evidence of the number

of LD students types of accommodations and services needed, and documentation of
success and failure sﬁéiild be available upon demand.

One critical i issue which is and will be faced by most Umverstt‘ LD programs
involves the issue of part-t1me vs. full-time attendance for LD students. At most universities,
students take 12 to 18 credrts to have full-time status i"ul' time status entitles students to
health serv1ces, ﬁnanc1al axd and other student services. Form many LD students a course
Joad should not exceed 6—9 credit hours. (OFI'EN A FULL-TIME LOAD FOR A
§'?UT3EENT WITH A BISABILITY) Their degree may take 6-8 years to complete.

Adminis: raiive support is essentiar in obtaining the extension of
full-time students benefits to LD students who are workmg at the1r "full time" pace but who

orﬁmally are considered part-time students In addmon, ﬂus issue does not end with a

number of other service agency beneﬁ ts:
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GHAP’TER THREE
Gmdelms and Materials for Faculty, Staff

Students and Parents

This secnon of the manua’ mcludes a compﬂanon of materials which ha. ve been
either cxted in various phamplets or puthauons, o1 Jeveloped by programs serving the
Umversxty LD student. The inclusion of various lxsts forms, and guidelines under specxﬁc
cf\mp«.nents is arb’: rary. Many of the materials cited undzr orie category are pertment across
categones For eaample, the list of altemahve evaluation proeedures is inc’ - scd under
component A (Faculty Materials), however, the staff mvolved with a2 Universi~ roc -mas
well as students and parents may find a need for such a list.: Itis left up to the 1 reaers of this
manual to determine which of the matenals are relevant for their use.

COMPONENT A: Faculty and Uni versnty Staff Vlaterizls

L Matenals for faculty and Umvers:ty staff should mmally mclude a short
descn p':ron of I:earmn g Disabilities and a hstmg of accunmoda tions that may be requested by
and service staff at least onice a year A sample follows

LEARNING DISABILITY

Leammg dxsabled college students usudlly have average or above average
mtellxgence with perceptual conceptual or coordinative disorders. Mild to severe dlfﬁculnes
in readtng spealcmg, listening, calculaung math, or relating socxally may be present

As rndmduahzed educational programs are developed in secondary schools
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-ater numbers of students thh 1earmng disabilities are expenencmg educaticnal sticcess.
Students who may have dropped out or failed in htgh school in the past now see college
attendance as a realistic pOSSlblllty These students will look to institutions such as Penn

State to con*inue the kind of supportive services that enable them to compete educattonaﬂy;

adaptatmns are of 1v 'vte& value:

In any case o: Learning Disability, the student should be asked to clarify the exact
nature of the dtsabthty and the degree to which it iuay interfere thh the usual requuements of
study Arzingements may be made for services such as tape rccor.‘ad textbaoks volunteer
tutoring, modification ot test adtmmstratmn; or course substituiions (when essenual pr‘ogram
areas are not mvolved)

L Matenais mcluamg a short description of L 3 progran and a villiary
Umversny services should be available upon request. The foliow sample materials descnbmg
The Pennsylvama State Umversxty Program were distributed to interested faculty, parents
and students.

I D MATERIALS
Fundtng for a Comprehenswe M’ode’ Program for I:eammg Disabled Penn State

avaﬂabte to I:.,armng Disabled college students who are matriculated in a Penn St-te degree
program (a) 1dent1ﬁcatton and diagnosis; (b) individualized educatton plans (c) assistance

with study skills, course selection, compcnsatmg strategtes, etc; (4) Sub_]ect area tutonng, and

I
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The program ccmbmea with exxsxung services avaﬂable through the Office of
Disabled Student Services, vrov.de: a compr =henswe level of service for learning disabled
studeri’s who hazve been |dentxﬁed and those in need of dxagnos’ Faculty, individuals
mvolved thh learmng disabled college students are encouraged to refer them to the
progfmn-GI:BAR Buxldxng--after December 1, 1984, or cali the Project Director; Dr. Anna
Gajar at (814) 863- 2438 9:00-3:00 Monday thru Friday. Assxstance and 1nformatxon on
advising learning disabled students Will also be available.

Update on tiie availabiiii ; of services for Learning Disabled
Students at The Pennsyivania Stat: * nivii,

Uniéé?ﬁii Park Caingis

Funding for a C: mprehenswe Model Progrant £ = I:ea:rmng Bxsab’ed €ollege
Students has been awarded to Pénr . ..ate's Departmﬂnr of Specxal E3uzation by the U.S.

Department of Educanon Sta;rtmg BeeemBer 1, 1984, the followmg se-vizes will be

program:
1. Identification and diagnosis.
2. Based on diagriostic inform.tion the development of an individualized
education plan
3. Assxstance with study skas, course selection, compensatmg strategxes, etc.
4. éubject area tutonng:

Assistance with arranging modified testing accommodations such as oral

testing, individualized testing, extended time testin g periods, etc.



Stidents who have been dlagnosed as I:earmng Disabled or students who require
dxagnosxs should eontact the l:earmng Blsablhty Progmm, CEDAR Ruilding, after December
1, 1984, or the Pro;ect I‘Lrector Dr. Anna Gajar, at (814) 86302438, 9:00-3:00 Monday thru

Fnday;

Based on ... -ing, students will be served on ... ;¢ come, first serve basis:

handxcappmg conditions. In terms of learning disability, we seek to enroll students who can
complete college level courses w1th the help of support services and classroom
accommodaudns.

We do not cffer a formal program for students with learning disabilities. All
students attend the same aiassés— but some §iuaéat§ (including many with learning
dxvabllmes) cheose to make use of s supportlve se:vices offered through regular University

channels. Some services currcntly available include:

1. TIPS - information and referral service on audio 'rét:dr’dlhgé.

2. tndividual tutoring and/or help with déVéléﬁﬁiéﬁt of stﬁéy skills.

3. Audiotaped  xtbooks and other course materials:

a. Course subsntutxons (when essennal program areas are not involved).

SJIM

Modtﬁcatton of test administration.
6. Individual counselmg
7. Library assistance in locating materials.
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Specrﬁc assistance aimed at compcnsatlng for the disability area(s) is provided for
some students at the University Park Campus by Dr. Anna GaJar Dr. GaJar teaches the
Iéaﬁing 8isab?fty course at the Umversuy Park Campus in the Specxal Educanon
Department. Although extremely interested in provrsron of ¢ supporttve services;, her time and
personnel resources are lumted

Whenever possxble, the Adﬁnsswm Office prefers to have no information prior to
the adrmssxon deelsron as to handlca;pmg conditions
Quesnons cona.mmg sn#portive services may be addressed directly to the Coordinator of
Services for Disabled who will respond conﬁdent1a11y Wlth this approach the Umversrty is
assure: f non-discrimination in its admissions décisions and of comphance with federal
regulations.

Non—standard admmtstratxons of the Scholastic Apntude Test are available from the
Eduraau i -:.Lung Servzce and 2 are consxdered by Penn Staie on the same basis as standard
admuns&a::tézé: 7

Due to the ﬂuctuatmg nature of learning disabilities ar:d the uneven avaxlabxhty of
<u§§¢mve services at the secondary school level, some students feel that their grades and
SAT scores do not adequately reflect their potennal These students often choose to provxde
our Admxsslons Office with mformatron about their disabilities and potenual to succeed with

suppornve services. thle we do not encourage this approach the Admissions Office will

consider inform:on voluntan]y provxded as it relates to the admission decicion.
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I'l.  The following texts and publications may be recommended:

Ballard, J. Peglic
Not Reston, VA: The Council for ExCép'tibtiai éhﬁdrén 1977. ,+
This publication uses a question c..d answer format to provide a wealth of valuable
information about PL 94-142 and Section 504 of PL 93-113; much of it applicable to the

postsecondary setting:

Barbaro, F. (1982) The LD cullege student: Some considerations in sétting objéctives:

This article describes & model based on Adelphi University's LD co'lege program,
which provides direct intensive instruction to ennance psychosocial growth within the college
environment. The program is a response to references to social interpersonal skill deficits

reported in LD students.

Barbaro, F., Christman, D., Holzinger, S.M.; & Rosenberg; E. ( 1985), §'u15p”o'rt sEivices

for the learning disabled college student. Social Work ,_351,_1 13-18.

In developing its program fc leaming disabled students, Adelphi University chose
an imerdisapiﬁary zirip”réacﬁ; ﬁéﬁz’ih’g’ sf)ecxai education teachers and social workers to meet
the variety of needs presented by th studente. Ecological perspective was the organizing
p”riﬁc'ip’ié; recognizing zvolving interse lationships between individuals and their

environments. A case study is included

£qg



Birely, M. & Manley, E. (198C). The leaming disabled student in a college environment: A
report of Wright State University's Progr: . Journal of Learning Disabilities,

13(11), 7 10.

Blalock, J.W. (1981). Persistent problems and concems of young adults with I€éarning

disatilities. In W.M. Cruickshank & J.M. Klisbhan (Eds.), Eatly adnlescence to

\CLD. (Vol. 5}, Syracuse University Press.

gt v 2 el L -2 - -
100d:—1he-best o

Brown, D. “Counseling and Accommodating the Student with Learniug Disabilities.” In P.
Marx  (Ed:), The Handicapped Student on Collsge C s =Advecacy,
“wility :nd Education, Proceedings of third national conferenice of

sciaiion on Handicapped Student Services Programs in PostSecondary
£ducation, Denver, 1980, p;. 149-153
This article provides a concise éxgﬂaﬁaééﬁ of types of leaming disabilities
experienced by learning disabaled adulfs and of ways to work with these difficulties through

both counselifig and necessary accommodations.

isabilities, Washington, DC:

Closer Look. 980, Parents' Campaign for Handicapped Children and Youth, Box

1492, Washins n, DC 10013.

This pamphlet holds a wealih of information about definitions and diagrosis of
learning disabilities and about ways leaming disabled individuals can work together with
other people who are significant in their lives toward the desired goal of personal
inaependence. It is a must for anyone working with learning disabled individuals,
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Clary, L.M. (1984). The Application of Study Techniques with Learning Disabled

Adolescents.  In W-M: Cruickshank & J.M: Kliebhan (Eds.), Early adolescenct
Iy adulthood: The. best of ACLD (Vol. 5. Syracuse University Press.

Decker, T.W., Polloway, E.A., & Decker, B.B. (1985). Help?.. the LD college student.
Academic Therapy. 20. 3, 339-345.

College programs must become responsive to the needs of LD stadents. Specific
recommendations for intérvention oriented tn common problems are discussed.
Douley, D. & Palmer, M: (1984). A libscil aris college leaming skills program. ED 249
707.
Describes a program to serve college students with varied skill levels and léammg

and learning skills programs are out’ =il

Fischer, L.S. & Page, H. (1984). A new approach to LD programs in Postsecondary
education.ED 24: 702.
The report describes a diagnostic prescriptive program directed toward the full

integration of students ‘with learning disabilities into the regular program of the University of

Colorado at Boulder.

Hallahan, D.P., Kauffman, J.M. & Lloyd, J.W. (1985): Iniroduction to Learing
Disabilities, 2r ¥ °d. Prentice-Hall, Inc., Eﬁéléiﬁééd Cliffs, New Jersey.

Houck, CK. (1984). Leamin
Issues, Prentice-Hall, Englewood Cliffs, New Jérsey.
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Kahn, M. (1980). Learning problems of the secondary and junior college learning disabled
1 rming Disabilities, 13(8), 445-449.

students: Suggested remedies. J

Kirk, S.A.; Senf, A:M: & Larson; R.P: (1981). Current Issues in Learning Disabilities. In

W.M. Cruickshank & A:A: Silver (Eds.), Bridees | ow: The best of

ed. Houghton Mifflin Company, Boston.

