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ABSTRACT
Roberson-Shivers, Paralee A., A phenomenological descriptive study of perceptions of
community college professors regarding instructional practices for students with disabilities at a
college system in southeast Texas. Doctor of Education (Special Education Leadership), May
2021, Houston Baptist University, Houston, Texas.

The purpose of this qualitative study was to describe the perceptions of community college
professors regarding the instructional practices for addressing the needs of students with
disabilities at postsecondary institutions in Southeast Texas. The participants for this study were
purposefully selected from within a population of faculty as a snowball sampling. A total of 11
participants responded to the invitation to participate in the interview sessions. Participants
addressed all questions on the questionnaire during the interview sessions. In the descriptive
study, the researcher used the qualitative research methodology of hermeneutical
phenomenology. In doing so, the researcher gained knowledge as the participants in this study
conveyed their feelings, which described what they perceived and sensed through their own
experiences. The overall findings on the participants’ questionnaire responses and interviewee
sessions indicated that fifteen themes embedded in four categories emerged. The themes for the
Accommodations category included statement needed in syllabus, sensory impaired students,
testing, and administrating exams. The themes for Student Engagement category included inclass settings and online settings. The themes for Information and Training category included
face-to-face training, online video training, and external facilitated training. The themes for
Classroom Assistants, Assistive Software, and Technological Tools included sign language
interpreters, note-takers, Communication Access Real-Time Translation (CART), Canvas,
Kaltura, YouTube videos, and PowerPoint presentations. Based on responses from participants in
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this study, provided support and skills needed to work successfully when providing instructions
to students with disabilities at a postsecondary institution.
Keywords: accommodations, assistive software, classroom assistants, disabilities services
centers, instructor training, professional development, student engagement, students with
disabilities
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CHAPTER I
Introduction to the Study
Ensuring students with disabilities enjoy the same educational benefits as students
without disabilities is a major concern for postsecondary institutions within higher education
(Kim & Kutscher, 2020). Civil rights legislation and social equity awareness, assistive and
informational technology, and education have resulted in better outcomes for students with
disabilities (Desmond et al., 2018). The implementation of inclusion in elementary and
secondary schools, placement in the l east restrictive learning environment, along with formal
transition planning have helped to foster greater high school completion rates and expectations
for postsecondary education for students with disabilities (Mcguire, Scott, & Shaw, 2006).
Increases in reading proficiency accounts for more students with disabilities graduating with a
high school diploma and enrolling in postsecondary institutions (Burgstahler & Moore, 2008;
USDOE, 2010).
Approximately 15% of all students with disabilities pursued four-year postsecondary
education in 2010 compared to 37% of their typical peers (Sanford et al., 2011). Ninety-eight
percent of four-year colleges in 2003 reported having at least one student with a disability
(Johnson, Zascavage, & Gerber, 2008). Current federal data showed 88% of private universities
and 99% of public universities reported students with verified disabilities enrolled at their
institutions (Raue & Lewis, 2011).
While the increase in numbers of students with disabilities enrolling in postsecondary
education is encouraging, the graduation rates are not (Shepler & Woosley, 2012). Federal data
showed that 29% of students with disabilities who enroll in four-year colleges receive a degree
compared to 42% of their typical peers (Sanford et al., 2011). In addition, research showed that
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more students with disabilities are entering postsecondary education, but less than 44% graduate
after a 10-year period (Heward, 2006; National Council on Disability, 2000).
Houston Baptist University has made a commitment to fulfill its responsibility for
renewal of Christian higher education through a vision organized around Ten Pillars. The pillar
that relates to my study is Pillar Nine, which states the following: Cultivate a Strong Global
Focus encourages us to commit to excellence on a global scale (Noll, 2000). In this first chapter,
the researcher provides the following: (a) introduction; (b) background of the study; (c)
statement of the problem; (d) statement of the purpose and significance; (e) research questions;
(f) definition of terms; (g) theoretical framework; (h) limitations; (i) delimitations; (j)
assumptions; and (k) organization of the study.
Background of the Study
According to several studies, the transition to postsecondary education can be especially
difficult for students with disabilities (Aase & Price, 1987; Dalke & Franzene, 1988; Madaus,
2005; Michaels, 1994). However, postsecondary institutions have become more of a viable
option for students with disabilities (Quinlan, Bates, & Angell, 2012). Students with disabilities
recognize there are additional options for them after graduating from high school (Grigal, Hart,
& Weir, 2012). Many students with disabilities pursue college degrees, and certificates in the
field of his or her interest (Grigal & Bass, 2018)
A significant problem is the lack of students with disabilities studying in postsecondary
institutions: their intellectual disabilities are mostly concealed (Harden, 2003). According to
Knowles and Knowles (1983), admitting students with disabilities allows higher education
institutions to further promote their progress by supplying them with adequate housing. As
students with disabilities make their transition from high school to postsecondary institutions,