Magrum, C.T. 3 Strichart, S.S. (1984): College and “he learning disabled student: A guide
{0 program selection, development and implementation. Oriando, FL: Grune &

Stratton, Inc.

McKin. v, I.D. & Feagans; L. (eds.); (1983).
(Vol. 1). Ablex Publishing Corp.

pY, 20,4,

Meyers, M.J. (1985). The LD college student: A case study.
453-461.
A case study to clarify critical issues related to the LD adult's special problems and

needs.
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Foicr S & Prater, G. (1985). College teacher's expecta’ D studénts. A g’g"dg’ﬁiig"
Therapy, 20.2, 225-229.
University teachers hold negative academic expecuations for 1.2 students and are
pessimistic about their ability to teach ther

s for the Learniin

Program

Moss, J.R.; & Fox, D.L. College-Level

Partners in Publishing, 1980.

In addition to a partial list of schools providiﬁg special programs for iéamésg
disabled students, this book provides a comprehensive treatment of ihe iégéi aspects of the
leaming disabled problem and of ways colleges cari help these students. I also provides a
valuable resotirce of commnication with other postsecondary instifutions in order o leamn
from their expertise and experience:

Putnam, M.L: (1984). Pbéiééébﬁdiry educatio for learning disabled students: A review of

the literature. Joumna]
The scarcity of college programs for leamning disabled students is attributed to cost,
attitudes, unawareness, and lack of data on incidence and characteristics. To comply with

legislation, colléges miust accommodate special students.

Rosenthal, L. (1985): A career development program for learning disabled college swudents.

Career counseling of the Learning Opportunitiés Centér of Kingsborough
Community College is discusse: The model program's goal and strategies are outlined.

Purpose of the program was to 1) demonstrate that LD students can survive in college if
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offered an &~ - o7 =, ort services; 2) disseminate information about the project. Aspects
considered important for study and treatment were cognition and attention; reality testing;

sense of self; visual imagery; and learned helplessness.

Oy 1979); 17-21;

Describes the Learning Opportunities Center set up at Kingsborough Community
College to bring emotional, social, and learning satisfaction to LD college students. Servxces
include individual and small-group tutoring, counseling, dxrect classroom mtervenuon,
faculty orientation and consultation, and bypass techmques, faculty workshops and ways to
get faculty informally; social get-zogethers, a student "hot-line" for stv'*.y sroblems, intake

conferences, tutoring and diagnosis.

§iiiltli, LM. (1980). The College Student with a Disability: A Eag% culty I T
Strichart, S.S., & Mangrum, C T. II (1985). Selecting a college for the LD
stadent. Asuds 20. &, 475479,

LD students can survive in collége if they caréfully choose a facility that provids- . -

support they need to realize their potential. Support wouid include testing, special

advisement, remediation of skills, special courses; counseling and tutoring services.

Tarver, Sara G. "Viewing LD at the University Level,” E
(Fall, 1979).
Outlines an approach used at Umversny of Wxsconsm—MadISOn to setting up a

apccxal seérvices or equlpment needs, and lists a 3-pronged approach to establishing a
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program: 1) guidelines for identifying a diagniosing, 2) provision of special equipment and

services, and 3) education of faculty and staff,

Vogel, S. & Sattler, J. The Coll

Council for Learning Disabilitiés, 1981.
Vogel, S. (1982). On developing LD college programs. Journal of Le
15,9, 518-528.
Implications of Section 504 of the Rehabilitation Act of 1973 and pressure from

concemned . adolescents and parents are discussed in terms of idenifying college LI
students; planning programs; identifying and coordinating resources; taining staff; and
implumenting services.

Washington, M.H. (1981). A compreheisive 2p




IV.  The following list of classroom accommodations for Learnirg Disabled
students (based on a similar lis¢ for high school students in Marsh,
Gearhart and Gearhart, 1978), and a list of possible evaluation

modifications, may be distributed.

REGULAR CLASSROOM LD ACCOMMODATIONS

Conrse Cbjectives: Give list of objectives and requirements to students, major

requ’~..ient, exam dates, types of assignments and outside réading sources. This is

helpful for students with organization or memory p’fcsiéiéﬁis;

Course Salvag.. = Let the student and the LD program staff know when the

student is fallin: Sehind, preferably this should be done early in the semester.

Lecture Outlines: Many special students have trouble with organizing thoughts,

and taking notes - aiso picking out relevant information. A simple lecture outlirie is

helpful. These outlines will also assist the studenit when preparing for Skamiingtons
"elpfu! to program staff viien attémpting to iéentify the stﬁéy skills necessary for a
_*ifie coursé of for peer ttors.

Technical Vocabulesy: Each subject has a specific vocabulary, a handbook of

relevant or technical wo.ds would be extremely helpful for use again by the LD

student, the LD staff 'n>:nbers or peer tutors.

Abstract Concepts: Di‘ficult {or regular studénts. A printed or taped summary

of key concepts or thécries would be eatremely useful:
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Oral and Written Reports: Allow LD students with writing problems to record
reports, allow for editing and typing. Allow two grades, otie for content and one for
miechanics.

Homiework: Possibly coordination between classes to reduce written load would
Study Skills: What are the pertinent study skilis for the subject inatter? A list of
these would assist the LD student, e.g., in this course pay attention to chasts ard
graphs.

iiéading Rate: Inform the class as to how they should approach their reading
matérials, €.g., this material should be skimmed, this material réquires slow reading,

été;
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10:

11.

12:

MODIFYING EVALUATION PROCEDURES

FOR THE LEARNING DISABLED
Allow for untimed tests.
Allow a reader for stidents on 6Bjective .
Provide essay instead of objective exams for some.
Allow student to take an exam in  separate room with & Proctor.
Allow for oral or typed exams:
Allow students to clarify questions and rephrase them in their uwn words as a
comprehension check before anSW'eriné exam qué§ii6ﬁ§.

Analyze the process as well as final solution (as in math problems).

Allow altérnative methods of denionstrating mastery of course objectives.

Allow shidents fo use a multtphea&on table, ’siﬁipié caleulator, and/or secretary's

désk reference in examinations.

Avoid double negatives; unduly complex sentence structure, and questions
embedded within a question in composition examination questions.

Provide adequate scratch paper and lined paper to aid those students with overly

large handwntmg and/or poor handwﬁﬁng.

I;i'ovidé aitéi'hativé to eompuiéi' scored anSwér sheet.
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V.  The following is a listing of good pedagogical techniques and procedures
which cun be followed by faculty who serve the learning disabled student.
The list is extracted from a transcript of a lécture given as part of the

Gettysburg College January Term Lecture Series, in January 1985, by

FACULTY CLASSROOM TECHNiéUES AND PROCEDURES

Typing all handout material for classes.

Leaving more space between lines for printing.

Making sire that clear directions are given orally and then in writing.

Using manuscript rather than cursive writing on chalkboards.

Chalkboards should be cleaned regularly.

Stand away from windows when lccturing.

Close doors to classtoormis.

Minimize outside noises in warm weather, where ﬁo’ssii:’ié;

Tnvite learning disabled students to sit in the front of the room.

Isolate critical reading materials for special projects in the library so that they are
readily available:

Give time in class for questions and feedback.

Stick to dates given in the syllabus; learning disabled students have a difficult time
adjusting to unexpected changes.

Avoid undocumented assumptions about unuistial behaviors.

When a student asks a question you have just answered, avoid expressing

annoyance.
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16.
17:

When a student does not get the information the first time, repeat it diéiin(:ily or ask
if they need it in a different form.
Organize your lectures 5o that comments follow in a logical sequence.

Avoid going off on tangents from the lecture outline.

COMPONENT B: LD Program Staff Materials

I The materials listed under Component A: Faculty and University Staff

Materials, shouid be made available at the first program staff meeting.
IL  Procedures and LD student folder contents, as outlined in the first part of
this manuscript should be discussed and materials such as the Intake Form,

Informed Consent, etc. distributed.

=1

A format for writing an Individualized Education Plan and samples of final

comments on the accomplishment of long term objectives follow:



L.D. COLLEGE PROGRAM
INDIVIDUALIZED EDUCATION PLAN

STUDENT NAME:

DATE IEP WRITTEN:
CLINICIAN:

SEMESTER OBJECTIVE ONE:
SHORT TERM OBJECTIVES FOR ONE:

EVALUATION (INCLUDE TERMINAL BEHAVIOR, CONDITIONS &

CRITERION)
DATE DUE:

SEMESTER OBJECTIVE TWO:
SHORT TERM OBJECTIVES FOR TWO:
EVALUATION, ETC.

The IEP should be based on the results of a psychological evaluation and

written with LD student input and agreement.



_Z :%:Q,,Z:;: - - — - :% [ Ei7 _ :m?iZNZA:t éGMMAﬁv
January 15, 1985 through May 9, 1985
Chmcran

1. X will continiié her studies at The Penrisylvania State Uniiversity:

a) X will continue a G.P-A: of at least 2.0

b) X will continue to receive academic tutoring as a service provided through
the Acadermc Asmstance Center, Boucke Bldg.

c) X will coftiniue to unhze her current methods of studymg which include:

1) use of tape recorder to tape class leetures

é) seatmg in the front of the room to facilitate recordmg and hp
rEédiﬁg when §6§§i516

3)  obtaining copies of class notes from other students

4)  receive recorded books through Recordings for the Blind or

iﬁrough Dean Ness's office, Pattee Library.

d) X will receive further instruction in the pnncrples of time management in
order to maximize her study time and perhaps to decrease the numbers of
hours ¢ spent in daﬂy class preparanon;

2. Xwill continue to receive services through the L.D. Research Project. These
services are to include:

a) Untimed and proctored testing conditions; when method of evaluation is
essay c'omp’o'siti'o’m she will dictate her essay answers into a tape recorder.

b) X will continu€ heér instruction in the use of thé word processor under the
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guidance of , Wagtier Bldg.; she will begin by learning the
touch-typing method, then progress to software packages for instruction
and for fun.
¢) X will explore career options. Resources here include:
1)  “Discover," the computer-based guidance system in the Career
Development and Placement Center, Boucke Bldg.

tory of titles and j’o’b’ descriptibﬁs.

3)  Collegeluniversity catalogs with alienative program arid/or
curricila; especially those stited « her talents and abilities.

8. Xwill continue to be stimulated and encouraged to become increasingly more

autonomous.

a) She will continue to be involved in therapy. Op'ti'gns for individual
counseling will be explored by the clinician, investigating both
oni-and-off-campus reSources.

b) She will continiue to receive assistance with dailing living skills. Some

examples are managing her own finances, making trips alone off-campus to

make purchzses and for recreation.

¢)  She will receive specific instruction in social skills training. Some resources
here include rehearsal opportunities, video taping, and computer software
packages.

d) She will be encouraged to cofitifiué to volunteer her time to the
Anthropology Museum on PSU campus, where there are creative outlets
and the possibility of making friends of similar interesis.

€)  She will be encouraged to make more friends; male and female; devoting

more time to leisure activities.

pd
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f) She will be encouraged to decrease her dependerncy on her mother, perhaps
by decreasing the numbers of contacts through daily phone conversations
and regular weekend Visits,

4 X will continue to be involved in counseling with this clinician as it is directly related
to academic issues. Topics to be included are:

a) self-coricept and self-efficacy
b) motivation

) values clarification

d)  pyschosexual development

e) independence/dependence issues

SUMMARY OF AN INDIVIDUALIZED EDUCATION PLAN
May 7, 1986
Clinician:

X semester has been p'un'ci’uai’e’d with crises; more on the personal than on the
academic level. It is expected that she will conclude this semester {épﬁng 1985) with 4 3.0
GP.A.