3
they will encounter different levels of support because they are considered adults in the higher
education sector (Reedy, 2017).
To prepare students with disabilities to enroll in postsecondary institutions after high
school, there is the requirement of a transition plan that provides directions for the students
(Sitlington, 2003). When students with disabilities are planning to transition from high school to
postsecondary institutions, many things must be taken into consideration (Midwest New Media,
2019). This information must be carefully reviewed and explained to ensure that students with
disabilities and their families understand they must take responsibility for their own education
and advocate for their academic accommodations and academic services (Field, Sarver, & Shaw,
2003). Students with disabilities must acknowledge and become aware of the obstacles and
challenges of attending higher education before they pursue enrollment in a postsecondary
institution and make their dream a reality (Foundation et al., 2019).
The Americans with Disabilities Act (ADA) and the reauthorization of
Individuals with Disabilities Education Improvement Act (IDEIA) increased the number of
students with disabilities pursuing postsecondary education (Carney et al., 2007). Individuals
with disabilities are among the rising number of diverse communities diversifying college
campuses around the country because of legal affirmation and evolving instructional practices
(Nutter & Ringgenberg, 1993).
Federal law supports students with disabilities with the right to appropriate academic
accommodations and academic services to assist them with transitioning from high school to
postsecondary institutions (Burgstahler & Russo-Gleicher, 2015). Additional time to complete an
examination or course room assignments, provide a note taker in a course, allow the student to
tape-record course room lectures, as well as provide large print of reading materials for a course
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are a few examples of appropriate academic accommodations (Burgstahler & Russo-Gleicher,
2015). The Rehabilitation Act of 1973 and the ADA are civil rights legislations also designed to
protect the rights of students with disabilities (Janiga & Costenbader, 2002).
According to the U.S. Department of Health and Human Services (USDHHS,
2008), Section 504 of the Rehabilitation Act of 1973 is a national law that protects qualified
individuals from discrimination based on their disability. Section 504 provides protection for any
individual within an educational learning environment who has been identified as an individual
with a physical disability, hearing impairment, visual impairment, health problem, speech
impairment, or learning disability (U. S. Department of Education, 2010). It is important for
students with disabilities to be aware and recognize there are laws that protect them at
postsecondary institutions that receive federal funding (Madaus, 2005).
Texas has made substantial educational progress recently in program completions and
achieving a college diploma, it still has a long way to go (Darling-Hammond, Flook, CookHarvey, Barron, & Osher, 2019). For example, Texas has become increasingly engaged in a
global economy dependent on skilled and knowledgeable workers; most of those workers must
come from postsecondary institutions Texas Higher Education Coordinating Board (2015).
Statement of the Problem
While some federal laws are in place to ensure the provision of appropriate
accommodation on college campuses for students with disabilities, many students either do not
make daily use of their accommodation or do not seek to become aware of the number of
services that may be made accessible to them (Ferrell & Marshak, 2004; Jackson & Ferrell,
2000; Marshak, Ferrell, & Dugan, 2004). Understanding where the resources are, knowing what
the resources are, and the how the resources can add value is extremely important for the student
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to achieve academic success (Field, Sarver, & Shaw, 2003).
According to Pew Research Center survey (2020), students across the nation shifted from
classrooms to online learning. This shift causing students with disabilities to be faced with
unique barriers. A survey conducted in Spring 2016 of Americans ages 18 and older disabled
Americans express lower levels of comfort with using technology. Disabled adults are less likely
than those without a disability to say that having a high level of confidence in their ability to use
the internet and other communication devices to keep up with information describes them “very
well” (39% vs. 65% of all adults). A separate survey conducted in fall 2016 found that 23% of
disabled adults say they never go online compared with 8% of non-disabled (Pew Research
Center, 2020).
Statement of the Purpose and Significance
The purpose of this qualitative study was to examine the perceptions of community
college professors regarding the instructional practices for addressing the needs of students with
disabilities at postsecondary institutions in southeast Texas. One of the primary missions of a
community college is to address the needs of members in the entire community that it serves,
including students with disabilities (Williams, 2002). Cohen and Brawer (2003) reported
community colleges are untraditional, but they are truly American because at their best, they
represent the United States at its best. Never satisfied with resting on what has been done before,
community colleges try new approaches to old problems (Warren, 2020). Community colleges
maintain open channels for individuals, enhancing the social mobility that has characterized
America, and they accept the idea that society can be better just as individuals can better their lot
within it (Cohen, 2003).
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Community colleges seek to provide appropriate academic accommodations and
academic services (Cohen & Brawer, 2003). Community college personnel understand that it is
important for students with disabilities to have equal access to a quality education in higher
education (U. S. Department of Education, 2020). Community college personnel are aware of
their open-door admission policy as well as the cost to provide appropriate academic
accommodations and academic services for students with learning disabilities (Cohen & Brawer,
2003). Therefore, they adhere to the academic accommodations and the academic services
policies community colleges must follow. Although challenging, community colleges must be
prepared to assist students with disabilities and successfully provide the appropriate
documentation regarding their disabilities. According to Smith (2004), one-way students with
disabilities can significantly improve their career potential is through postsecondary education if
additional assistance is provided at the enrollment and registration intake at community colleges
admissions departments.
Research Questions
The following research questions guided this study:
1. What are the perceptions of community college professors in regard to engaging students
with disabilities in class?
2. What are the perceptions of community college professors in regard to presenting
information in ways that reach students with disabilities?
3. How do community college professors offer purposeful options for students with
disabilities to show what they know?
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Definition of Terms
To ensure clarification of the terms that are included in the study, operational definitions
of the terms will be displayed in this section of the chapter. Some terms have multiple uses
depending upon the context in with they may be used.
Accommodation
Providing instruction to allow students with disabilities with equal access to education
(IDEA, 2004). Americans with Disabilities Act of 1990. The Act designed to the rights of people
with disabilities (Janiga & Costenbader, 2002).
Campus resources
Administrators, faculty, counselors, advisors, disability services coordinators, and staff
who work for a postsecondary institution. This also includes campuses programs and services
(Duggan, 2010).
CAST
A nonprofit education research and development organization that created the Universal
Design for Learning (UDL) framework and UDL Guidelines, now used throughout the world to
make learning more inclusive.
Community college
A 2-year college that awards an associate degree upon program completion (Cohen &
Brawer, 2003).
Disability support services (DSS)
Establish and disseminate criteria for disability services, meet with students to discuss
access needs, receive and store confidential disability documentation to support a student’s
eligibility for disability services and accommodations, collaborate with faculty and staff
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regarding essential course and/or program requirements and appropriate reasonable
accommodations as well as ensure diversity efforts on campus that promote disability equity and
inclusion (McGinty, 2016).
Higher education institution
A 2-year or 4-year college or university that awards an associate’s, bachelors, or
master’s degree upon program completion (Cohen & Brawer, 2003).
High school
A secondary school including Grades 9 –12 (IDEA, 2004).
Individual education plan (IEP)
A plan that outlines appropriate education instruction for students with disabilities in
special education, listing the special education students’ educational goals, services, support
appropriate academic accommodations, and appropriate academic services to ensure the special
education students successfully complete Grades K–12 (Turnbull, Huerta, & Stowe, 2006).
Learning disability
A neurological handicap that affects the brain’s ability to understand, remember, or
communicate information, which in turn affects a learning component for a student in the areas
of listening, thinking, speaking, reading, writing, spelling, and mathematical calculations (IDEA,
2004).
Modifications
Making appropriate adjustments and changes needed for special education students
within any realm of their transition process (IDEA, 2004).
Postsecondary institution
Two-year or 4-year college or university, business college, or vocational school
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(Cohen & Brawer, 2003).
Psychosocial
Relating to the combination of psychological and social behavior (Vizzotto, Oliveira,
Elkis, Cordeiro, & Buchain, 2013).
Post-traumatic stress disorder
Posttraumatic Stress Disorder (PTSD) is a psychiatric disorder that can occur in people
who have experienced or witnessed a traumatic event (Shalev & Bremner, 2016).
Reasonable
Providing students with disabilities with feasible program or curriculum modifications
within the academic education sector (Collins, 2007).
Retention
The ability of maintaining students with disabilities within a postsecondary institution
until the higher education student has earned and obtained a certificate of study or a degree
(Madaus & Shaw, 2004).
Section 504 of the Rehabilitation Act of 1973
Provides protection for students with disabilities to ensure they are not discriminated
against because of their disability (USDHHS, 2008).
Self-advocacy
Having the ability to express one’s wants and needs (Paradiz, Kelso, Nelson & Earl,
2018).
Self-determination skills
Skills such as decision-making, problem-solving, self-monitoring, self-analysis and
aspirations (Richter, 2007).
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Snowball sampling
Snowball sampling or chain-referral sampling is defined as a non-probability sampling
technique in which the samples have traits that are rare to find. This is a sampling technique, in
which existing subjects provide referrals to recruit samples required for a research study.
Special education student
School Age (ages 3-21): Students with disabilities who are determined eligible for special
education and related services are entitled to a Free Appropriate Public Education (FAPE).
Services are provided to eligible students according to an Individualized Education Program
(IEP) in preschools, elementary, and secondary schools, or other appropriate settings (Public
Education under Section 504, 2008).
Students with disabilities (SWD)
A student with a disability is defined in Public Law 108-446, the Individuals with
Disabilities Education Improvement Act of 2004 (IDEA), as a child "(i) with mental retardation,
hearing impairments (including deafness), speech or language impairments, visual impairments
(including blindness), serious emotional disturbance (referred to in this title as ‘emotional
disturbance'), orthopedic impairments, autism, traumatic brain injury, other health impairments,
or specific learning disabilities; and (ii) who, by reason thereof, needs special education and
related services" (Part A, Sec. 602). An infant or toddler with a disability is defined in IDEA as,
"an individual under 3 years of age who needs early intervention services because the individual
(i) is experiencing developmental delays, as measured by appropriate diagnostic instruments and
procedures in one or more of the areas of cognitive development, physical development,
communication development, social or emotional development, and adaptive development; or
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(ii) has a diagnosed physical or mental condition that has a high probability of resulting in
developmental delay" (Part C, Sec. 632).
Support services
Anyone other than the actual employees within the Disability Support Department, who
can offer a student with a disability some assistance such as, administrators, faculty, counselors,
and staff at a postsecondary institution.
Support team
A group of individuals who work to execute the educational plan for a special education
student to ensure the student can obtain the identified educational
goal (Collins, 2007).
Transition plan/services
A federal requirement for individuals in special education to be provided with a
transition plan or related services to reach their educational goals (IDEA, 2004).
Universal design learning (UDL)
An educational framework based on research in the learning sciences including cognitive
neuroscience, that guides the development of flexible learning environments that can
accommodate individual learning differences.
Vocational certificate
Certificate offered in a study at a trade school or community college that does not require
specific general education courses (Wright & Wright, 2006).
Conceptual Framework
The conceptual framework for this study was based on Universal Design for Learning
(UDL) a framework developed by CAST, which is a nonprofit education research and
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development organization. UDL guides the design of learning experiences to proactively meet
the needs of all learners. CAST developed UDL guidelines that are based on three main
principles that align with these learning networks. The three UDL principles are engagement,
representation, and action and expression, served as the base for the three research questions in
this study.
The conceptual model has various advantages. It forces the user to think carefully about
the variables and give them precise descriptions. The guidelines help the user to reach a final
result. The standards are pre-determined in advance, there will be a consistent with this
framework, therefore everyone who has the variables will know exactly what is expected.
Working with a conceptual model has various advantages. First, the user is “forced” to think
carefully about the variables and give them precise descriptions. In addition, the guidelines help
the user to reach a final result. The standards that are determined in advance will be consistent
with this framework, so that everyone who has the variables knows exactly what is expected
(Mulder, 2017).
Limitations
Limitations in research are matters and occurrences that arise in the study, which are out
of the researcher’s control (Connelly et al., 1970). The limitations of this study included the
following:
1. The participants in this study will consist of community college professors who teach
students with disabilities at one community college system in southeast Texas.
Delimitations
Delimitations of a study are boundaries defined by the researcher with conscious
exclusionary and inclusionary decisions made during the development of the study. Hancock and
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Algozzine (2016) defined delimitations as the restrictions of the research, which are identified
during the developmental stages. Hancock and Algozzine noted the restrictions are based on the
topic being explored and a general description of identified factors. According to Simon (2011),
delimitations are the criteria denoting the parameters of the study. Delimitations of a study are
boundaries defined by the researcher with conscious exclusionary and inclusionary decisions
made during the development of the study. The delimiting guidelines are controlled by the
researcher. This study involved the following delimitations:
1. The participants in this study were community college professors selected from one
community college system in southeast Texas.
2. The study involved one community college system in southeast Texas.
3. The study included eleven professors who were invited to participate in the study.
4. The study was delimited to participants with at least three years of teaching experience.
5. The study was delimited to professors who had experience teaching students with
disabilities.
6. The study was delimited to the professors who met the criteria for selection and who
were available and willing to participate.
Assumptions
Three general assumptions of this study were:
1. The survey that was used in this study was valid for the purpose intended.
2. It was assumed that the participants received the explanation of the purpose and use
of the survey and responded objectively and honestly.
3. It was assumed that participants described their perceptions of disability support in
higher education via interviews of their current coping strategies.
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Summary and Organization of the Study
Chapter I provided the introduction, background of the study, statement of the problem,
statement of the purpose and significance, research questions, definition of terms, theoretical
framework, limitations, delimitations, assumptions, and organization of the study. In Chapter II,
the researcher provides a review of the literature including: (a) introduction; (b) theories
regarding students’ perception of the quality of disability support services; (c) non-cognitive and
other potential factors impacting students with disabilities; (d) institutional practices to support
students with disabilities; (e) the current state of support services to students with disabilities in
higher education; and (f) programs that implemented in higher education in community colleges
Texas; (g) summary. In Chapter III, the researcher describes the methodology used in this study,
which includes research design, participants, context and setting, instrumentation, data
collection, and data analysis. In Chapter IV, the researcher shares the findings of the study. In
Chapter V, the researcher provides discussions, implications, recommendations, and conclusions.
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CHAPTER II
Review of the Literature
The purpose of this qualitative study was to examine the perceptions of community
college professors regarding the instructional practices for addressing the needs of students with
disabilities at postsecondary institutions in southeast Texas. This chapter examines the existing
scholarly studies to acquire insight and information as well as shed some light on how students
with disabilities perceive support services that are rendered at postsecondary institutions. The
following literature review focuses on the topics relating to perceptions of students with
disabilities regarding the disability support services, academic accommodations, and access to
campus resources at their community college.
The information for the literature review includes the following: an examination of
conceptual framework that motivated students with disabilities to seek higher education; the
examination of laws that allowed students with disabilities the opportunities and resources
needed to acquire a higher education; the review of barriers associated with access to academic
and services accommodations; some historical events that affected disabled student engagement
with institutions of higher learning; and the impact generated from faculty, staff and disabled
student interactions. Finally, this review culminate with a critical analysis of the gaps in service
delivery and the implications for enhancing service delivery for students with disabilities in
higher education.
Universal Design for Learning (UDL)
Universal Design for Learning (UDL) is a way of thinking about teaching and learning
that helps give all students an equal opportunity to succeed. This approach offers flexibility in
the way students access material, engage with it and show what they know. Developing lesson
plans this way helps all kids, but it may be especially helpful for kids with learning and thinking
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differences. To understand what Universal Design for Learning (UDL) is, it helps to understand
what it is not. The word universal may throw you off. It may sound like UDL is about finding
one way to teach all kids. But UDL actually takes the opposite approach.
The goal of UDL is to use a variety of teaching methods to remove any barriers to
learning and give all students equal opportunities to succeed. It is about building in flexibility
that can be adjusted for every student’s strengths and needs. That is why UDL benefits all
students.