She has fégiszéféa for classes for the Fall 1985 semestér through the advisement of

which is an increase of 2 credit hours over this semester. and agree that my

 Chairman of the Anthropology Department. She will be taking 8 credit hours,

recommendation about this increase will be followed. That agreement is that if at any point
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in the semester, it becomes apparent that ____ is experiencing inordinant levels of anxiety
and stress, one course known as the "contingency course” will be dropped. This
contingency course is ore of the 3 credit hour anthroﬁoio’gy courses she will be takmg
Progress has been made in the area of | gaumng more autonomy . is much more
responsxbie for her own hfe than in January, she has game& in assertiveness and

self-expressron and she is leammg about conflict resolution and sociai interactions among her
dorm-mates.

In su*nmary, _____level of functioning in January 1985, when she first became
involved with the L.D. Project, and level of functxomng in May 1985, 1nd1cate that growth
and progress have occured. There have been, however, sharp constrasts between the hrgh

and the lows of this semester.

Recommendations for next semester include those listed on her psychologn.al In
addmon it is recommended that 2 a , vocational goal statement be formulated based on the
determination of the LD. PmJect of whether _ will obtaina degree from PSU and if so,
speciﬁcally how this s to be accomplished. This vocational goal statement should also
include an evaluation of her potential

to be employable Thls vocatlonal goal statement is to be formulated by the chmc1an after

meeung with personnel in the 0ceupanona1 and Vocattonai Rehabthtatton Gfﬁee, EEDAR
Bldg

Additonally, it is recommended that the clinician explore the p0551b111ty of CAPS

contmumg to provlde therapy for . Ifan arrangement can be made with CAPS, it is

recommended that the clinician meet with , her current the'ra'p'ist; to plan an approach

to treatment that would coordinate the efforts of CAPS and the L.D. Project.



INDIVIDUALIZED EDUCATION PLAN - FINAL SUMMARY

January 23 through May 9, 1985
Clinician:

1. ____ will continue her studies at The Pennsylvania State University, expecting to

graduate in May of 1987 with a degrec in elementaxy education.

2. ______will continue to receive services through the University's L.D. PrOJecL
These services are to mclude
2) wﬂi receive untrmed testmg conchttons, especxaﬂy when the method
of evaluation is essay Eéﬁﬁosmon
b)  __ will continue to receive instruction in the use of the word processer
under the direction of . After her typmg skills are honed, appropriate

software packages will be used to unprove her wntmg and spelling skills.
c) _____ will continue to meet weekly w1th the clm1c1m to dlSCUSS concerns;
track her academic progress and to coordinate her mvolvemcnt thh the
Pregect;
3. __should collaborate with the clinician in the development of a research design
to be iniplemented in the Fall 1985 semester. Suggested areas of investigations are:
a) improving reading speed and comprehension
b) techniques for overcoming the effects of aphasia

c) a study of métacognition

Jred !
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SUMMARY OF AN INDIVIDUALIZED EDUCATION PLAN

May 7, 1985
Cliniciarn:

's semester hias been successful. It is felt that the assistance she received
through the L.D: Project was beneficial to her; most notably in obtaining untimed testing;
training in word processing skills and the support of the clinician. Her level of functioning at
this time is improved over that of January, however, ____ was not in need of radical

changes.

It is recommended that her involvement with the L.D. Project continue and that she
be challenged through the development of a research project/design. If this is not done, it is

feltthat____ will not be challenged nor motivated to stay involved with the Project:
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IV.  The following forms can be utilized by the L.D. clinician for informal assessment,

and for development and implementation of IEP objectives:

CLASS ATTENDANCE QUESTIONNAIRE

Fill in your course schedule in the chart below:
PERIODS

-

2. List the place and room number for each of your courses.

— oo S =

3. Check the most appropriate response.

I always, usually, sometimes, never, attend all class lectures.

*i

*Mark USUALLY only if classes are missed de to specific emergencies, such as medical,
bad weather, etc. If missed for other non-emergency reasons, check SOMETIMES
4 Do you attend non-lecture classes (such as films, presentations, demonstrations,
etc.) if any? |
(1) Always __ (2) Usually* __ (3) Sometimes (4 Never___
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10.

11;

Do any of your course instrictors have specific attendance requizéments (€.g.,
percent of grades will depend on class participation)?
Yes No

If yéé, explain

If you miss a class lecture, do you try to make a copy of the missed notes?
(1) Always (2) Sometimes _ (3) Rarely

Do you arrive on time for all your classes?

(1) Alwags —__ (2) Usually*___ (3) Not very often —_ (4) Never
Any additional information that you would like to

mention

If you miss an exam/quiz; do you try to contact the instructor and take a make-up
option?

(1) Always ___ (2) Sometimes ___ (3) Never



CLINICIAN'S GUIDE TO
CLASS ATTENDANCE QUESTIONNAIRE
1,2 These two questions help to clarify for the clinician that the client is

prepared to attend classes. The client knows where to go and

when. In checking on client's class attendance, the clinician wil
need 1o know the client's course schedule

3 For this question, a response other than Always or Usually, calls
for intervention by the clinician.

45,67 For all these questions; an rEsporise other than Always of

Usually, requires clinician to intervene: The intervention can vary

from a mere suggestion or a complete behavior moditication
strategy.

8 This question helps to clarify for both the client and the clinician, if
there is any attendarice related grading for any course. If that is
irideed the case, the clinician will need o be extra careful about the
client's class a&éﬁ’&iﬁg behavior.

9,10,11 For these questions; any response other thaii Always or Usually

calls for clinician intervention.
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Narme:

Semester:

Course:

Meetmg 'i'iiiiéi

Instructor:

A.  Course Requirements
For a grade: To do well:
__ tests ___ homework
L homework ___ required 'reading
___ papers _ outside reading
__ oral presentations __ labs

_ labs __ class attendance

outside projects ___ class participation

class attendance comprehensive class notes

class participation _ other:

other:

___ multiple choice ___ in=class

___fill-in (word or phrase) ___ take-hormie
. triie/false open-book
___ short answer (few sentences) _ Cclose-book

——. essay

1w




___ computation/problems

~other:— .

3. Tests cover material from:
___text(s)
. assigned outside readings
class notes

home work

___labs

other:

K

Is the final comprehensive: ___ Yes
Do the tests build on one another: ___ Yes

Tests require  lot of:

g\‘ s‘h\\

___ memorization of facts
understanding of ideas
comparison of ideas

7.Comments:

i. availability outside of class time
willingness to talk to students

helpfulness when approached

KW

willingness to give éxtra credit projects

bl

lecture style:

a. speed
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b. 'o'rgaﬁizati'o'ﬁ

¢ clarity of information

d  makes information interesting
6.  willingness to accept late assignments

7. willingriess to give make-up tests

(S
.

amount required per class
amount required per tast
clarity of information
ease of reading

interest level

2.
3,
4.
5.
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INSTRUCTOR - STUDENT CONTACT QUESTIONNAIRE
List the instructor's/teacher assistanct's (T.A.) officé hours (day & time) for each of

your present courses.

timings?
YES_ NO___

If YES, explain__ e o S

List the names of counselors/zdvisors with ‘whom you can talk in case you have any

difficulty with a course.

List the names and phone numbers of at least one student who is enrolled in each of
your courses, who you can talk to in case you have any questions with respect to

that course.
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Do you make it 2 point to meet with your course instructor/T:A. during office hours,
to clarify doubts?
a. whenever you need clarification
b. JuSt before the exam or quizz
. never meet with instriictor/T.A.
I talking £ the instructor/T.A. to claiify doubts regarding the course content, do
you prepare in advance the questions to be asked?
ALWAYS SOMETIMES. . NEVER____
Do you mieet with any instructor/T. A /iutor, etc. on an "individual basis" to go over
any questions that you may have about yoiir exami/quizz performance?
ALWAYS_ SOMETIMES___ NEVER
I ta}kmg to the instructor/T.A: about exams; chéck your responsé to the following
types of inquiry, whenever these have not been clarified m class:
a. Ask about what §éi¢éiit of exam éiiéétibiis are from notes and what ijéiééiit
from the text book.
b. Ask to check about the "contents” for that particular exam.
c. Ask if there are any sections/topics which are especially important fcr that
ﬁéﬁieﬁia'r exam.
d. Ask about the type of exam questions (e-g:; ﬁﬁiéﬁlé choice, true-false, etc.)

3 Ask if any previous sample test questions are available.
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CLINICIAN'S GUIDE TO
INSTRUCTOR - STUDENT CONTRACT QUESTIONNAIRE

;,Q BIB I:Ei E [IS

1,2,34 Responses to these questions provide information that the clinician can use

in planning skills intervention strategies. It is also an indication of the
client's overall "preparedness” for his/her courses.

5 iéspbiisé to this quéstieh,— is indicative of the client's Stuéy habit.
Beieiaiﬁg on individual circumstances,; the clinician uses this information
to advise the client about study skills. Itis a "good" study practice to clarify
doubts as and when they arise.

6,7 The response to these questions should be ALWAYS.

8 The response to all the subsections of question 8 should be YES.
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On the following lines list your present courses, the grade you THINK YOU C

q
ACHIEVE, and the number of hours you will need to study each week to eam that
grade.

Total week study hours:

a. Fill in the following activities (approximately) in the time management chart,

given below:
1) atteriding classes
2) inials
3)  sleeping
4)  dressing & grooming
5) traveling
6) household activities

7 relaxing

8) non-academic (socializing, club/church activities, sports, etc.)
9) working (job)
10) studying
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TIME _MON TUES WED THUR FRL SAT SUN

8-9
9-10

2b.

What is the total number of hours pér week you have AVAILABLE for studying,

based on the above chart?

Do you have a fixed place(s) of study?
YES NO_ _

If YES, explain where S

Do you have any "best time of the day" when you like to study (e.g., late at

night/early morning)?

116 118
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5. List 4 of your most common distractions, during studying (e.g., phone call from

friend, T.V. shows, etc.)

6. Do you have any plan/strategy which helps you decide what to study for each day
(e.g, completing home assignments, daily review of class notes, etc.)
YES NO

If YES,explain




34

CLINICIAN'S GUIDE TO
TIME MANAGEMENT QUESTIONNAIRE

This question is aimied at providing the clinician with an indirect estimate of
the client's perception of his/her capabilifies. Depending on the student's
fééf)biiéé and his/her past test performances, study counseling may

be required.

This question helps to focus on the possibility of study time management.
Both thie client and clinician can calculaté if the number of Hours needed

(wanited) to study actually matches the number of Hours available
called for.

These questions provide information useful in setting up a study time chart.

A time management plan which schedules "survey of text chapter” at 8
a.m. for soméoné who isn't réaiiy awake before 9:30 a.m. is doomed to
failure.

The clinician can usé this information to check if the client thiriks of these
as factors beyond his/her control. These distractions can be consciously
controlled by the client and the clinician can suggest precise ways of doing
so. Of course, each client will be an individual case.

If the client has no specific study plan or a random haphazard study plan,
the clinician will need to advise the clierit on goal setting, priority ordéring,

)b
&
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Have you décided on yoiur major area of study?

YES NO DON'T KNOW

If yes,state major. .

Did you consult with your academic advisor about the courses you are currentlv
registered in?

YES NO

— T m—

If no, how did you decidé on these courses?

Have you completed your Baccalaureate Degree Requirements (BDR)?
YES. _ NO___

Are your current courses related to your MAJOR/BDR requiremenst?
YES_  NO___ DONtKNOW___

How many credits are you currently registered for?

Do you have any previous background (basic knowledge/prior expeérience) with
these courses?

YES NO.

fycs,explain_ . .

Do you talk to instructor/friends, etc. before start of semester to find out course
details (such as, nature of course, type of exam, textbooks, etc.)?

YES__ NO__  RARELY

Pradi
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10.

11.

13.

14.

Do you usually get the required textbook(s)/other course material before the first day
of classes?

YES_ _ NO__ RARELY
If textbook is niot immediately available; do you miake alternative efforts to 8et it
(tibrary, friends who t60k the coirse efc.) before classes start?

YES. _ NO_._ RARELY.
Are you aware of any areas of academic strength or weaknesscs ihat you may have?

STRENGTHS WEAKNESSES DON'T KNOW

Besides courses, iist any non-academic activities (sports, church, club, etc.) that you

may be involved in.

Approximately how many hours per week will these other commitments take?

Do you think you can handle your present course load given any other commitments
that you may have?

YES__ NOTSURE__
List the courses, crédit load and hours of all the courses you aré preset:éy registered

foi’;
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CLINICIAN'S GUIDE TO
PREPAREDNESS FOR COURSE ENROLLMENT

1 If the response to this question is NO or DON'T KNOW, client
may need academic ébuﬁééiiné in how to select a majcr.
2,3,4,5,6,7 The response to these questions provide information about how the
client selects cousses, i.e., whether he/she is organized in his/her
approach or haphazard and blindly follows any advise. Depending
oft individual responises, the clinician can use this information 1o
provide additional nformation to the client about course selection.
(tis ijféféréiBIé to have this ééﬁiﬁiéié& before the start of classes.)

8,9 The response to these questions should be YES.

10 The client should be able to fill in the responses to this question. If
not, the clinician will have to re-explain the results of the
educational assessiment.

12,13,14 Uéiﬁg arule of tﬂﬁﬁﬁ,' which claims 3 hours of study are required
for every 1 hour of course lecture, the clinician can use the
information from these questions to see, if the client has set

attainable goals for himself/herself.
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What is your current student status?

Do you have a copy or have looked at the requirements for your curiculum or

progra of study, i.€., BDR Bulletin?

YES NO

For which of the courses you are now taking did the instructor give you printed

information about its requirements?

For which of the coursés you aré now taking did the instructor not inform you of the
course requirements?

Do any of your course instructors have a policy of giving lower grades for
assignments that are tumned in late?
YES NO DON'T KNOW

Do any of your course instructors have a policy of not a'ccep'tin'g LATE assignments?
YES NO__ DONTKNOW

Do any of our course insirictors have a policy of giving more difficult make-up tests
than those given on regular scheduled days?

YES NO DON'TKNOW____

If YES, explain
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10.

Do any of your course instructors have a policy of giving a failing grade to students
who are absent on test days?

YES NO____ DONTKNOW____

If YES, explain

Briefly summarize how your final grade will be determined for each of yur present

For each of your courses, list any extra credit or any other exam make-up options
that the instructor may have told you about.

JEE ,,,,V I RN
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11.

12.

For each of your courses, list the various LETTER and ébﬁéﬁﬁéh&iﬁg NUMBER
"srades” tthat any student can receive, (e.g., 'A’ grade - 96 to 100).

YES NO DON'T KNOW

If YES, mention the course(s) N

Prad
oo
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CLINICIAN'S GUIDE FOR

AWARENESS OF COURSE REQUIREMENTS QUESTIONNAIRE

QUESTIONS

3,4

This 'q'uesﬁ'o'n helps to clarify the facilities available and grade point
average réquﬁémént’s that the client must mairtain to continue ir:
his/her prograr of study

Every client néeds io bé aware of the requirements secified in tie
BDR Bulletin.

In case the instructor did not provide a typed "objective of course
and its requirements" sheet, the client must clarify these issues with
the instructor.

“Thie response of all these quéséeﬁs miist either be YES or NO. A
DON'T KNOW response; calls for the Clinician to explain to the
client the importance of knowing these requirement details:

This question helps determine whether *he client is well aware of

every detail of exam grading.
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COMPONENT C: MATERIALS FOR L.D. STUDENTS
The followmg materials include lists of organizations that can be contacted by the
student a guxde to dxrcctones of colleges which serve LD students, questions to ask when

selccung acollege, a hstmg of steps for choosmg a major and guidelines for matriculated L.D

students.

L The following list includes the names and addresses of national

organizations which éséiét Uﬁiversity LD students.

Purnose: To assist individuals with disabilities to participate fully in the mainstream of
campus life. The national office shares information about postsecondary opportunities for
disabled students. The organizatibn sponsors a national Special Interest Group on learning
disabilities whlch pubhshes its own newsletter on campus services and programs.

Location: P.O. B ox 21192, Columbus; Ohio 43221, (613) 488-4972

Eum The Network provu:les mutual support understandmg and communication among
learning disabled adults, self-help groups, national organizations, and the general public;
The Network also encourages institutions and employers to provide accommodations for the

leammg disabled adult.

Location: §é§ West 82nd Street F-?. Scoitsdale, AZ 85257. For information

on sclf-hclp groups contact Dale Brown, ALDA, P.O. Box 9722 F nendshlp
Siﬁiiéﬁ; Wiiiiiﬁgiéii; DC 20016.
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Purpose: This Center gathers and disseminates information about postsccondary
educational support services, policies, procedures, adaptations, and opportunities on

American campuses.

Location: One Dupont Circle; Suite 670, Washington, D€ 20036,
Toll-free number 1-800-54-HEATH, Washingion, DC, 20202.

HELDPFUL NATIONAL ORGANIZATIONS

jsabilities (ACLD): For parents,

teachers, other nrofessions:

Purpose: To provide needed information and support - to follow the latest educational and
Location: Find the organization nearest to where you live by writing:
ACLD, 4156 Library Road, Pittsburgh, PA 15234, (412) 341-1515.

k: A National Information Center for parents and professionals; operated by

the Parents Campaign for Handicapped Children and Youth,
Purpose: To provide practical advice on how to find educational programs and other kinds
of special services for handicapped children and youth.

Location: Closer Look, Box 1492, Washington, DC 20013, 800-522-3458.
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C): For administrators, teachers,

therapists; clinicians; students; interested persons.
Purpose: To provide an information center for general and specific information on learning
disabilities, to publish useful material.

Location: CEC, 1920 Associatior: Drive, Reston, VA 22091.

ciety: For teachers, other professions, and open to parents.
Purpose: To study preventive measures and treatment for childmen with specific language
disability, to sponsor research and share their findings:

Location: The Orton Society, Inc., 8415 Bellona Lane, Towson, MD 21204.

Purpose: This is a national self-help group for learning disabled adults, with the potential
for zssistance to professionals working with persons who have learning disabilities:

Location: 715 Lake Street, Suite 100, Oak Park, IL. 60301.

IL The following includes a list of guides to postsecondary programs for
learning disabled students. (The list is adapted from Scheiber and Talpers Campus Access
for Learning Disabled Students 1985.

A Guide to colleges for Learning Disabled: Edited by Mary Ann Liscio,

Academic Press, Inc., 6277 Sea Harbor Drive, Orlando, FL 32821. (490 pages 524.95)
1984,
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College Programs for Learning Disabled Students. National Association
of College Admissions Counselors; 9933 Lawler Avenue; Suite 500; Skokie; IL 60077.
(30 pages, $5.00). Update September 1985.

FCLD Guide for Parents of Children with Learning Disabilities:
Federation of Children with Learning Disabilities, 99 Park Avenue; New York, NY 10016
(409 pages, $5.00) 1985.

Lovejoys College Giide for the Learning Disabled, by Charles Straughn

I and Marvelle Colby. Simon and Schuster Publishers. (Available at local bookstores and

libraries or write to Simon and Schuster, 1230 Avenue of Americans, New York, NY

10010) {144 pages;, $10.95 postage and handling included) 1985):

Peterson's Guide to Colleges wish Programs for Learning Disabled
Siudenis; Strichar. (Available from Petersrin's Guides, P.O. Box 2123, Princeton; NJ
68540.) (400 pages, $13.95) Publication date Octobér 1985

The Directory for Exceptional Children (eleventh edition): Porter Sargent
Publishers; Inc:; 11 Beacon Street, Boston; MA 02108: (1428 pages; $40.00 plus $4.00
postage) 1985-1986.
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IILAfter identifying appropriate University programs, a visit to the school is
recommended. The following list of questions will facilitiate the identification and selection

QUESTIONS TO ASK ABOUT A UNIVERSITY PROGRAM

The foliowing questions should be asked of admissions or a director of
services for handicapped students or an LD program director.

1. What are the requirermients for admission?

2. ow many L.D. students are on campus? What year are they in? Are they
Can you introduce me to one of these students?

3. Whatare the goals and objectives of the program?
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services?

SJIM

What specialized training in leamning disabilities do the service providers have?

Is tutoring and/or counseling provided on a one-to-one basis or in a group? If ina

.0\‘\‘

group; how large is it? How frequently and intensively is it available?

7. What supervision is provided for non-certified instructors or tutors?

8. How is the duration of services determined? Is it usually one semester? One year?
Two or longer?

9, Who will be 7y academic advisor and what training does this individual have in
learning disabilities?

i0: Do L. students take regular college courses? For credit?



11.

13.

14.

Are any courses unavailable fo LD stadents?

What modifications have faculty or administrators been willing to make for LD
students on the campus?

Are there courses required of LD students? If so, do they carry college credit and
does the credit count toward graduation?

How many LD studerits have graduatéd from this college? In what fields? What

have they done since graduation?

This list is adapted from Dr. Susan A. Vogel, (In Press):
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IV.  The following narrative outlines the steps for choosing a major in a typical

University setting:

CHOOSING A MAJOR
Following is a list of quéstions which the student can answer on his own and in conjunction

with a counselor:

Step 1. What majors am I interested in?

a. I am interested in

’:,,’,,’:’, - N

b. I don't kiiow what I'm interested in -==-=- Go to Step 2.

Step 2. Go through the University Bulletin. What majors look interesting?

a I am interested in

- _ Go to Step 4.

b. Idon't kicw what I am interesied in ----- Go to Step 3.

Step 3. Go through a career handbook, like the E
Vocational Guidance; Vol. II (Hopke, W.E., Editor), Chicago, IL: J.G.

Ferguson Publishing Co.; 1975.

Choose three rareers of interest.

a. What careers look interesting? L

b. For these careers, I would need to major in
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Step 1. Answer the following questions.

a Why did you choose the first area?

b. Have you had any experience in this area? : o

c. Do you know anyone who is working in this area?

If yes; who?

d. Do you know anyene who is in this major at Penn State?

e. What do you think you would study if you were in this major?

Steps 2and 3.  Answer these five questions for the other two majors.

a.

isiB’S’




Step 4.

Step S.

The student will obtain the results of his freshman entran~ exams
and copies of his current transcripts. The student will bring these to
the counselor.

The student will list the requirements for éach major down the side
of a shest of paper-

The student and the counselor will determine the student's ability to
meet the requirements of each major based upon the student's
performance on the entrance exams and according to the current
transcript.

The student and the couniselor will put a qiiéstion mark (?) beside
the requirements which miay be difficlt for the student to meet and
a star (*) beside the requirements the student can meet with few
problems.

The student will carefully evaluate the ré&uiféﬁiériié for each major
and answer these questions.

Can I méet the réquiréments for the first major?

Am I still intercsted in the first major?_

Can I meet the requirements for the second major? = - - -

Am I still interésted in the second major?

e}

138 1.



Step 2.

e.

f.

Can I meet the requirements for the third major?

Am I still intérested in the third major?

The student will ask the consultant in each of the chosen
colleges what type of studying is involved in the major.

Is there 2 Yot of math involved?

Will I have to understand many theories?

How much reading will I have to do?

Acre the tests usually essay or multiple choice?
What type of career could I get if I graduate in this

major?

What other things should I know about this majro?

The student will look at introductory textbooks in eact major.

Can I read the text without too many problems?

Does it look interesting?

After reading a few pages, can I understand what I have

read?
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d. Do I have enough math and science knowledge to understand the

téxt'?

Step 3. After answering the above questions for each major, the student
asks himself these questions.

a. Which major looks the most interesting?

b. In which major would I get the best grades?