Figure 1. The Three Principles of UDL. Adapted from National Center on Universal Design for
Learning.
UDL provides that same kind of flexibility in the classroom. By applying UDL principles
teachers can effectively instruct a diverse group of learners. They do this by building in
flexibility in the way learners can access information and in the ways students can learn (Daley
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& Abarbanell, 2008). Problems of access, according to this view, can often be avoided by
eliminating environmental barriers that potentially affect a wide range of people. Manually
operated doors, sidewalks, stairs and standing-height drinking fountains, for example, are all
potential barriers to someone using a wheelchair, but they also make life difficult for anyone who
is carrying a heavy load, using crutches after an accident, or who simply is not tall enough to
reach a drinking fountain. The “universally designed” solutions to these barriers—automatic
doors, curb cuts, ramps, elevators, and accessible drinking fountains—can be used and enjoyed
by everyone. One of the hallmarks of Universal Design is that it “proactively builds in features to
accommodate the range of human diversity” (McGuire, Scott, & Shaw, 2006, p. 173).
Not surprisingly, educators have adopted UD as a conceptual and philosophical
foundation on which to build a model of teaching and learning that is inclusive, equitable, and
guides the creation of accessible course materials. Several models appear in the literature,
including Universal Design of Instruction, based on UD’s seven original principles, and
Universal Design for Instruction, based also on the seven principles but with two additional
principles added to specifically address issues of teaching and learning (Burgstahler, 2008).
Another UD model for education is Universal Design for Learning (UDL), which retains
UD’s spirit of inclusion while reducing the number of principles to just three. Universal Design
for Learning has three principles, which are tailored to the instructional environment, are based
on cognitive research involving “learning networks.” These principles are: (1) multiple means of
representation, to give learners various ways of acquiring information and knowledge; (2)
multiple means of student action and expression, to provide learners alternatives for
demonstrating what they know; and (3) multiple means of student engagement, to tap into
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learners’ interests, challenge them appropriately, and motivate them to learn (Center for Applied
Special Technology, 2009).
The ACCESS Project at Colorado State University has adopted this three-part UDL
framework to guide its primary mission: ensuring that students with disabilities receive a quality
higher education. While never losing sight of the needs of students with disabilities, the Project
has broadened its focus to include improved learning opportunities for all students (ACCESS
Project, 2007). Universal Design for Learning is promoted as a model for good teaching
generally, and as such it is becoming an important part of a broader conversation about
pedagogy. Through a partnership with the university’s Institute for Learning and Teaching, UDL
is being addressed in “Master Teacher Seminars” and “Teaching with Technology Workshops”
that reach hundreds of faculty and graduate teaching assistants every semester.
The literature about UD in higher education is long on principles and “best practices,” but short
on empirical evidence of its benefits. In response to the call for more research by scholars in this
field (Burgstahler, 2008; McGuire, et al., 2006; Rose, et al., 2008; Spooner, Baker, Harris,
Delzell, & Browder, 2007), the ACCESS Project put in place a research agenda to examine the
effectiveness of providing training to faculty on the principles and practices of UDL. After
Schelly, Davies, & Spooner (2011), it was determined that a study at the University of Guelph in
Ontario, Canada, provided a model of how such research might be conducted (Yuval, Procter,
Korabik & Palmer, 2004). Yuval and colleagues describe their efforts to measure the “extent of
UID [Universal Instructional Design] implementation, and to assess whether student academic
self-efficacy and affective states improved as a result of UID implementation” (Yuval, et al.,
2004, p. 1).
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Self-Determination Theory
According to Brackin (2005), the theory of self-determination revealed that students with
disabilities are previously fulfilling the elements of the theory of self-determination by setting the
goal to attend a postsecondary institution of their choosing. Daily, these students persevered to
extend their self-determination skills by solving challenging issues (Darling-Hammond, Flook,
Cook-Harvey, Barron, & Osher, 2019). Guzman and Balcza (2010) reported in the theoretical
tenets of self-determination, self-efficacy, and self-advocacy indicated by the same students.
The research revealed services administered to students with disabilities required
additional enhancements at the postsecondary level of education. According to Dymond,
Renzaglia, and Chu (2007) and Izzo, Hertzfeld, and Aaron (2001), a comprehensive application
for services is needed. Dymond et al. (2001) reported that even though students continue to
experience low rates of persistence, retention, and graduation, significant growth of students with
disabilities in higher education exists.
Olney and Brockelman (2005) reported many individuals with disabilities found
themselves highly academically prepared to attend postsecondary institutions with successful
outcomes in self-advocacy strategies and self-determination categories. Debrand and Salzberg
(2005) suggested that students with disabilities in colleges and universities were discovering
some of the intrinsic motivations for why they were seeking the opportunity of higher
educational growth. Citizens of diverse backgrounds are demonstrating a desire to obtain a
college education like that of the general population of American citizen students with
disabilities who also aspire to achieve a higher education (Cowen, 1993).
In order to meet functional goals in their lives, have a significant income, support and
financial security, students with disabilities are motivated by desire (Connor, 2012; Elkins,
Braxton, & James, 2000; Marniseishvili & Koch, 2011). By definition, psychosocial theories
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mean the ingenuity and independence of the individual motivated one to set goals which can be
expressed or stimulated by mastering social struggles related to authentic life-challenging
situations (McEwan & Downie, 2013; Woosley & Miller, 2009).
In order for some students with disabilities to be successful in higher education, these
students require adequate skills and accommodations to allow them true access to a variety of
resources. The research showed having a social-psychological mind-set to want to obtain a
postsecondary education is not enough in and of itself. This research suggests although disability
offices at the postsecondary institutions give the appearance of promoting self-determination,
universal design and equality, the fact is, many times students with disabilities are forced to
advocate for resources independently. Unfortunately, at many postsecondary institutions, social,
physical, and structural barriers remain to be of concern for students with disabilities
(McDonnell, McLaughlin, & Morison, 1997).
According to Turnbull and Turnbull (2001), some postsecondary institutions develop a
welcoming campus environment for students with disabilities by teaching them selfdetermination skills. Postsecondary institutions are dedicated to educating students with
disabilities and desire to positively impact this growing student population. In order to increase
their chances for success at the postsecondary level of education, self-determination skill
development is critical. Students are more likely to succeed when they learn self-determination
skills such as decision-making, problem-solving, aspiration to thrive, self-monitoring of
problematic behavior and self-analysis skills Wehmeyer (2006).
Self-determination consists of many concepts including actualizing autonomy,
developing confidence, being able to self-advocate, being able to adapt to a cultural and campus
environment that values independence in thought, self-efficacy, and being able engage socially
(Kipp & Amarose, 2008; Ryan & Deci, 2000). In addition to students with disabilities facing