Step 1. If possible, the student will register for an introductory course in the
major which now looks the most promising.
Step 2. The student will evaluate the course:

a. Did llike studying this topic? .~

b. Did Ido well? Why or why not?

c. WouldIlike to take another course in this major? Why or why

Ve e ——
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V.  The following student materials include suggestions on self-management,
class attendance, note-taking and preparing for exams. The student is also
referred to Objective Four, Component C for a discussion of unique areas

of intervention especially the section on SYSTEMATIC STUDY SKILLS

SELF-MANAGEMENT

1. Think of college as a full-time job! Just because you may have classes just 3-4

hours each week does NOT mean you will have excessive free time.

2. Coursework MUST be your highest priority! If you catch yourself avoiding your
work, remember, you are practicing avoiding. If you really must have a break, set a
goal, and onice you hiave achieved it, then take 4 break. Remgmber that breaks are
reinforcing, if you take 2 break i6 avoid Work; you AFé Feiforcing your aveiding
behavior! Your bad habit is actually being strengthened!

3. Check yourself ﬁféﬁgﬁbﬁi the day---are you on schedule? If something comes up
that you must do, remember to identify a time in your schedule that you will be able

to make up the work.
CLASS ATTENDANCE
ACTIVITY: Class attendance is highly correlated with good grades: List* the dates of all

classes the student has this term. Student should use this list to keep a record of classes

attended
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EVALUATION: Monitor class attendance by checking the list and the student's notes.
* A sample form follows.

CLASS ATTENDANCE

Class Attended Day & Date Preparation (reading, assign., etc.)
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TAKING NOTES FROM A BOOK

Write ot the natural outlinie of the chapter, using the headings from
the chapter.

As you read the chapter; expand the natural outline: Instead of
w?mﬁé senterices from the chapter, write one or two words to
represent an idea.

Highlight or code material from the book outline that was covered
in class. This information will very likely be on the exar.

Plani spééiﬁé tirmies and dates for o'uéiﬁiﬁg sacti c’iiiaptér; Try to
outline chapters before they are covered in class.

R Compare chapter outlines to class notes:

CLASS LECTURE NOTE

ACTIVITY: Tape record one to five class lectures. Take notes as usual i~ the class, but
skip Lines in the notebook. After class, listen to the tape and, using a different colored pen,
fill in information that yot missed the first time (i.6., add defail). Cross out the information
you wrote in the notes that is irrelevant. Repeat this activity several times. Compare your
notes across days: Are the notes more clearly outlined? Do the notes contain only relevant
information?
EVALUATION: Compare notes from 4 days. Check the following:

_ lectre recorded

notes modified

~ modified notes recopied



ALTERNATIVE ACTIVITIES: Borrow notes from a classmate and compare them to
your own. Modify your notes as described above.
OTHER SUGGESTIONS:
- don't worry about what notes look like while you aré in class - they can be
recopied later.
- LISTEN, then write: keep asking yourself, "What is the main idea?"
- use boxes in the margin if you don't understand any part of the lecture. After
class, ask the instructor to clarify any questions you have about that material.
Chieck the box ( )when you understand.
- use 4 coding system 1o iiéiﬁ you study for exams - if instructor rEviews any
maerial, puta star (*) next to it. Circle any ieritis yoii fieed to memorize

(barometric pressure).

EXAMS

The following activities may be helpful in preparing for exams.
check dates on the calendar when exams are scheduled
ehieck percentage of grade each exar is worth
for each exam; prepare a study schedule which allows plenty of time for you to
cover the material
monitor progress on the study schedule
practice test-taking skills=the following suggestions might be helpful:
makeé up questions from éach chapter... a sample tést. Practicé taking the

check the exam file (Reserve Reading Room, Pattee Library) or ask the
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TIME

instructor or former students for old exams...then practice taking ihem.
prepare a list of questions and meet with the instructor several days before the
exam to review them.

p'aﬁicipate in a study group made up of ofie or two other classmiates.

prepare a list of terms or formulas that must beé memorizéd - then mémorizé them.

POST-EXAM ACTIVITIE
check grade and write it on calendar or graph
calculate what you need to achieve on the remaining exams, projects for target grade
identify errors on exam--are there any patteins to the errors? Meet with the instructor
if you don't understand why you missed on the éxam.

DAILY WORK LOG

SPECIFIC OBJECTIVES ACTUAL TIME COMPLETE
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DAILY SCHEDULE FOR TIME MANAGEMENT

80 wcekday hrs.

Student: __ — 430 weekend hrs.
Term: total hours
. TIME Wonday |- Tuesday | Wednesday | Thursday | Fricay TikE Saturday Sunday
13th- Period 9-10 A.M.
3:00-9:15 | — —
— ——— 10-11 AM.
14th_Period 20d_%eriod ———
9:45-11:00 9:05-9:55 11-Moon
15¢h_Pericd. 3rd Perlod Noon-1 P.M.
11:15.12:30 19:10-11:00
el ST 1-2 P.M.
16th-Period &th-Period —
o 1:00-2:15 ] 2-3P.M.
17th Period —. 34PN
2:35-3:45 - —
O — 4-5 P.M.
18th Period =
. 4:15-5:30 —1- | s.spm
19th Peripd th 6-7 P.H.
- §:30-7:48 :30 S
SoER Puniia e poqs 1-B PM:
20th Perind 8th. Period ———
8:15-9:30 3:35-4:25 8-9 P.M
§th-Perind [ 10-11 eiM:
4:40-5:30 —— - ——
,,,,,,,,,,, 11-Midaight
10th Period
— §:30-7:20 —
11th_Period
—— - - 7:35-8:25
12th_Perisd
8:40-9:30
—9:30-10:30
V-Migndght | |

ERIC

Aruitoxt provided by Eic:

prmd |
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CHAPTER FOUR

IDENTIFYING AND CONDUCTING RESEARCH IN
SELECTED AREAS
Rationale
A review of the literature reveals that studies addressing identification, curriculum
selection and modification; resources; advising, and characteristics of University LD
students within specific domains, are either sparse or non-existant. Two important
statements, however, pertinent to establishing a research base for a University LD program

include the following:

A. LOCAL NORMS ARE A MUST. The diagnosis of a learning
disability Has historically involved a discrepancy between potential and
achievement. A significant discrepancy between achievement within
Epecxfic domains and a student's §6ieﬁﬁéj is impossible to evaluate in the
absence of comparable statistics for a population of students already
enrolled in a University curriculuri.

B.  SINGLE SUBJECT RESEARCH IS A MUST. Due to the
heterogenous nature of the L.D. population; single subject research utilizing
utique AtErvenitions within identified Specific domains is warranted:

Based on the above statements; this section of the manual contains (A) a discussion
on how one University conducted the development of local norms for the purpose of
identification, assessment and intervention within sp’e’ciﬁé domains (foreign language and
written expression), and (B) a discussion of single subjéct research and unique areas of

intervention (time management, study skills, mnemonics and spelling).
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COMPONENT A. Development of Local Norms IDENTIFICATION)

Amig (1985) states that "mgmficant dlscrcpancu:s between achievement and
mtelhgence play an important role in the eoneeptuahzatton and dxagnos:s of icarnmg
disabilities: Aithough several models of discrepancy have been t usca; the best ones reqmre;
as an ﬁneTrﬁe&xatc step; the computation of correlation between iﬁiéﬂiﬁéﬁéé and achievement
and the standard deviations of both achievement and intelligence. These values are usually
not reportzd for college age students, a population that s receiving increasing interest from
both educators and psychologist.” In her study, Amig tested 100 entcnng freshiien at The
Pennsylvania State Umversﬂ:y with the Wechsler Adult Intelllgence Scale Rev:sed and the
Woodcock-]ohnson Psyehoedueattonai Battcry (these tests are administered as part of the
standard battery of tests By the Gompreﬁensxve Model t’rogram for Lcarmng Disabled
University Students for aiigiiééiﬁg a leamning disability at Penn State). The results of this
study showed that although all correlations between the three WAIS-R scales and the four
Woodcock-Johnson scales were positive and predictive, validity of the Performance iQ on
the WAIS-R was xmmmal For the Verbal IQ 11 of the 12 corrélations were sxgmficant

COMPONENT B. The development of local norms (foreign language):
A number of students have been referred to the Penn State Program because they
were having difficulty learning a foreign language. Questions which immediately come to

mind mclude whether such a forelgn languagc dxsablhty exists, how is it dlagnoscd, and

what mtervcnuons rmght be hclpful in coping with it?

isability, Studies addressing the
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exisience of 4 sp*aéﬁe foreigii iaﬁg’&égé ’di’séijiﬁty’ have not been condiicted. However, a
review of the literature concerning the study of a foreign language indicates that many
students identified as possessing a high degree of academic aptitude (as measured by
iriiéiliéériéé and/or various achievement measures) fail to learn a foreign language (Ayers,
Bastamente, & Campana, 1973; Carroll, 1962a). Attrition rates in foreign language training
schools conducted by the tmhtary hive at times reached the 80th percenule (‘lehams &
Leawtt, 1947) Some teaehers and psyehologxsts hﬁid a su-ong behef that leammg a forexgn
hnguage may mvovle umque talents and skills not reqmred by other academic subjects
(Carroli, 1962); Two-thirds of the féﬁigﬁ Iéﬁgﬁége teachers §ixﬁilé& in an international
survey felt there was "such a thing as linguistic aptitude apart from general intelligence”
(Fife, 1931, p. 135).

Adﬂﬁtiediy; ihe existence cf a foreign ianguage disabiiity is e'quiV'o'cai. Ho'wever,

exhibita aiééftﬁiﬁéy between geﬁefil éﬁﬁﬁjdé (as measured by iﬁtelﬁgéﬁéé and achievement
measures) and foreign language achievement are LD.

In order to develop University norms for predicting success in leamning a foreign
language at The Pennsylvama State Umversxty and to 1dent1fy predxctors of success in

AD The Modem I:anguage

Apntude Test was selected as a potermal measure of forelgn language aptinde Its subtests

purport to assess a variety of abilities (memory, auditory discrimination, and grammatical

sensitivity) thought to be related to foreign language leamning ability. These abilities have
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been cited in the LD literature as potential areas of deficit in LD populations. For example,
LD children often demonstrate particular deficiencies in the processing of syntax (Meier,
1971; Rosenthal, 1970; Semel & Wiig, 1975; Wiig & Roach; 1975; Wiig & Semel; 1976).
LD students also exhibit deficits in audnory discrimination and memory (Boder, 1973;

Dénckla, 1977 Hallahan & Kauffman, 1982 Ingram Mnson & Blackburn, 1970;
Myidebust; 1§5§) ﬁl adchtton to measunng specrﬁc aBﬂmes, a general consensus exists that
the MLAT is the best available p?ediéiét of achievement in fbi'éign Iingiiége learmng (Allen
& Natelson, 1977; Gardnes & Lamber, 1972; Lutz, 1967).

The MLAT consists of the following five subtests administered through an audio
recording (see Carroll & Saponn; 1959):

i’art 1: Number Leammg Thxs subtest is reported to measure memory and

appears to be related to the ability to understand and mimic speech sounds.

Part 3: Spelling Clues. This highly speeded test is dependent on sound-symbol
association ability and inowledge of English vocabulary.

Part 4: Words in Sentences. This is thouaht to measure sensmvxt) to grammatxcal
structure” and is t:hought not to depend on formal instruction in grammar, since no
grammatical terminology is invovled:

Part 5: Paired Associates. This is a test of rote memory.

Procedure. In order to determine if the MLAT was related to foreign language
learning of students at The Pennsylvania State University; the test was administered to
students enrolled in 1ntroductory French, German, and Spanish classes. The sample

consxsted of 42 students from 4 French classes 57 students from 3 Spanxsh classes, and 83
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course performance represented by each student's final grade in his/her foreign language
course.

Rﬁﬂ]ﬂﬁ The fourth subtest of the MLAT and an attitudinal measure (Raymond
1983) resulted in a reasonably accurate predlcuon of forelgn language achlevement. The fifth
subtest of the MLAT entered into the regressionn analysxs in the third step

. MEAT-4 rcportedly assesses "sensitivity to grammaucal structure”

(Carroll & Sif)éii; 1959, 13; 4). Low scores on the MLAT-5 are symptomatic « f a memory
deficiency, likely attributable to the use of inappropriate mnemonic strategies by the leamner.
There is a growing body of literature demonstratmg the effectiveness of certain mnemonic

strategles for 1mprovmg one's forelgn language vocabulary learmng ablhtv (Pamo &

Bcnefit to students who do not initizlly perform well on memory tasks (Pressley, Najamura,
Hoﬁé; Bispo, & Toye, 1980). While these &iééﬁbﬁié tests (i.e., the MLAT-4, MLAT-5) are
by no means deterministic of foreign language proficiency, there does exist a moderate
relationship. Recent research suggests that the information these tests provide is potentially
valuable; future research wﬂl dictate how valuable the information is.

For riow, it is suggested that students who exhxbtt good attttudes t0ward 1eammg a
forexgn ianguage but who score low on the MLAT subtests and have shown low achievement

in learning forelgn langnages may be LD
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COMPONENT C. The development of local norms (WRITTEN
LANGUAGE).

Referrals to the LD program at Penn State have included students who exhibit
problems with written expression. Federal regulations include wriiten EXpression as af area
in which LD students exhibit a potential/achievement discrepancy. Difficilty with written
expression at the University level gives rise to questions similar to those presented by
students who exhibit difficulty learning a foreign language: How does one diagnose a
dxsabthty with writtén expression (and especially spelling)? What can be done after

diagnosis?

language domain, studies addressing a written language disability at the University level have
niot been conducted. LD adults, however, exhibit problems with written expression
(Blalock;, 1981; Cordoni; 1980; Murray, 1968; Vogel, 1982). Vogel and Moran (1982) ina
pilot study of LD adult éssays, found that LD groups were lower on word selection, total
T-unit points; and the percent of ééﬂiﬁiéx T-units. LD studenits scored significantly lower on

mechanics, spelling; points on total sentences, and on the percentage of compound complex
sentences.

Studies of characteristics associated with written expression include fluency,
vocabulary, and syntactic maturity as developmental indicators.

E]ﬂnﬂ Fluency has been shown to be positively correlated with age (Bear,
1934; ééft’w’i—igiit; 19684; Frognier, 1933; Hoppes, 1933; LaBrant, 1933). Clause length and
the use of complex sentences also increases with age. Variety in sentenice length and types

are additional fluency factors (Goda & Griffith, 1962; Harris, 1948; Heider & Heider, 1948;
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Hunt, 1965). A number of studies have concentrated on T-unit length rather than sentence
length because of the difficulty in defining a sentenice. Hunt (1965, 1970) and others have
used T-units length as a fluency measure and found it to be a reliable indicator of maturity in
wntten languagé

v. Like fluency, vocabulary richness and diversity expand as a person

matures (Templin; 1957): \

Syntactic maturity. Syntactic maturity ". . . including the rules of language
grammar and mechanics" (Cartwright, 1969, p. 634) ensiires communication between writer
and reader. Research indicates that syntactic maturity tends to increase as individuals get
older (Hurit, 1965). Typically, mature writing is characierized by a greater nurmber of variety
of transformations (Hunt, 1976). With fafagf’e’ss'ivé development , individuals use Jonger
T-units; lengthened by sentence-combining transformations and lcaded with adjectives;
adverbs, prepositional ﬁiiféééé, and ébﬁééiii\iéé (Kidder, 1974, p 61). Since éréwth in
fluency, vocabulary, and syntactic maturity have been shown to be part of the overall
developiment of written expression, these characteristics were chosen for analysis by the
Penn State program.

In order to develop University riorims for evaluating written expression at Pein Stite
University and to study predictive variables; the following procedures were conducted:

Procedure. The normative ééﬁiﬁlé included students enrolled in Gasic English
wﬁting courses. Each student wrote a composition using the following protocol.

- You will have 30 minutes to plan and write an essay on the topic prinited

below. YOU CANNOT BE GIVEN CREDIT FOR AN ESSAY ON ANY OTHER TOPIC.

You must fit your essay on the paper provided in the following pages. You will

receive no other paper to write on. You will find that you have encough space if you write
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on every line, avoid wide margins, and keep your handwriting to a reasonable size.

ASSJme that your home-town newspaper has invited you to subrmt your essay as a
notes in the space below t:he questton. Consxder the foHowmg quotatlon

"In g gomg forward, there are always certain risks." For example, progress often
demands rﬁbiiiﬁg from the secure to the uncertain.

Decide how true you think this statement is. Then, using examples from your
observation or experience, try to persuade your readers to accept your point of view.

When the sﬁpérviso"r announces that 30 minutés have passed, you must stop writing
your essay; so plan carefully and obsige the tiie. -

Rafings. Each composition was graded independently utilizing a seoring scale of
1-5; five indicating a superior essay. A reliability analysis of cross rater scores revealed r =
.84454. This level of inter-rater agressment is not as high as some reported in the literature

(Cooper; 1978). Given a one to five scale, however, the coefficient is an accepted one.

. Each composition was entered into a computer file in its

desxgnated by the -anscriber t usxng guxdelmes denved By Hunt ( 1965) The Computenzed
Iiﬁgiiééé Analysis System (CLAS) Pfééi‘ifﬁ (Borden & Wﬁffsi; 1981) was used to analyze
each of 423 compositions on a number of language variables used to assess fluency;
vocabulary; and syntactic maturity. Fluency measures calculated by te number of words
used in the composition included: a) the total number of words in the composition, b) total
number of pa* agraphs; ¢) total number of sentences, d) total number of T-Units.
Vocabulary was analyzea by dtversxty as measured By a) the number of dfo rent words

used in the ébﬁiﬁéSitibﬁ; In addition; diversity was calculated by: a) the average length of
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the words used; b) two type token ratios including Herdan's K; and Carroll's: Carroll's
type token ratio is detérmined by dividing the number of different words by the square oot
of two times the total number of words, and is reputed to be less influenced by composition
length than similar measures (Carroll, 1964). Herdan's K functions independently of
composition length and indicates richness or density of vocatulary as well as diversity.
Syntactic maturity was analyzed by:
4) number of words per T-Unit, b) number of words per paragraph, c) number of words
per sentence; d) number of sentences per paragraph; €) number of statements, questions
and exclamations used: A stepwise regression analysis was then conducted to determine
which language variables would best predict the holistic ratings.

Results. Table Ore and Two respectively show the stepwise regression analysis of

the written language variables on each of the two holistic ratings.
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Two

Three

TABLE ONE

STEPWISE REGRESSION USING WRITT

DIAGNOSTIC VARIABLES

VARIABLE ENTERED

NTYPES - Number of
different words in

composition

MWORD-P Number of
words in a paragraph

MWORD-T Mean length
if T-Unit

NWORDS-S Number of

wvords in a sentence

327

342

EN LANGUAGE

SCORE ONE
R P

551 .0001

571 .0002

585  .002

.06



TABLE TWO
STEPWISE REGRESSION USING WRITTEN LANGUAGE
DIAGNOSTIC VARIABLES

N=423 SCORE TWO

R P

8

STEP VARIABLE ENTERED
One N-TYPES Number of .352 59 .0001
different words in
coifiposition
Two MWORD-P Number of .380 62 .0001

words in paragraph

Three NEXCLAM-Number of .386 .62 .05

exclamations
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In both cases the vocabulary measure N-Types (number of different words in the
ééiﬁﬁcssiéaﬁj was the siﬁgié best predictor of holistic composition ratings accountinig for .30
and :35 per cent of the respective variance. The number of words per paragraph entered the
regression equation at the second step of the analysis, TEspective variance.

Descriptive statistics on the two variables (N-Types, N of words per paragraph)
reveal the following: a) N-Types M 147, SD 36, Range 44-243, b) N of words per

paragraph M 99, SD 64, Range 29-459.

jon. Written expression is an area in which L.D. students exhibit a
potential/achievement discrepancy. At The Pennsylvania State University, a number of
students have been referred to the University program for LD stiidents becatise of difficulties
with writien expression. The question, however, of how to diagnose a disability with
written expression at the University level is not clear. In order to study predictive variables
for sticcess in written expression, components of cempositions covering fluency, vocabulary
and syntatic mai: vity were analyzed. The subjects included 423 students entering freshman
Eﬁgii'sii classes  .tased on referrals to the LD program over a five year period, it was
hypothesized tha’ - D student: were probably included in the sample. The results of the
analysis showed th ¢ - wumbe. of different words used in a Composition was the single
best predictor of inc~x i -« holi-tic ratings of individual composition, followed, by the
number of words ii: a sarisuiph 4 ymparative analyses of compositions (using the above
cited proced vt for wril 1'g 4 composition) written by studenits referred to the LD program,

for problems swith written evpression, 1eveal writing characteristics, on the identified

variables, sinilar to scudents at the low end of the University freshman sample.
Individualized education plans for these students include techniques for improving diversity

of written expression and fluency.
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COMPONENT D: Single-Subject Design

When ’c’o’ﬁdu’ctiﬁg research in the field of iearniﬁg disabilities, the siﬁgieisubjé’ct
design appears to be the most widely used miethiod. Although this design has been criticized
for its Tack of extemal validity (i.¢.; the results can riot be generalized to the population) it is
important to remember, once again; that the ED population is extremely heterogeneous and
generalizability would be difficult in any case. The initial concern when developing a
program for the LD college population is to improve the functioning of the §pé¢iﬁé
individual. Therefore, each subject must be dealt with on an individual basis, with treatment
and intervention geared spaiﬁcaﬂy to that student.

In a single-subject design, the key to generalizability is replication. ‘The important
priniciples of basic research design are as follows:

1)  repeated and reliable measurement (for internal validity)

2)  baseline stability, that is, describe the target behavior and obtain the baseline

data before any environmental manipulations are carred out;

3) only otie variable should be manipulated throughout the experiment.

The two mj’o’r categories of siﬁgiéisubjéz:t design which are used are 1) the A-B-A
design, which consists of alternate phases of baseline (A) and treatmenit (B), the best design
being A B A-B (demonstrates effects of treatment twice, sirengthens conclusions of stady);
and 2) the multiple-baseli: : design (where baseline data is connected on several behaviors).
‘The Single Subject design is undoubtedly a valuable complement to a group design.