21
barriers in other areas such as academic rigor, their motivation and need for skill development
will continue possible for the foreseeable future (Hui & Tsang, 2012; Ryan & Deci, 2000;
Wehmeyer, 2006).
Self-determination behavioral characteristics are teachable and should be acquired early
in life as caregivers and educators demonstrate and instruct students on self-determination and
provide the opportunities for students to apply these skills (Moore & McNaught, 2014). Research
shows that having the ability and opportunity to interact with their environment is essential to the
development of self-determination skills among students with disabilities (Moore & McNaught,
2014; Shogren et al., 2007).
Self-Advocacy
Researchers have emphasized the importance of developing and improving self-advocacy
skills in students with disabilities (SWD) transitioning to postsecondary institutions and how
critical it is to include self-advocacy training in transitional services (Ankeny & Lehmann, 2010;
Lynch & Gussel, 1996; Murray, Lombardi, & Kosty, 2014; Newman & Madaus, 2015). Selfadvocacy is having the ability to express ones’ wants and needs. Self-advocacy has been
described in the literature as an objective for education, “a civil rights movement” and an
element of self-determination (Schreiner, 2007; Test et al., 2005). Self-advocacy with respect to
SWD is defined as having an understanding of one’s disability, such as strengths and weaknesses
ensuring from the disability, understanding of legal rights, and possessing the ability to
communicate needs for services (Lynch & Gussel, 1996; Sinner, 1998; Test et al., 2005).
Knowledge of Self
Self-advocacy begins with a thorough understanding of the self: an awareness of personal
and academic strengths and limitations, an understanding of one’s disability and associated
challenges, and knowledge of the appropriate adjustments necessary to support one’s needs
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(Milsom & Hartley, 2005; Test et al., 2005). According to Brinckerhoff (1994), unfortunately,
many students are uniformed about their disability and how it impacts their education.
In an assessment conducted by Brown (1982) and Cordoni (1982) respectively, it was
suggested that students enrolled in the learning disabilities program at Barat College had a
limited perception of their academic abilities and limitations and their aptitude for achievements
at the postsecondary level (Brown & Cordoni, 1982).
Knowledge of Rights
Self-advocacy also requires an understanding of legal rights, awareness of “one’s rights
as a citizen, as an individual with a disability, and as a student receiving services under federal
law” (Test et al., 2005, p. 50). SWD transitioning from high school to college should be made
aware of the changes in legal rights and responsibilities. They are transitioning from a system
where they are protected by IDEA and are primarily supported by parents and educators to a
system where, in order to receive services, they are entitled to under federal laws, students must
first request such services (Section 504). Students must understand their legal rights under
Section 504 and ADA and that they are accountable for making sure their rights are respected
and accommodations are implemented (U.S. Department of Education, 2011). Many lack
awareness of the system and the procedures that require them to take the initiative and notify the
appropriate campus officials to request appropriate services, submit documentation, and notify
the proper individuals, such as faculty members, of their approved accommodations (Skinner,
1998).
According to research, college SWD possess minimal understanding of accommodations
and/or their rights. Based on data collected from an assessment of SWD enrolled at 15 colleges
throughout eight states, Thompson (1993) found substantial deficits regarding awareness of
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disability rights among most of the participants (Thompson, 1993; Palmer & Roessler, 2000).
Additional research has found that a great number of SWD require assistance with navigating
difficult social exchanges, such as about inquiring and discussing their accommodation needs
(Palmer & Roessler, 2000).
Communication
In addition to having an awareness of the self and legal rights, individuals with
disabilities must know how to effectively communicate their needs to authority figures. Test et
al. (2005), during their literature review for their Conceptual Framework of Self-Advocacy,
found that all selected resources that were “20 data-based intervention studies” incorporated the
development of communication skill as an instrumental measure of self-advocacy.
Communication skill is critical for SWD being able to communicate their strengths and
limitations while requesting appropriate academic accommodations is fundamental for SWD to
maximize their success at the postsecondary level. According to Skinner (1998) and Test et al.
(2005), given the change in legal rights, roles, and responsibilities, it is imperative that students
are taught how to effectively communicate their needs to others.
According to research conducted by Greenbaum, Graham, and Scales (1995), only 45%
of high school graduates diagnosed with LD specified their disability on their first college
applications. Their motives for not doing so ranged from the possibility of self-disclosure
harming their chances of getting accepted to the assumption that appropriate accommodations
would not be necessary at the postsecondary level (Greenbaum, Graham, & Scales, 1995). It
should be noted that students with disabilities are not required to disclose their disability on their
college applications; however, to receive academic accommodations based on a disability,
students must self-disclose and communicate their disability needs to the appropriate office on
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campus and notify faculty of their appropriate accommodations accordingly (Morningstar et al.,
2010).
Promoting Self-Advocacy
Many incoming college students with disabilities lack self-advocacy skills due to the lack
of training and the opportunity to practice self-advocacy at the secondary level (Brinckerhoff,
1994). Parents serve ad advocates, while students are merely observers and are not taught how to
properly self-advocate during transition services. All of this intended support for the student
defeats the purpose of the students’ participation in their IEP (Brinckerhoff, 1994; Field, Sarver,
& Shaw, 2003; Morningstar et al., 2010).
Developing self-advocacy skills is significant for SWD success. By training students in
self-advocacy, educators help students “to become more autonomous adults” (Roessler, Brown,
& Rumrill, 1998, p. 21) and enhance SWD educational outcomes at the postsecondary level
(Morningstar et al., 2010). Yuen and Shaughnessy (2001) called for secondary institutions to
impart self-determination approaches in the curricula and support services and classrooms, and
for postsecondary institutions to develop curricular intended to deliver a theoretical and
instructional foundation for current courses that assist with improving self-determination and
self-advocacy skills amongst students as to increase the graduation rate of SWD.
Self-advocacy, one of the core components of self-determination, requires SWD to not
only communicate their needs, but to know who they are and to be aware of their strengths and
limitations as they relate to their disability (knowledge of self), to know their rights and what
they are legally entitled to (knowledge of rights), and take control of their academic life. Since
SWD do not incidentally acquire self-determination skills, such as self-advocacy, they must be
taught these skills (Schreiner, 2007).
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As part of a Summer Transition Program, Boston University offered a three-week selfadvocacy seminar. The focus of the seminar was to teach students with learning disabilities
(SWLD) the knowledge and skills necessary to become successful self-advocates. The program
was designed to teach students how to successfully self-advocate and communicate their needs to
faculty and make use of academic accommodations that can best support t heir disabilities and
helped maximize their success in the classroom (Brinckerhoff, 1994; Skinner, 1998).
Researchers learned how to define their learning disabilities in plain language, manage and
overcome challenges relative to their disabilities by focusing on their abilities. Students learned
how to write a paragraph defining their strengths and limitations. Students learned the
differences between federal laws and students’ rights under IDEA, Section 504, and ADA. The
students learned the roles of the college disability staff members, self-disclosure, how to
community their needs to faculty and other appropriate staff members in order to assist in their
self-advocacy efforts.
While access to reasonable accommodations are ensured by federal laws, instructions on
self-determination, and more specifically self-advocacy, are often not offered at the
postsecondary level. Instead, the focus tends to be on processes and academic accommodations,
such as extensions on exams and/or assignments rather than on the interventions, strategies, and
skills that can best assist SWD with navigating their new environment (Field et al., 2003). Given
the importance of self-determination and self-advocacy skills, researchers called for institutions
to infuse self-determination and self-advocacy in the curriculum as to ensure students develop
such skills (Yuen & Shaughnessy, 2001). Instructors, however, often do not possess the
knowledge and skills necessary to effectively assist students with developing self-determination
and self-advocacy skills.
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Background of Students with Disability
According to Madaus et al. (2009), Preus (2009), Shaw, Keenan, Madaus and Banerjee
(2010), the population of students with disabilities has shown tremendous increases in the past
several decades. Before 1978, the average population of students with disabilities in U.S.
enrollment at postsecondary institutions was marginal. The enormous growth of students with
disabilities in postsecondary education, colleges, and universities caused higher education
institutions to create ways to enhance and deliver goods and services for this new diverse group
(Zagona, Kurth, & MacFarland, 2017; Timmerman & Mulvihill, 2015). The following
paragraphs will examine existing research regarding how the quality of disability support
services for students with disabilities in postsecondary institutions, especially community
colleges were viewed.
According to Wynants and Dennis (2018), even though significant growth continues to
occur with the number of students with disabilities population in higher education, there remains
a low rate of persistence, retention, and graduation. One of the most common institutional
barriers to the success has been identified as the cooperation from college faculty of students
with disabilities. Additionally, this literature review examines the theoretical foundations of
students with disabilities enrolled in postsecondary education especially, the community
colleges. Next, the researcher examined the laws that influenced and currently impact the
increase of students with disabilities attending postsecondary education today. Moreover, the
literature review includes the presentation of research regarding needed accommodations to
increase accessibility for students with disabilities. Finally, an examination of the implications of
current research on how to identify current gaps requires further investigation. This examination
will be beneficial to the sustainability of postsecondary institutions as they must embrace the
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new diversity groups which often represent at least one fifth of the student body in higher
education. According to Hadley (2006), Dowrick et al. (2005), and Quick et al. (2003), these
populations of students come from the ranks of individuals with disabilities in postsecondary
institutions. The economic impact generates a significant amount of revenue for postsecondary
institutions across America. Because students with disabilities, as a demographic group, is
becoming an influential sector of students that generate a vast percentage of the 90% of funds
received from financial aid, they will seek more services and access to resources as a part of their
student life experiences and academic achievement (Erickson et al., 2010; Marshak et al., 2010).
According to Baker, Boland, and Nowik’s (2012) research on perceptions about a
welcoming campus climate for students with disabilities, it was discovered that a positive
classroom climate is necessary to facilitate success of students with disabilities in higher
education. According to Nelson and Reynolds (2015), accommodations that disabled
postsecondary students require are educational entitlements enforced by legislation that prohibits
the discrimination of individuals with disabilities. In addition, legislation entitles students with
disabilities to be educated until the age of 21 years in an appropriate way. Furthermore, BoeltzigBrown (2017) revealed that more recent legislative policy trends related to disability access and
accommodations at the postsecondary level of education with enhancements to disability laws.
To ensure academic success, the universal design for instruction (UDI) is recommended as a
model for good teaching and for guiding faculty in being supportive to the needs of the diverse
learners (Jameson, McDonnell, Johnson, Riesen, & Polychronis, 2007; Westling & Fox, 2009).
During instructional planning, faculty will need to be establish goals and evaluate educational
outcomes for students with disabilities to ensure student success levels are achieved (Mytkowicz,
Goss, & Steinberg, 2014; Street et al., 2012).
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Disability Access Laws
According to Burgstahler and Russo-Gleicher (2015), institutions are required to facilitate
assist in facilitating student with disabilities academic success in areas such as academic success,
retention, attrition and the financial solvency of the institutions. Consequently, students with
disabilities must have legal protection based on their constitutional rights. It is important that
postsecondary institutions familiarize themselves with all laws and states that govern institutional
policies and procedures. Equally important is for students with disabilities to perceive they will
be able to acquire the academic accommodations, disability support services, as well as access to
resources on campus.
Laws that relate to access, anti-discrimination and the need for individualized
accommodations are important to students in higher education. According to Madaus et al.
(2009) the definition of disability has expanded. Students must have a limitation in one or more
life skill areas. To qualify for special accommodations, the student’s limitations must be
debilitating enough to limit one’s normal ability to function equal to that of a normal functioning
individual. A licensed professional (Essex-Sorlie, 1994) must certify a disability. With the
increases in the number of students with disabilities attending postsecondary institutions,
colleges and universities must act in good faith.
According to the new definition for a disabled person he or she is "one who meets the
requisite academic and technical standards required for admission or participation in the
postsecondary institutions programs and activities” (American Council on Education, 2017, para.
3). The following laws shaped the foundations of the legal parameters of disability access and
accommodations on higher education campuses in the United States: 504 of the Rehabilitation
Act, Individuals with Disabilities Education Act, Americans with Disability Act.
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Section 504 of the Rehabilitation Act
Section 504 of the Rehabilitation Act of 1973 is Statues law. Pub. L. No. 93-112, 87 394
(1973) is based on U.S. legislation (U.S. Department of Education, 2010). This statue certified
certain rights to people with disabilities shall, exclusively be barred from “the participation in, be
denied the benefits of, or be subjected to discrimination under any program or activity receiving
Federal financial assistance” (U.S. Department of Education, 2010, para. 1). This act was one of
the first U.S. federal civil rights laws that offered protection for people with disabilities as a civil
rights act that prohibits discrimination (Zirkel, 2014).
According to researchers (Webster, 2004), a qualitative study, using the journals of 22
university students with disabilities, was conducted in order to learn more about their
transitioning process and success in college. Findings included identification of the skills,
abilities, and knowledge that college students with disabilities perceived as contributing to their
transition to and success in college. The major themes that were identified were college students
with disabilities (a) are insightful and reflective regarding their transition and postsecondary
needs, (b) are college students first and foremost, (c) want and need access to disability-related
knowledge, (d) want opportunities to develop the skills necessary to become self-determined