Gay, R.I. (1981).
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COMPONENT E: Unique Areas of Intervention
A.  Self-Management

When it is decided that a student has a deficit self-management skills, as interverition
program is initiated to prompt and promote those skills that are lacking. The intervention
components are selected for each individual student based on his/her self-management

capabilities and learning needs. ﬁepending on the needs of the student, one or more of the

followmg components are developed into an arogrem: a) determining the
' of a cours '7”'”7mda’ormdxv1dualeom~ ,i~ing the studentsknszﬂlﬁgﬁ
of course requirements; c) setting up a i+ . : m.m..dm: d) programming
effective studv skills,

In determining the suitability of a student’s courselcad, basic information such as
that found on the "Preparedness for Course Enrollment" form is gathered (See Guidelines
and Matenals Chapter) This helps to ascertain whether the selection of courses has been
undertaken ina pianned and reasoned manner. The responses to these questions provide
information regaramg the ri ngor of the courseioad the necessxty to take the courses, and an
awareness of other commitments:

At this point, the clinician should make sure that the student has a complete
knowledge and understanding of the course requirements. To do this, the clinician may go
over the syllabus for each course w1th the student and review each requirement. The form
entxticd "Awareness of Course i{equtrements Quesnonnan'e may be used here to focus in on
the pohcxes and requuements of the courses. It will force the student to tdentxfy these factors

if he/she hasn't at this pomt; Then the clinician may decide to focus in on one or more

courses to carefully delineate the requirements for success. This may include discussing



what is needed o get a good grade, what the tests are compnsed of, a rating of the instrictor
and an indication of 1 reaomg and wntmg rcquuements This is to deterniineé if the course is

smmBle for the student at that time: The "Course Evaiuatxon Inventory may be used at t.hlS

time.
An integral part of all self-management is the element of time 1 management Time
management strategies should be interwoven among the other components in order to make

the self-management program successful. To facilitate setting up a time management

estimate the student's percept:on of hxs/her capablht:es, and whether the hours needed or
wanted for study actually match the number of hours available for study In add:txon, the
student is 'c}ues&one’d about the c}iiilititiiie elements of stiidfy time; these factors should be
discussed and the clinician may need to advise the student on goal setting, priority ordering,
etc. Fmally, 1t may niot be suffic1ent that the student independently plans and carries out
hts/her own time management schedule. The clinician may need to prommpt either more
ngorous or more realistic planmng, a:nd wﬂl probably need to monitor the extent to which the
student follows the pfoposé& schedule:

It is recommer. ded that a time management schedule be set up weekly and a
monitoring system be established to insure compliance with the schedule. For example, the
student and chmcmn may agree on a schedule in the begmmng of the week. Then the student
crosses out each scheduled block of time if the proposed actmty took place durmg that time.
correspondence between the planned and the actual actmty is achleved (and remains over a
period of time); the clinician may no longer need to monitor how closely the student follows

the schedule. The scheduled activity for each block of time may range from a very general
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(e.g., "study") to a very specific (e.g., "read and highlight pages 101-103 in Biology text").
In this way, a time management schedule can be used to plan and check that all the class
requiréments are being carried out on time (e.g., attends class, does homework problerms,
stidies for test, takes test, etc.). Time management can become the foundation of an
effective intervention program

in a university setting is the promotion of effective study skills. If a student has deficit
self-management skills, it usually is the case that he/she has poor study skills. Specific study
skill sﬁ%’tégiéé that may become part of your intervention program include systematic
notetaking techniques, organized learning habits and efficient study strategies. An ideal
systematic study skills package should incorporaté résearched learming principles; it should
synihesize and organize all available course material into one unit for study: A Righly
recommended strategy involves both organized learning habits and an efficient study
strategy. In addition, it may be helpful for the student to complete the *Instructor-Student
Contract Questionnaire.” This will aid the clinician in planning for good sources (e.g.,
professor; TA, peers) of study skills intcrventions. It may also indicate some areas of
concern (weak study skills & exam preparation habiis) that the clinician may want to clarify

before the semester gets too much under way:
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B. Study Skills
Systematic Study Skills

Aiiiia Gajar, 1984
The approach to sfudy skills presented by the f)régféxi invovles the use of seéiiieﬁiiél
strategies for the purpose of:
A Selectmg relevant mfonnatwn from class notes and ass‘zned readings.
I:3 ’)rgamzmg selected mfonnanon
C. Acﬁxevmg mastery of the mformanon and/or course content.

The mode is analogous to the mput-output model used in ¢ nputer technology,
where each final product (“output” -such as qu’eéﬁaﬁ/aaéwa) is the direct ééﬁs&iiieﬁée of a
series of highly structured/controlled study activities ("input").

The package includes a description of a self-monitoring study scheme, based on
pnncxples of diréct instruction. In addition, an alternative description for use with tutors or
peer monitors; s t,resented {n shen1 the mawnals can be used successfully on an 1nd1v1dua1
basis or, du.pé!’ dent on t-iividual needs and avaﬂanhty of external resources; wrth teaeher
beér, cr nior assistarie: The ;;rbgfiiﬁ is tailored for use in iijjpér level high school courses

and all coliege and u;:~Lrsity courses.

Prograin 2 ssumations
:fi*e '7'fi;r',>j3 ssamptxons of tth program is that the mastery of a series of systematic

study skills wili result in passmg grades in any course: In other words, the program is



geared toward aiding the student in improving his/her test taking ability. The following
secondary assumptions used in the development of pertinen. study skills, should result in
improved academic performance.
A. Study skill tasks are stated in terms that are operational, clear, and precise.
B. Each study skill task has a predetermined objectiVe and a measurable
sEoting sysisi:
C.  Study skill tasks are presented in an ordered sequence which is in line with
the logical sequence of leamning,
D. Study skill tasks are aimed at attainable goals.

Features of this program which set it apart from other study saill packages include
the following;

A.  This study skill package can be used with any college-level course, Its
unique structure organizes and synthesizes all available course resources
into a compact unit for study. This packége is highly spec1ﬁc and targets
that needs to be learned for each particular course, and at the same time it
has the ééaﬁtabiiity and versatility needed to facilitate the learning of very
diverse cotirse material: The p’a'c'i'cagé i essenice siéés-tép"s study skill
braining senarios where initially stady skills are taught and then an attempt is
snade to generalize the skilis to a specific curriculum: For this reason; it is

recommended that this package be used simultaneously with 21l courses

that 4 studeint needs a structured learning routine.

oWl
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The sequence of study skills is systematic and based on a highly prescribed
program of dctivities that promote academic success througha combination
of leaming strategies.

First, it utilizes the principle of repeated practice which is a demonstrated
learning principle. The entire program is data-based, molding itself on firm
research desiziz. Thrcuch a unique coding system that i+ straight forward
and 748y 1o us® the student monitors his/her own progress, and based

on discreie eviderice; adjusts further study needs and areas of focus. In
addition io this self-monitorization, there is also a direct instruction aspect of
the package which may be utilized: This fact provides for a tutor or peer to

both facilitate the student's learning and monitor his/her progress. Also; a

is recognized that this package prescribes a set of activities that are indeed

firme consuming, it is held tiat the effort required is realistically comenstirate
with the time necessary for success in a specific course. As stated above,
the program éidééiéf)é the trammg of study skills independent of actual
course requirments; a strategy which historically has invovled an investment
of time outside of curse study. The proposed program facilitates the

a’ciaptatio’n of Study skills to actual course content.
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Materials:

1. One three ring binder, approximately 7" ¥ 10"

2. Contents for each course include:
a onié cotirse data sheet

b. three packets of colored paper (€.g., yellow, pink, blue)
c. four binder separation tabs
d. three colored highlighters (e.g., yellow, pink; bluc)

3. Mariual

4, Students directions for using the study skills package.

I, The student takes compléte and accurate nots in class.
2. Immediately after each class the student highlights the class notes using the
following method:
a. highlighting vocabulary (terms or word definitions) with a yellow
marker
b. higiiiigiiéﬁg concepts (main *déas and supporting details) with a
pink marker
c. highligh-ing concept and term relationships (comparisons and
relations between cor<Cpts and terms) with a blue marker:
3. After outlining class notes the student develops an "active file" by daily
recording of the iinfor:nation from his/her notes into a binder. The

development of an active file involves recording each item of information on
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separate pages under the appropriate sections labeled: Terims, Concepts;

and Relationships. (These labels correpond to the three color coding

procedures used by the student at the time of high-lighting.)

4.

Each day the student follows procedure 1 and 2 above on assigned
readings:

The student then records the information from his/her outlined text or
assigned text or assigried readings into the appropriate sections which
correspond to class notes. If 'readi'ngs do not correspond to class notes, then
riew binder pages are used for uniq'ué Terms, Concepts, and Relationships

which have not been addressed in class lectires.

The student then composes a question for each item and records this
question con the reverse side of the 5age.

(Optional). It is recommended that within the first week of the program's
start (and pénodlcally thereafter), a peer/classmiate or a tutor follow the same
procedure (1-6 above) as the student with the identical course mate s
Then a corresponderice between tutor and the student's study skill par'~ee
will indicate the extent to which the student is following the program
tormat. A 90% ééEéSﬁbﬁdéﬁéé is recommendzd to insure that the student is
both taking accurate and complete notes (1 and 4 above) and that he/she is
recording the information correctly into the skills binder (2, 3, 5; 6 above).
The student then tests him/herself on all items in the active file, and records
a +/- and the date in the columns o the page designated for this PUTPOSe.
After the student has scored three consecutive (+) marks as a result of daily

self-quizzing, the items are transferred from the "active file" into the

)t i
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“inactive file" at the back of the binder:

10. The student periodically tests hira/herself on the items that have been
mastered by randomly selecting 30 items from the "inactive file."
(Optional-It is récommendsd that a tutor or a peer/classmate conduct this
part of the testing on a weekly basis):

i1,  The immediate study target includes the information that niesds to be learried
from one class exam to the next. The clear, concise, and organized format
of the information recorded in the study skills bird~r will prove to be ideal
for preparing for an examination.

Mnemonics

el

Mnemonics are defined as Memory Strategies that physically “transform"
to-be-learned materials into a form that makes them easier to learn and to remember:
Mnemonics are not to be thought of as memory strategies such as rehearsal, clustering, or
semantic processing. They are 2 subset of memory strategies and often utilize pictoral
representations or visual images in conjunction with verbal information. There are three
variations on the mnemonic method that are ’typi'e&iiy used: the pegword method, the
keyword method and like method of loci. The pegword method involves a probe used to
retrieve the associated information. The method of loci involves associating a visual ihiééé
with the to-be-learnsd information. In the keyword method, a word is selected to be
associated with the to-he-learned informatic based on its soundirg like this information or
rhyming with it.

Currently, very li¢''» research bas been done into the efficacy of the use of

,,,,,

mnemonics with the very specific population of LI adults and/or adolescents. The following

168

[y
-1
c .



is a review of articles on research conducted in this area. However, the research that has
been done on mnemonics with generai populations indicates that this learning strategy has
limited apphcahons These hrmtat:ons are two-fold: the mnemonic method is appropnate for
pan'ed information andler hsts of materal such as foreign word vocabulary lists, lists of
U:S: presidents, elements and tﬁeu atomic welghts from periodic tables The second
limitation is that this strategy seems not to generahze, i.e:, once learned By tlie student it
remains associated with that particular iearning task rather than being applied to other
learning situations.

1. Mastropie're—MA.—SCruggS; T.E.,&Levin, IR (1985). Mnemonic

elaborative strategies in LD students. The method taught S's was the

mnemonic keyword method, which has 2 stages:

1) acoustical link stage - unfamiliar stimulus transformed into
keyword whxch is a familiar word and is accustically similar to the
stimulus a;nd is easxly pletured

2) secend stage involves tmagery hnked proeess where key word is
transformed into a visual image where the i&éywéi& and the
to-be-assoctated information are interacting.

Hgmmesﬁ that LD students' deficits (previously éuppérted by déié) in
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condition (where S's were engaged in verbally & visually interacting with
inforamtion on flashicards about the minerals); and a free-study condition
(where S's were given specific timeé to study then quizzing, which was the

motivator to leam material).

Results show the powerful effect of pegword/keyword techniques; they
found this techrique to be most powerful with disabled and non-disabled
students. For LD stiidents; the 'quesé'o'n'in'g condition was second best, but
riot 86 for rion-disabled studenits, suggesting the need for LD's for effective
learning strategies. Authors claim this technique holds promise for

long-term retention, too.

Reddy, B., Goverdhan, R., & Bellezza, F.S. (1983). Eleboration versus

mnemonic story condition and organization of internal cues and

encoding specificity in collége students. ]

ition, 9(1), 167-174.

The level of recall was directly related t~ the degree to which the contextual
information produced during encoding was reinstated during recall. This
supports the encoding specificity hypothesis. If internal cues are organized,
as thy are when using minemonic device, they can be used in a systematic

manner both at the encoding and at the retrieval levels to optimize recall.



P'réSSley,M Levm J R &Delaney,HD (1982) “The mnemonic
52(1), 61-91.

keyword method." Review o
The keyword method is a 2-stage procedure for remembering materials that
have an associative component. In case of vocabulary learning, the leamer
must first acquire a stable association between the unfamiliar word and the
f; “riliar word that sounds like the sahent part of the new word. Acousucally
sumlar new word is the i' 2y &brd and its deﬁmtxon This met:hod has been
mvestxgated most extensively with recall of definitions from vocaBulaJy
word lists. Other aspects of vocabulary leaming are also appropos:

Classtoom applications are discussed.

Lewinsohn, PM Danaher; B.G. &kael S. (1977). VlSual imagery as

mriemonic axd for bram-damagcd persons J_Qum_al_Qf_Cgﬂw_lmg
45 717-723.

This study was to evaluate the efficacy of visual imagery as a mnemonic aid

for brain-damaged persons. Performance during acquisition and during

recall after 30 minutes and after one week are compared under the imagery

and the non-imagery conditions in brain-injured S's and in normals on 2

tasks of 15 items. One task was paired-associate learning and the other was

a faee-name task The results were:

1) Normals performea better than bram-damagea S's on all
Ebfrif)éﬁéiéﬁii

2) Visual imagery facilitated performance for both groups on the

paired-associates task and the face-name task during acquisition and

3 ladh |
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recall after 30 minutes but not after one week.
impiicatiori’s are for use of visual imagery as a mnemonic aid developed
ésﬁééiaﬂy with E’réiﬁ-éa’iﬁagéé S's/individuals are discussed. Authors note
that maintenance i a problem with braifi-injured persons and needs more

research.

Carlson, Les, Timmer, John W. & Glover, John A. (1981).

First lettér mnemioniics: DAM (don't aid memory). Journal of
General Psychology, 104(2), 287-292.

This article is a review of literatiire on minemonic reséarch and does not deal
specifically with learning disabled persons.

The review reveals inconsistant results and a series of interésting areas of
additional studies. Primarily, these studies involved the effects of first-letter
mnémonics.

a. Pressley, Michael & Levin, Joel R., eds. (1983), Cognitive

ions. New

York: Springer - Verlag.
b. Pressley, Mich.iel & Levin, Joel R., eds. (1983), Cognitive
Stratesy Research: Educational Applications. New York:

Springer - Verlag.

These 2 volumes contain research on leamning disabilities in general, plus
such topics as aphasia and dyslexia. There are also references on

mnemonics.
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In the area of resr>r i cn learning disabilities, the trend is toward identification of
distinct subtypes of learning disabilities. This will suggest training the student in specific
cognitive strategies to accommodate his/her particular disability(ies). Specific disabilites
may be perceptual, linguistic, attentional, memorial, or metacognitive, but afe iﬁéstiy
révealved through reading problems (Pressley; M., & Levin, JR., eds., 1983).
Accommodation focuses primarily on memory strategies since retention of information is the
object of learning.

Controversy exists over whether reading difficulties and dyslexia are caused by
perceptual problems or memory disorder(s). Thus, current research has focused on attention
deficits, short-term memiory (STM), long-térm merriory (LTM), and métamemory (our
knowledge of mermory skills and strategies that work for us):

LD stadents have difficulty distinguishing relevant from irelevant information and
previously this was attributed to failure of the filtering system known also as selective
attention. Recently, this position has been challenged because it has been found that the
amount of incidental learning in LD students and in "normals” does not differ (Tarver,

1981). Here intentional learning has been found to differ between LD students and normals,

pointing to a failure of STM rather than to attentional deficits.

Sormie general conclusions regarding STM and LD students are that in tasks of recall,
LD students have been found to perform miote poor! as the rate of presentation of material s
slowed and the effects of interference on l..2rning tasks is gfééiéf for LD students rather than
as normals. The inability of the memory system to cope With overload is a central feature of
learning disabilities (Cohen & Netley, 1978). It appears that norHidls possess both

spontaneous and voluntary abilities to organize, proce:s and encode information into
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memory; and here they differ from LD students.

In the area of long~term memory (LTM), research indicates that organization of
matcnals scmannca}ly is not deficient in L.D.'s; but faulty cncodmg of information into LTM
is unphcatcd. Cogmnvc structural factors do not différ bctwecn LD students ard riormals but

spontaneous use of orgamzcd study stratcglcs is deficient in LD students (Dallagc & Moley,

strategies.
Studies to accommodate these deficiencies have focused on such strategies as
cumulative rehearsal stratcgy and chunking of mformatmn into meaningful units. These

lcammg strategies have been dcmonstratcd to be cff ective, but only when the lackmg

In CGﬁClﬁSlOﬂ* caution must be exercised not to conclude that training in the vanous
leammg st ategles eliminates the differnce* between LD students and normals. Some studies
have dcmonstratcd that thcsc strategies benefit normals as well, therefore, the degrcc of
benefit must be measured to see ﬁ: Lﬁ studeénts have improved to a greater degree considering
their lower initial level of jiéi'féiﬁéﬁéé.

D. S 'pciiin§

Webster (1979) defines spelling as "the forming of words from letters accordx. 12 te

aeééptéd uSagé: Orth'bgiﬁphy." Orth'og'r:’iphy is defined as "the representation of sounds of a

and graphy meaning "wntxng " Spcllmg is exact and the ablllty to spell is niecessary for

effective written communication, an essentnal academic skm Poor spellmg (con51stent1y
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typically not been an area of interest for research, especially in the field of learning
disabilities. This could be attributed to the fact that the field of learning disabilities is a young
and very controversial one. The scant amount of research that has been conidiicted has been
donie primarily on school-age children; with little emphasis on college-age adults.
Disagreement among experts as to the etiology of spelling deficiency has led to different
hypotheses and approaches for remedial spelling instruction.

Several different theories have been postulated as to the cause of a spelling
deficiency in learning disabled individuals. Most of these hypotheses are based on the
assu'mp'tio’ﬁ that there is a deficit in one or more of the processing functions. These would
inclide aﬁéit'csfy' féééf:tivé pféisiéms; poor visiial and auditory mesmory and discrimination,
visual-motor integration difficulties and sound-blending ability. Hagin (1971) states that the
pervasive difficulty of the LD adolescent is an inadequacy in dealing with sym" >ls: One of
the most popular notions is that of a sequencing deficit. More recent research is tending to
disprove this contention. Seymour and Cer.ucas (1980) argue that spelling depends on
permanent storage of information about letter identity and sequence. They propose the
riotion of 4 strictural ea&iﬁg deficit. Nelson (iééé} suggests that spelling difficulties are not
diie 10 a sequencing deficit buit rather to poor memory capacity or atientional Processes.

Despite the great divergence of thinking on etiology,; there is more agreement on the
need for some type of error analysis system. These practical systems enable the educator to
develop specific instructional techniques, based on each student's strengths and weaknesses.

Over the last decade, several error class*fication systems have been developed which
are prﬁﬁaﬁiy concemed with children’s spéiiing. Yarborough and Silva (1983) recognize the
need for 2 diagnostic/remedial decision-miaking protocol for adolescent/adult spellers. They

have designed a model with a new error classification strategy with 2 objectives:
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1) to deiermine frequency of given types of errors
2)  toidentify severely disabled spellers
Their error analysis system can be applied to the everyday writing experiences. It
is divided into identifying errors within the four basic characteristics of spelling. They are:
1) Language
2) Learned Lexicon

3) éftiiégﬁphié Conventions

4)  Anomalies
This sysiem eaables one to pinpoint errors and specific needs, From this basic framework it
is now possible to apply appropriate instructiorial techniques.

Based on the preceding assumptions, several difference methods of intervention
have been introduced over the years. The majority of these techniques are specifically for
elementary-age children. The fo’iibwiﬁg is a brief summary of someé of the more effective
procedures. Forar - detiled description the réader is directed to the accompanying list of
references.

Two of the traditional interventions which have been used widely with LD children
are the Orton-Gillingham method (Gillingham & Stillman, 1975) and the VAKT (Fernald,
1943). Both these approaches are multisensory, facilitating spelling instruction by
éaﬁxisiﬁiﬁg the visual, aaéitéfy (pﬁéﬁiés); and Kinesthetic (writing) modalities. Fernald
added the tactile modality and the éﬁﬁﬁasi's on the motivation factor paired with successful
experiences. This method was found to work well with older stadents. Phonetic traiiing is
a common instructional and remedial technique.

Many different interventions for teaching spelling have been proposed; however, not

all have proven éffectivé. Graham & Miller (cited in Hallahan, Kauffman & Lloyd, 1985)
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reviewed the research and summarized which procedures were found to be useful: The
followiz:: is a shortenec - =rsion of their findings; emphasizing those strategies thought to be

most applicable to a college .. population:

1. Using a syntlietic approach (one in which students learn to build up correct
spelling from letter-sound correspondences and generalization) is superior
to a syllable approach.

2. Requiring students {0 correct their own tests and practice i the words they
misspelled is very beneficial.

3. Having students devise their own methods of éﬁid&iﬁé is not valuable.

4, Requiring students to copy words repeatedly will pot guarantee retention of
the correct spellings.

A systeni of Morphographic Spelling has been developed by Dixon (1976). This is
in an intensive, highly-structured teacher-directed remedial spelling program for 4th - 12th
grader< and aduls: Tﬁls technique assumes students know Sééi&i §f>élliﬁg §1&11§ and Eégiﬁé
instructions with morphographs (small units of meaningful writing).

A study by Catherine Terrell (1983) on L.D. adolescents suggests three possible
factors which may contribute to significant improvement in spelling performance: 1) a
systematic study périod; 2) peer-tutoring and; 3) mutual behavioral contracting. Further
studies on a co'iiégé LD po'puiatieh with these three variables could be encouraging as these
are &H factors easﬂy ﬁﬁﬁiéiﬂéﬁté& at the college leve!l.

Allred (1977) states that the self-corrected test has been found to be the most
ﬁﬁﬁéﬁéﬁi single factor contributing to achievesnent in spelling.

Bryant, Drabin and Gettinger (1981) hypothesized that the LD student may be
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particularly susceptible to overloading and interference. Based on these findings, they
suggest that spelling instruction should be modified by reducing the number of words taught.

Maost recently, a cognitive-developmental model, which assumes that L.D. spelling
errors reflect a cogmtx\ s.-lmgulstxc delay, not-deviance, has been proposed (Frith 1980).

Gerber ( 1984) postulatcs that I; D. students are not lacmng in thc elcmcntary knowlcdgc of

monitoring such information. He thus concludes that an cffccnvc intervention strategy
would be suoplementary instruction in general problem-solving skills as they relate to the
acquisition of basic academic skills. This theory is also plausible for college LD students
bccausc some form of study skills and problcm solving strategies are usually part of their
collegc cxpcnencc It is also a refreshmg 0pt1mJ°t1c theory, emphasizing the . ide~*'s
strengths.

Using this cognitive-developmental model, Nulman & Cerber (1984) provide
support for a problem-solving approach as well. They hypothesize that ¢ effective
remediation strategy would be the use of contingent imitiation and modeling:

1. Teachers can use error pattern analysis to diagnose spelling problems and

plan remedlanon stratcglcs
2. In spelhng instruction teachers can sh « childrén how to mode’ adult

§§éiliﬁg ﬂiiﬁiigﬁ self-correction:

As stated earlier, the majority of these remediation strategies were developed based
on research with school-age populations, both LD and normal. The great need for research
in this area for a collegc LD population; a population in an atmosphere where an enormous
cmphas:s is Jnaecd on cftEctwc wnttcn commiunication, can fiot be 1gnored. In the meantime,

with extreme caution and conmdcratron for cach mdmdual s specific needs, some of these
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strategies may be i@iﬁliiﬁiﬁlé when ﬂéiliﬁg with LD college students. Careful monitoring of
the individual's progress will determine whether the remediation is effective or de‘rimental.
Until specific t.mediaiion strategies can be proven effective, it may be suggested that
evaluation of an LD student's :*riten work be based on content, rather than mechanics,

specificaliy <peli:ng.
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