adults, and need opportunities to explore boundaries. The study showed more emphasis must be
placed on person-centered planning toward self-determination if the students with disabilities are
to receive the kinds of educational opportunities and supports, they deem important.
A case study was conducted by researchers Couzens et al. (2015) with students with
hidden disabilities in universities designed to ensure these students could enroll, engage in and
benefit from tertiary education. The case study reports efforts within one large Australian
university to support higher education students with hidden disabilities on campus. Perceptions
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on the use of and barriers to support available were collected from seven undergraduate students
who self-identified as having hidden disabilities and from eight support staff. Results indicated
that students found their informal networks to be their most effective supports, closely followed
by clear, caring and flexible lecturers and tutors.
Resource constraints included access to assistive technologies for students with
documentation. Students with documentation pointed out training in the uses of the different
technologies was needed. While mentoring programs and study buddy networks were formally
supported by university staff in first year, many students with disabilities reported not finding out
about these initiatives until it was too late and many students-initiated networks for themselves
later in their studies. Most staff relayed concerns that many of the students with disabilities
despite significant issues would not request help and that teaching staff sometimes initiated help
for individual students. There were mixed positive and negative perceptions reported on the
universal and disability-specific supports available. This study lends support to the contention
that increased funding for embedded supports is warranted to support higher education students
with disabilities (Denhart, 2008; (Getzel & Thoma, 2008).
The Individuals with Disabilities Education Act
The Individuals with Disabilities Education Act, better known as IDEA, this is a federal
law: Public law PUB.L. 101-476, that administrates special education services for disabled youth
in the United States (IDEA, 2004). This law provides that all disabled youth receive a public
education that is both free and appropriate. The Individuals with Disabilities Education
Improvement Act of 2004, 108-446 has amendments (IDEA, 2004). This law protects and
guarantees a free public education in the least restrictive environment for school aged disabled
individuals from the ages of 3 to 21 years of age (Essex-Sorlie, 1994; Zirkel, 2014). When
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considering the original Individuals with Disabilities Education Act (IDEA) of 1997, is
designated for students with disabilities, ages 3-21 years old utilizing pre-school to high school
educational services which includes reasonable accommodations (Janiga & Costenbader, 2002).
A student remains eligible under IDEA for transition services and other remunerations
until he or she graduates from high school (or reaches the age of 21 without having graduated).
Essentially, the child remains in the jurisdiction of elementary and/or secondary education
(IDEA, 1997; Zirkel, 2014). If a student is in postsecondary level of education, they are covered
by the 504 Rehabilitation Act. Thus, the Individualized Education Plan for students that have
graduated from high school and want to continue their education to the postsecondary level may
only use the document as it has relevance to their disability (U.S. Department of Justice, 2010).
Disability rights activists and scholars have rejected the Medical Model of Disability and
embraced variations of the social model of disability with the perspective that it is society’s
response to disability that is the real problem which profoundly impacts the lives of disabled
people (Lynch & Gussel, 1996). In addition, Cawthon and Cole (2010) noted that there is an
advantage to having existing knowledge of one’s IEP to advocate for accommodations at the
postsecondary level of education. Participants in this study felt that students’ lack of
involvement in their transitional IEP may contribute to potentially lower levels of academic
preparedness to enter their chosen postsecondary institution and, more relevant to this discussion,
an unawareness of the accommodations they may need to succeed in such an institution.
Americans with Disabilities Act
The basis of the Americans with Disabilities Act (ADA) of 1990, (42_U.S.C._ 12101) is
Public Law 101-336, is rooted in the U.S. Constitution (U.S. Department of Justice, 1990). The
ADA also requires covered employers and institutions to provide for reasonable
accommodations to employees with disabilities and implements provisions for access for public
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accommodations to all disabled individuals. In 2008, the definition of being disabled expanded
(Essex-Sorlie, 1994; IDEA, 1997; U.S. Department of Justice, 1990). The U.S. Department of
Justice; Division of Civil Rights governs this act. The Americans with Disabilities Act has five
(5) titles; Employment, State and Local Government, Employment and Economic Opportunity
Commission, and Telecommunications (U.S. Department of Justice, 2010).
In the research of Becker and Palladino (2016) the following was conducted research on
faculty attitudes and perceptions about instructing students with disabilities. This is a qualitative
method of research because it is dealing with variables relating to feelings about adequate
accommodations. The themes mentioned included conditions relating to extended time and quiet
location. Furthermore, past research has found that their disabled student participants place their
accommodation requests to offices mandated by postsecondary institutions for servicing this
diverse group of students under the statues of the American’s with Disabilities Act.
Part of the process of acquiring accommodations requires some form of documentation
from a licensed professional certifying the student’s disability. Federal policies and laws shape
the definition of disability and one’s ability. Shaw et al. (2010) stated “As prior to enactment of
the ADA, appropriate use of documentation should always be required to identify functional
impact in determining academic accommodations” (p. 146). Comparably, Graham-Smith and
Lafayette (2004) noted that accommodations for qualified students with disabilities are necessary
institutions of higher learning must develop programs, services, and accommodations that meet
the needs of students with disabilities.
Roessler, Brown and Rumrill (1998) conducted research on self-advocacy. When students
with disabilities need to request disability services at a postsecondary institution, they need to
strengthen their self-promotional abilities. According to this research, if the skills associated with
self-advocacy learned then there is higher probability of positive outcome. Thus, students with
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disabilities who exhibit these skills at a mastery level avoid awkward moments. The skills
associated with self-advocacy are appropriate timing, calm facial expression, and explaining
ones' situation in a calm manner. Furthermore, one needs not fear consultation with faculty and
staff.
The most significant gap in research relating to access and accommodations at the
postsecondary level of education as stated previously is the vagueness of the applications of the
definitions of qualified disabled and reasonable accommodations identified in the following laws
Americans with Disabilities Act, Individuals with Disabilities Education Act and 504
Rehabilitation Act. According to the existing research, accountability by postsecondary
institutions has come up short in standardizing the above-mentioned definitions in each law
presented.
Litigation relating to disability law revealed that holdings of pertinent legal cases are
arbitrary and inconsistent. Past litigation has put a dividing wall concerning relationship between
students with disabilities and postsecondary institutions. The way these laws have been
interpreted demonstrates an ineffectiveness in how favoring those in which the laws were
designed to protect and serve.
The ineffectiveness is represented in Southeastern Community College v. Davis (1979).
The Supreme Court held that that Southeastern Community College could exclude Davis due to
lacking reasonable physical disability. Similarly, Jane Doe v. Hunter College of the City
University of New York, the U.S. Court of Appeals, 2nd; Circuit rule of law indicated that the
university can make the determination that a disabled student does not qualify for admissions or
readmission, based on the nature of the disabling condition (Jane Doe v. Hunter College, 2006).
This is significant if the disability is in a state of disintegration causing further prostration that
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would hinder one from completing their academic program and requirements. The court held that
New York University had not violated Section 504, in denying Jane Doe admissions (Jane Doe v.
Hunter College, 2006).
Research into the considerations of educating disabled students, as exemplified by
Katsiyannis, Zhang, Landmark, and Reber (2009), noted that sometimes there is ignorance by
faculty regarding including and accommodating students with disabilities. That is why it is
imperative to have a standardized system that gives knowledge to the novice institutional staff to
assist in serving students with disabilities at the postsecondary level of education so that it
becomes easy for students with disabilities to access services. Similarly, in research on
disabilities, law schools, and law students: A proactive and holistic approach by Smith (1999)
placed high importance on developing policies and procedures relating to reasonable
accommodation. Postsecondary institutions must work collaboratively with disabled student in
creating individualized, comprehensive accommodation program that considers the student’s
permanent educational, personal, and professional goals and objectives.
Subsequently, however, past research on the accessibility and anti-discrimination laws all
have been distorted. The uses of the laws have become in many cases a means to favor the
positions and policies of the postsecondary institutions. The arbitrary application of the abovementioned laws is problematic because of nurturing inclusions this gap could potentially foster
exclusion. The laws are continually adding amendments and sections to try to standardize and
expand definitions of disability, discrimination and what is considered reasonable.
Likewise, Leyser, Vogel, Wyland, and Brulle (1998) noted the legal concepts about the
504 Rehabilitation Act of 1973 in the following: “Section 504 of the Rehabilitation Act of 1973,
which mandated that any higher education institution receiving federal assistance had to make its
campuses and programs accessible to qualified students with disabilities”. Accommodations at
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the postsecondary level put students with disabilities in a more precarious position because to
ascertain accommodations at that level requires extensive advocacy on their part. The provisions
of the Individuals’ with Disabilities Education Act no longer cover students with disabilities
(cite). The following section of the literature review discusses accessibility and accommodations
for students with disabilities as they relate to inclusion and academic success at the
postsecondary level.
Accommodations
History was made when Gallaudet University (1864) became the first college in the world
established for individuals with disabilities which provided the first accommodation at the
postsecondary level of education. The passage of the Education of the Deaf Act, which was a
part of the Department of Education (2010) new legal policy. Progress continued for students
with disabilities in higher learning when the GI Bill was created for veterans returning home
from the military with a desire for improving their quality of life by attending college. According
to Grossman (2009), students with disabilities benefited when military veteran needed
accommodations to help them succeed in higher education.
The GI Bill became a sure way for postsecondary institutions to increase revenues as
military veterans and students with disabilities would receive funding while attending college
U. S. Department of Veterans Affairs (1944). Many veterans enrolled in college having
disabilities such as post-traumatic stress disorder (PTSD), anxiety, depression and substance
abuse disorders to name a few. Mental health services on campuses throughout the country
increased due to the vast numbers of psychiatric related issues and development of new policies
and guidelines due to the high demand of assistance needed.
In the 1960s, with the Civil Rights movement, the federal laws that were passed gave
access to education for all its citizens regardless of race, creed, disability or national origin. The
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enrollment of students with diverse ethnicity and cultural backgrounds including the disabled
increased. According to Tiedemann (2012), postsecondary institutions began to strategically
consider strengthening academic success for students with disabilities in the form of providing
accommodations and ancillary aids to the instructional setting.
According to empirical studies presented by Atanasoff, McNaughton, Wolfe, and Light,
(1998) and Leyser, et al. (1998), on accommodations for postsecondary students with disabilities,
several empirical studies exist. These articles describe the samples of methods of to enhance
accommodations. Included in the methods were universal instructional design and support
groups to help strengthen self-advocacy skills among students with disabilities.
Over time, there has shown an emergence of various types of accommodations and
instructional enhancement for students with disabilities. According to Cohen (2011), the research
indicated that faculty professional development improves teachers’ knowledge of the subject
matter that they are teaching, and it should enhance their understanding of students with
disabilities and their need for accommodations in the classroom environment. Most of the past
research indicated that self-reporting has been a fortuitous challenge for students with disabilities
(Gonzalez & Elliott, 2016; Kelley, Prohn, & Westling, 2016; O'Shea & Meyer, 2016).
A study found that many argue that developing a sense of belonging is especially
necessary, but challenging endeavor for students from historically marginalized social identity
group (Hurtado & Carter, 1997; Maestas, Vaquera & Zehr, 2007). Students with disabilities are a
growing population of historically marginalized students with 25% of youth with disabilities
pursuing education after high school (Wayner, Newman Cameto, Garza, & Levine, 2005).
Research was done at a mid-size public research university in the eastern part of the United
States where eight first-year students with disabilities self-identified as having at least one
disability.
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A grounded research study focused on how students from historically marginalized social
group develop sense of belonging for college students with disabilities in three categories: selfadvocacy, social relationships; and mastery of the student role. The study used a definition of
individuals with a disability as: students with disabilities (visible/invisible), person of color,
religious background, gay, lesbian, bisexual, and transgender. Research showed reasons students
with a disability considered dropping out of college were the following: the need for supportive
relationships, perceptions of peers, low or little /faculty support, and interactive learning
techniques by faculty as opposed to traditional lecture-style classes Vaccaro, Daly-Cano, &
Newman (2015).
A study was done to determine student perceptions of the accommodation process and its
possible effects on participation for students with disabilities in postsecondary education hoped
the findings would aide Disability Support Services (DSS) and other college faculty and staff in
their efforts to ameliorate barriers to participate in postsecondary education for students with
disabilities (Kurth & Mellard, 2006). The researchers of the study presented the hypothesis that:
Ineffective and inappropriate accommodations result from an accommodation process that
focuses on disabilities rather than students’ contextual and functional needs. The participants for
the study were selected using a two-stage process. Researchers defined the target population as
students with disabilities currently enrolled in postsecondary education at community and
technical colleges and were receiving services from the colleges’ DSS programs. DSS staff at
each college identified possible participants based on the following inclusionary criteria and
elicited their participations: diverse, age, experiential and disability-related backgrounds (e.g.
learning disabilities, physical disabilities, deaf/hard of hearing, blind/low vision, chronic
illnesses, cognitive disabilities and speech/language disorders).

38
Researchers selected the samples from: Kansas, Minnesota, and California. Fifteen
campuses were represented from the three states in the study. Sixteen DSS administrators were
contacted at each college (Kurth & Mellard, 2006). DSS drew a sample set of 10 participants
from the students they serve. Survey instruments and interview protocols were developed to
obtain relevant demographics and contextual data and to assess the perceptions of students with
disabilities regarding the accommodation progress and other potential barriers to participation in
postsecondary education.
Focus group interviews, completion of surveys and data analysis were computed. The
findings from the study reflected favorably, however, not conclusively regarding ineffective and
inappropriate accommodations results from an accommodation process that focuses on
disabilities rather than students’ contextual and functional needs. Researchers stated although no
accommodation can fix negative perceptions of students with disabilities, students themselves
can be powerful change agents (Kurth & Mellard, 2006). Through self-determination and
empowerment, researchers stated students with disabilities are the best leaders for the next
changes to be made on college campuses.
According to Sanford, Newman, Wagner, Wagner, Cameto, & Knokey (2011), since
1990, the proportion of college students with disabilities (SWD) has increased possibly due to
the American with Disabilities Act of 1990 (ADA) and Americans with Disabilities
Amendments Act of 2008 (ADAA) and resulting shifts in perceptions and accessibility
(Burgstahler & Cory, 2008). These laws granted equal access to information and services to
people with disabilities in higher education Holicky (2003) included disability as one category of
diversity requiring considering in counseling. College students with disabilities continue to face
a variety of barriers and stressors despite supportive legislation and increased enrollment.
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Academic Accommodations
Disability support services rendered to students in higher education is critical. Counseling
services is often utilized by students with disabilities in order to acquire accommodations and
learn what is available to students based on the laws. Results from researchers hypothesized that
there would be statistically significant differences in termination condition between participants
with disabilities and participants without disabilities aligned with findings by researchers
(Lampropoulos et al., 2009; Owen et al., 2012) on other minority groups, indicating that students
with disabilities were more likely to self-terminate or drop-out of counseling. These students
with disabilities self-terminated due to several factors ranging from dissatisfaction of counseling
sessions therapeutic relationship, barriers to physical space or barriers to written information.
Researchers recommended college counseling increase multicultural training related to college
students with disabilities, strengthen on-campus relationships between counselors and campus
disability services.
A case study was done to illustrate the transition process of one individual with learning
disabilities during a 3-year period. It describes her experiences as she graduated from high school
and went on to a local community college. Specific transition objectives, personalized
counseling, individual accommodations were assigned. The student with learning disabilities in
this study was provided accommodations and research was done under a federally funded grant
located at the General College of the University of Minnesota. The case study revealed how over
a three-year period, the participant utilized her transition counselors to assist her in the transition
process where she received resource room special education services for students with learning
disabilities until she entered a postsecondary school. The transition project staff saw the need to
encourage cooperation from parents and other staff throughout the transitional process.
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Academic instructions in secondary and postsecondary settings were successful due to a team
approach. According to Wagner (1989), Stanford Research Institute is one of few institutions
doing longitudinal studies of secondary handicapped students. Only 15% of the students with
learning disabilities in the Stanford study have gone on to postsecondary education after high
school graduation. Researchers emphasized consistently, that there is the need for collaboration,
disability counseling, access to resources and support for job opportunities, self-awareness and
self-advocacy for students with disabilities in secondary and postsecondary institutions.
Disability Support Services
According to Chickering and Reisser (1993); Nash and Murray (2010), college years can
have a profound effect on the establishment of purpose for students. Students engage in
imagination, exploration, and integration. As a result, researchers presented findings and a model
from a constructive grounded theory to draw from four different higher education institutions
with 59 participants who self-identified as having one or more of variety of disabilities. Other
researchers such as Charmaz (2014) used the grounded theory for a study to stress social
contexts, interaction, sharing viewpoints and interpretive understandings. It was determined it is
the role of all higher educators, not just disability support services professionals.
In a study reported by O’Shea and Meyer (2016), researchers explored the motivation of
college students with disabilities to disclose their disability and utilize university disability
support services provided by their postsecondary institution. The researchers discovered research
about college students with disabilities and their reasons for using support services was limited.
As a result, researchers employed narrative interviews to create multiple-case studies (O’Shea
and Meyer (2016). This approach was selected in order to promote an inclusive and in-dept
understanding of the subjective meaning making and decision-making process of college
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students with disabilities (Josselson, 2011). Although support services for students with
disabilities on college campuses exist, many students with disabilities fail to register or selfidentify for the disability support services (Anctil, Ishikawa, & Scott, 2008; DaDeppo, 2009;
Getzel, 2008; Haller, Dorries, & Rahn, 2006; Martin, 2010, Shaw et al., 2010).
Although the study provided helpful information regarding cyberbullying and students with
disabilities in colleges, participants felt federal government, colleges and universities could
implement bullying prevention policies to ensure that students could feel safe on campus and
gather consistent data on bullying activities (Lund & Ross, 2016). Based on findings from this
study, colleges and universities should consider support services partnerships (e.g. disability
services communicating with counseling services) to facilitate safe and confidential reporting
practices that foster trust in anti-bullying practices. Likewise, college administrators and bullying
experts could develop more trustworthy protocols and train administrators to treat bullying with
more urgency (Lund & Ross, 2016). The study reinforced the need to understand how minorities,
specifically people with disabilities, experience bullying on college campuses.
The researcher recommended that colleges and universities should implement antibullying policies and programs and perhaps DSS at the college level could provide peer-support
groups to help develop or improve these skills in students with disabilities since individuals with
disabilities are becoming a larger subgroup on college campuses (U. S. Department of Education,
2016).
According to Webster (2004), a qualitative study, using the journals of 22 university
students with disabilities, was conducted in order to learn more about their transitioning process
and success in college. Findings included identification of the skills, abilities, and knowledge
that college students with disabilities perceived as contributing to their transition to and success
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in college. The major themes that were identified were college students with disabilities (a) are
insightful and reflective regarding their transition and postsecondary needs, (b) are college
students first and foremost, (c) want and need access to disability-related knowledge, (d) want
opportunities to develop the skills necessary to become self-determined adults, and need
opportunities to explore boundaries. The study showed more emphasis must be placed on personcentered planning toward self-determination if the students with disabilities are to receive the
kinds of educational opportunities and supports, they deem important.
A case study was conducted by researchers (Couzens, et al., 2015) with students with
invisible disabilities in universities designed to ensure these students could enroll, engage in and
benefit from tertiary education. The case study reports efforts within one large Australian
university to support higher education students with hidden disabilities on campus. Perceptions
on the use of and barriers to support available were collected from seven undergraduate students
who self-identified as having hidden disabilities and from eight support staff. Results indicated
that students found their informal networks to be their most effective supports, closely followed
by clear, caring and flexible lecturers and tutors.
Resource constraints included access to assistive technologies for students with
documentation. Students with documentation pointed out training in the uses of the different
technologies was needed. While mentoring programs and study buddy networks were formally
supported by university staff in first year, many students with disabilities reported not finding out
about these initiatives until it was too late and many students initiated networks for themselves
later in their studies. Most staff relayed concerns that many of the students with disabilities
despite significant issues would not request help and that teaching staff sometimes initiated help
for individual students. There were mixed positive and negative perceptions reported on the
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universal and disability-specific supports available. This study lends support to the contention
that increased funding for embedded supports is warranted to support higher education students
with disabilities (Denhart, 2008; Gale, 2002; Getzel, 2008).
Access to On-Campus Resources
According to Cass and Hammond (2015) they provided a perspective on using
technology to enhance the academic success of students with disabilities by placing an emphasis
on social integration. It was determined that if students with disabilities felt welcomed and part
of the campus experience, these students had an easier transition experience and their academic
outcomes were improved. Research conducted by Haney and Fisher (2017) concluded that
students with disabilities benefitted by having classes that exposed them to field experiences.
This social integration exposure helped students with disabilities navigate community
interactions, develop their social skill set required to have a successful experience on campus.
Green (2016) conducted a study to better understand the bullying-related experiences of
individuals with disabilities and the consequences of bullying and cyber-bullying at a college
campus. The participants attended a large, metropolitan university campus and were selected
using purposeful sampling. An inquiry was sent through the university’s Disability Support
Services (DSS) listserv. Nine students responded to the invitation to participate in a one-on-one
meeting with the researcher to review the gals of the study. The first two-respondents were used
for the pilot study and both participants recommended changing the wording of a question due to
confusion. The remaining seven students participated in the qualitative research study.
According to Oswald and Huber (2015), employment is a barrier for students with
disabilities are faced with when the graduate from college is seeking employment. Attitudinal
shifts and labor market trends as well as an increase in the number of college students with
disabilities (CSD) to represent 19% of all students attending postsecondary education institutions
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(National Council on Disability, 2011). Unfortunately, the employment rate for college graduates
with disabilities (52.7%) is still demonstrably below that of college students without disabilities
83.7% (Erickson, von Schrader, Bruyère, & VanLooy, 2013).
Although career advisors and vocational rehabilitation counselors can provide guidance
on appropriate career choices and resume’ building, only 26% of 2-and-4-year degree granting
postsecondary institutions are providing career or placement services targeted for CSD and only
26% reported working either formally or informally to a “moderate extent” with state vocational
rehabilitation agencies and 37 to a “minor extent” (Raue & Lewis, 2011).
Students with disabilities can access employment services information at the Office of
Disability Support (ODS) center on college campuses which is provided by the ODS vocational
support coordinator (VSC) through a partnership between ODS and a professional development
organization specifically serving CSD and minority students (Wright, 2014). VSC often works
intensely with CSD based on individual student needs and motivation. Services may also be
provided by the university’s career services office, state vocational rehabilitation agency and
other community/campus resources when appropriate allowing the university funded VSC to act
in a coordinating capacity.
Students with disabilities would benefit by having professional development workshops
and training sessions to learn how to prepare for interviews and practice mock using mock
interviews with disability support services coordinators sharing feedback and critiques. This
would increase the students with disabilities chances for success in the workplace. ODS staff
should disseminate information pertaining to the students’ unique disability knowledge and best
practices for working with CSD to career services, academic advisors, faculty, and community
job placement specialists when possible.
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Jackson and Jones (2014) developed a content analysis instrument to collect data on 40
community college websites throughout the United States. The community college websites were
analyzed on three dimensions: (1) the accessibility of disability services information on
community college websites, (2) the distance of information regarding disability services from
the homepage, and (3) the accessibility and availability of disability services information that
might be provided to students with disabilities via the website.
National data collected from degree-granting post-secondary institutions revealed that
from 2008 to 2009, 707,000 students with disabilities were enrolled in postsecondary education
with half of these students in two-year institutions (Raue & Lewis, 2011). The number of
students with disabilities attending community colleges has increased, therefore it is projected
the number of students utilizing the worldwide web will likely increase. According to Irwin and
Gerke (2004), 85% of students with disabilities use computers. Therefore, it is fair to assume
from this information a large number of students with disabilities use institutional websites to
search for college resources.
The study focused on the information available on disability services on public
community websites. The analysis of the information available on the websites served as an
attempt to understand the experiences that prospective students with disabilities experienced
when searching for information on disability services on the websites of 40 public community
colleges and analyzed in this study. The study examined community colleges from each of the
four regions of the United States (Northeast, Midwest, South, & West). The results of the study
indicated that overall, community colleges could do a better job of ensuring that the structure of
their institutional website is user-friendly for all students. Ensuring that the disability services
website information and resources are easily accessible via the institution’s homepage is
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beneficial not only to students with disabilities, but to all students as well as the community
colleges themselves.
Universal design allows for the structure of websites to be more accessible to a greater
number of students, thus minimizing the need of individuals with disabilities to advocate for
access and essential resources (McGuire, Scott, & Shaw, 2004). While all institutional websites
are designed to reflect the unique, distinct personalities of each community college, universal
design should be the key focus when structuring websites.
Summary
In conclusion, Chapter II highlighted previous research that investigated and examined
themes pertaining to the topic of academic accommodations, support services, and access to
campus resources for students with disabilities in postsecondary settings. Past review of existing
scholarly research articles was that there is still more work to be done by institutions of higher
learning regarding providing reasonable accommodation to students with disabilities. The current
research attempted to shed light on student input on the quality of disability services for students
with disabilities specifically in the areas of accommodations, support services and access to
campus resources and what can be done to enhance students’ academic outcomes at community
colleges. In Chapter III, the researcher describes the methodology used in this study, which
includes research design, participants, context and setting, instrumentation, data collection, and
data analysis. In Chapter IV, the researcher shares the findings of the study. In Chapter V, the
researcher provides discussions, implications, recommendations, and conclusions.
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CHAPTER III
Methodology
The purpose of this qualitative study was to examine the perceptions of community
college professors regarding the instructional practices for addressing the needs of students with
disabilities at postsecondary institutions in southeast Texas. This chapter provides the
methodology, which consists of the purpose statement, research questions, research design,
context and setting, participant information, instrumentation, data collection, data analysis,
provisions of trustworthiness and summary.
Purpose Statement and Research Questions
The purpose of this qualitative study was to examine the perceptions of community
college professors regarding the instructional practices for addressing the needs of students with
disabilities at postsecondary institutions in southeast Texas. In this study the researcher used the
qualitative study to examine the perceptions of community college professors regarding the
instructional practices for addressing the needs of students with disabilities at postsecondary
institutions in southeast Texas. The following research questions guided this study:
1. What are the perceptions of community college professors in regard to engaging
students with disabilities in class?
2. What are the perceptions of community college professors in regard to presenting
information in ways that reach students with disabilities?
3. How do community college professors offer purposeful options for students with
disabilities to show what they know?
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Research Design
In this descriptive study, the researcher used the qualitative research methodology of
phenomenology to examine the perceptions of community college professors. Approaching the
study from this perspective allowed the researcher to examine the central underlying meanings of
the experiences and meanings of these participants’ responses (Moustakas, 1994). The
phenomenological research approaches designed by Bodgan and Biklen (2006) were used to
analyze the data. “Analysis involves working with data, organizing them, breaking them into
manageable units, synthesizing, searching for patterns, discovering what is important and what is
to be learned, and deciding what you will tell others” (Bodgan & Biklen, 2006, p. 157). The
phenomenological researcher must be open-minded toward a changing reality (Lancy, 1993).
According to Bodgan and Biklen (2006) phenomenology instructs the researcher to allow the
phenomenon to reveal itself in its fullness.
In this study, the researcher examined the perceptions of community college professors
regarding the instructional practices for addressing the needs of students with disabilities at
postsecondary institutions in southeast Texas. Boeree (2002) noted that the phenomena speak
for themselves, meaning the researcher should be prepared to listen. The researchers’ biases and
beliefs did not affect the study as supported by the work of Gall, Gall, and Borg (2006).
Context and Setting
The setting for this study included community colleges in southeast Texas. For the study,
11 professors were interviewed. All professors were employed at a two-year institution in
southeast Texas. The professors all had six or more years of experience teaching students with
disabilities. Ten (10) out of eleven (11) of the professors were female. One participant was male.
Seven (7) professors worked in the Speech department. Two of the participants worked in the
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English Department. One professor worked in the Communication Department and one professor
worked in the Psychology and Humanities Department.
Participants
A snowball sampling technique was used to identify and select 11 community college
professors for this study. Snowball sampling is a non-probability sampling technique in which
participants provide referrals and recruit samples for the research study.
The participants met the following criteria:
1. Work in a community college in Southeast Texas.
2. Have at least three years of teaching experience.
3. Have taught students with disabilities.
Table 1 provides details with a snapshot for each participant.
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Instrumentation
In reviewing the literature, the researcher identified and compared assessments currently
being used to research community college professors’ experiences. The instrument created for
the study aligned with the purpose of the study was created and tested using a survey for faculty
teaching students with disabilities at community colleges and it was used to measure
effectiveness of instructional practices for students with disabilities as expressed in three
research questions. The results of the instrument was consistent and aligned with purposes
intended in the study.
Previous research on the assessment of community college professors regarding
instructional practices for students with disabilities reveal challenges and barriers. Smith (2007)
found that there are several challenges and barriers involved in professional development for
full- and part-time faculty at community colleges include, but are not limited to:
•

Part-time faculty are often not integrated into the life of the college and therefore
they are not aware of professional development offerings;

•

They are not on college e-mail or the regular phone system, so it can be difficult to
reach them;

•

Many of the faculty work full- or part-time in another career, and scheduling
sessions can be difficult. Part-time faculty in career programs are likely to be
professional chefs, stylists, or landscape architects, with little experience teaching.

Despite the challenges, community colleges face, their faculty members are eager to engage in
professional development activities (Smith, 2007).
An example of a question measuring perceptions of community college professors
regarding the instructional practices for students with disabilities, “What training sessions would
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you find most helpful in assisting you to present information in ways that reach students with
disabilities?” An example of a question measuring the impact of technological tools on students
with disabilities in an online setting. “What technological tools do you utilize to reach out to
students with disabilities in an online setting?” An example of a question measuring
accommodations for students with disabilities in a classroom setting. “How do you use assistive
software as a tool to better accommodate students with disabilities in the classroom?”
An example of a question measuring perceptions of community college professors
regarding the instructional practices for students with disabilities, “What training sessions would
you find most helpful in assisting you to present information in ways that reach students with
disabilities?” An example of a question measuring the impact of technological tools on students
with disabilities in an online setting. “What technological tools do you utilize to reach out to
students with disabilities in an online setting?” An example of a question measuring
accommodations for students with disabilities in a classroom setting. “How do you use assistive
software as a tool to better accommodate students with disabilities in the classroom?”
Data Collection
Data were collected through individual interviews using a guided protocol with openended questions. The participants were notified by the researcher via email, and phone to be
invited to participate in the study. The participants were given a deadline to respond to email
invitation. Participants signed, dated and return before scheduling an interview session. The
interview sessions were schedule to accommodate the participants’ scheduled over a 15-day time
period. Participants understood the guided protocol in advance, but were allowed to ask
questions at any time if they were unclear. Due to the COV19 pandemic, an IRB modification
was requested and approved by Houston Baptist University in order to utilize the social media
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platform. The Zoom/WebEx medium was chosen due to the video and transcription capabilities.
Each interview session was scheduled for up to 45 minutes. The researcher explained the
Participant Letter of Consent with each participant in the study before their interview session.
Participants understood and agreed to being audio and video recorded. Participants understood
all information will be kept confidential and information will be stored for seven years after
completion of the research project. The University’s policy requires all research data be stored
for a minimum of three years: however, the research may need to store the data longer depending
on other agreements or laws. Interviewer responses were collected and transcribed via WeEx
video social medium platform.
Data Analysis
The researcher compiled results from the questionnaire and analyzed the results using the
Likert scale measurement. Responses from participants were collected using a Likert Scale on
the Faculty Disability Awareness Survey to establish a baseline for community college
professors regarding instructional practices for students with disabilities. The researcher
transcribed verbatim the open-ended question responses (using a guided protocol) into a
Microsoft Office Word document. Using data collected from the interview session transcripts,
the researcher examined the raw qualitative data that would be in the form of words, phrases,
sentences, and paragraphs, to assign codes and labels such as axial and open coding (Strauss &
Corbin, 1990).
The emergent themes were the result of labeling similar responses reported by all
participants. The researcher developed major categories and subcategories derived from the open
coding and axial coding (Strauss & Corbin, 1990). The researcher highlighted information to
identify words that refer to certain emerging themes (Bryman & Burgess, 1993).
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During the data analysis process, the researcher used Lincoln and Guba (1985), which is
described as a strategy that allows the researcher to check participants’ perspectives to ensure
accuracy of the interpretation. Member checking was applied so the researcher could ensure the
understandings of participants’ responses are as the participants intended. The researcher
exercised the intercoder agreement by selecting multiple coders to review the qualitative data
results analysis. Creswell (2013) emphasized a focus on intercoder agree, also known as
interrater reliability. Intercoder agreement is the researcher engaging multiple coders to review
and analyze transcripts of qualitative data. Creswell (2013) cited the importance of intercoder
agreement as an external measure to ensure the coding of qualitative data is stable. The
researcher analyzed participants’ qualitative results to address the three research questions,
focusing on perceptions of community college professors regarding instructional practices for
students with disabilities.
Provisions of Trustworthiness
The interview questions met the criteria for validity according to Guba and Lincoln
(1989) and Erlandson, Harris, Skipper and Allen (1993), who explained that qualitative research
must have the following: truth, applicability, value, consistency, and neutrality to be considered
valid. This study met all five criteria in the following ways. The criterion of truth was achieved
using the participants’ unaltered responses. The oral responses from the participants were typed
into tables in a Microsoft Word document and coded into categories.
Applicability was achieved in this study, because the results were applicable to
community college professors who work with students with disabilities enrolled in other
community colleges and universities. The criterion of value was met by the descriptions and
perceptions of the community college professors regarding the instructional practices for
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addressing the needs of students with disabilities at a postsecondary institution in Southeast
Texas. The researcher achieved consistency in the study through ensuring that every participant
was provided the same questions on the survey and during the focus group session. Neutrality
was achieved by reducing the researcher’s bias when gathering participants’ responses. A sincere
effort was made to ensure that the researcher did not influence the participants’ responses. The
participants were made aware that the researcher is a current faculty member of a community
college. The researcher remained neutral throughout the interviews by not providing comments,
facial expressions, etc….in order to not sway the responses of the participants during the
interview process.
According to Trochim (2002), qualitative research requires the following criterion in to
address rigor and trustworthiness: credibility, transferability, and confirmability. Credibility
entails establishing that the results of qualitative research are credible or believable from the
perspective of the participants in the research. The purpose of qualitative research was to
describe or understand the phenomena of interest from the participants’ eyes (Trochim, 2002).
The participants were the only ones who can legitimately judge the credibility of the results.
Credibility was addressed in this study by asking the participants to describe their own
experiences.
To ensure validity was achieved, a pre-test faculty disability awareness survey was
conducted prior to the research study to ensure community college professors who teach students
with disabilities at a community college in Southeast, Texas would be good candidates for the
research study. The survey was distributed to 60 Speech, Communication and English
professors. A total of 33 participants responded. Twenty-five (25) multiple choice questions were
asked using a 3-Point Likert scale for questions.
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The survey questions consisted of services the institution would be expected to offer students
with disabilities at a postsecondary institution. The categories were as follows:
•

ADA Laws

•

Accommodations

•

Course syllabus Accommodation statement

•

Testing Accommodations

•

Classroom assistants (Sign Language Interpreters, Note Takers, Communication Access,
and Real Time Translation (CART) provider)

•

In classroom and online class instruction

•

Student with disabilities related training

•

Modifying my pedagogical practice to accommodate sensory impaired students.

•

Planning for and providing exams for administration with accommodations

•

Assistive software as a tool to better accommodate students with disabilities in the
classroom.

•

Physically altering classroom space to accommodate wheelchairs and note takers.
Based upon the faculty awareness survey feedback, several professional development

opportunities existed in the following areas:
1. Training on American with Disabilities Act of 1990 and Section 504 of the
Rehabilitation Act of 1973.
2. Workshops on the institution’s legal obligation in providing accommodations to
students with disabilities.
3. Workshops on the process of providing testing accommodations to students with
disabilities.
4. Workshops on the institution’s policies and procedures that students must follow
in order to receive disability-related accommodations.
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5. Workshops on Faculty’s role in facilitating access to services provided by the
Office of Accessibility for students with disabilities at the college.
6. Workshops on policy and procedures of Office of Accessibility in providing
accommodations for students with disabilities.
7. Training technology in teaching students with disabilities.
8. Training on American with Disabilities Act (ADA) and 504 Regulations.
In summary, the survey results revealed a plethora of ways, upon receiving additional
training in the areas presented in the report, can assist students with disabilities more efficiently.
The expectation was that the information and data detailed in the report would be adequate proof
to ensure professional development training would be offered to all faculty currently employed at
one postsecondary institution in Southeast Texas in the near future.
Transferability in qualitative research referred to the degree to which the results of the
study can be generalized or transferred to other contexts or settings. Transferability is primarily
the responsibility of the researcher who must clearly describe the setting or context of his or her
study (Erlandson et al., 1993; Guba & Lincoln, 1989). In this study, the researcher attempted to
increase transferability by including detailed descriptions of the participants’ demographic
information, including race, gender, age, degree status, and level of education achieved by
parents. In so doing, others can better determine the transferability of the results by analyzing the
differences and similarities between their context and the context described in this study. The
person who transfers the results to a different context is responsible for making the judgment of
how sensible the transfer might be (Trochim, 2002). Others reading the findings of this study
should be able to examine the experiences of community college professors regarding
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instructional practices for addressing the needs of students with disabilities included in their
study.
In this study, confirmability referred to the degree to which the results can be confirmed
or corroborated by others (Trochim, 2002). Qualitative research tends to assume that each
researcher brings a unique perspective to the study. The researcher can document the procedures
for checking and rechecking the data throughout the study (Trochim, 2002). Confirmability was
addressed in this research by examining the common emerging themes from the participants’
oral and written responses to the open-ended questions. The participants’ verbatim responses
were typed from written documents transcribed from oral responses then placed in tables in a
Microsoft Word document, thereby ensuring that none of the data will be changed or altered.
The participants’ oral and written responses to the open-ended questions were direct
quotes and served as a basic source of raw data in the qualitative evaluation. These questions
revealed the participants’ levels of emotion, their thoughts, their experiences, and their basic
perceptions of students with disabilities. The researcher invited a professor in education from a
local university to assist with the focus group session as observer to ensure that the process was
fair and consistent.
Researcher Bias
According to Heath (1997), researchers must be clear about their biases for stakeholders
to be given the opportunity to decide what they think about all the data that are presented.
Because researcher bias is a very important factor in qualitative research, the researcher used
reflexivity to minimize the bias. The researcher performed a self-reflection on her personal
biases and predispositions as stated by Milinki (1999). The researcher is full-time faculty
member at the community college in the research study. As a result, the researcher was careful
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not to insert her own feelings about her personal experiences into the responses of the
participants. Documentation of the participants’ responses verbatim is critical. To analyze the
qualitative data, the researcher reviewed the participants’ responses, which provides insight into
their perceptions. To appraise the situation, the researcher put aside personal biases and remained
open-minded when gathering data for the study. Only through this level of understanding can a
researcher proceed effectively with a low level of bias and influence on the participants in a
study.
Summary
The aim of this qualitative analysis was to examine professors' views of teaching
practices and learning environments used to meet the needs of students with disabilities at
postsecondary institutions. In this chapter, the researcher presented details regarding the
methodology for the study, the research design, instrumentation, data collection, and data
analysis. The findings are presented in Chapter IV. Chapter V includes conclusions, implications
and recommendations for further study.
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CHAPTER IV
Findings
The purpose of this qualitative study was to examine the perceptions of community
college professors regarding the instructional practices for addressing the needs of students with
disabilities at postsecondary institutions in southeast Texas. This qualitative study examined the
perceptions of community college professors regarding the instructional practices for addressing
the needs of students with disabilities at postsecondary institutions in southeast Texas. The study
gave voice to 11 community college professors who have taught for at least three years at a
community college at postsecondary institutions in southeast Texas. Participants also taught
students with disabilities. The research questions used to better understand the phenomenon
were:
1. What are the perceptions of community college professors in regard to engaging
students with disabilities in class?
2. What are the perceptions of community college professors in regard to presenting
information in ways that reach students with disabilities?
3. How do community college professors offer purposeful options for students with
disabilities to show what they know?
This chapter provides findings of the analyzed data. Emerging themes for each research
question are detailed in this chapter.
Research Question One
Research question one examined the perceptions of community college professors in
regard to engaging students with disabilities in class. The themes that emerged from participants’
responses included Likert-scale responses never, often, very often, and accommodating student
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with disabilities a letter of accommodation, often accommodating students with disabilities after
a private conference.
Question 1 (Providing Accommodations)
What are your thoughts about providing an accommodation to a student with a disability
even if the student does not request it? The emergent themes included often accommodate, very
often accommodate, accommodate regardless of letter of accommodation. The table represents
the responses from the interviewees and their responses fell into the noted categories. (see Table
2)
Table 2
What are your thoughts about providing an accommodation to a student with a disability even if
the student does not request it?
Interviewees

A
B
C
D
E
F
G
H
I
J
K

Never
accommodate
students without a
letter of
accommodation

Often
Accommodate
students but
required letter of
accommodation
by next class.

Very often
accommodate
students based
upon observation
and grade decline.

Accommodate
students
regardless of letter
after a private
conference.

X
X
X
X
X
X
X
X
X
X
X

Approximately nine percent of the professors reported never any accommodation without
a letter. Eighteen (18%) percent of professors often accommodate students with disabilities but
required a letter of accommodation by next class period. Thirty-six percent (36%) of professors
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very often accommodate students based upon observation and grade decline. Thirty-six percent
(36%) of professors accommodate students regardless of letter of accommodation after a private
conference.
The following responses are those reported by the participants when asked, “What are
your thoughts about providing an accommodation to a student with a disability even if the
student does not request it?
One of the participants indicated that accommodations were never provided without a
letter of accommodation. Participant D-1 stated the following,
In my class, I try to ensure that I have equity and equality in all instructional practices.
So, if a student does not have an accommodation letter, I will not provide an
accommodation to that student because they need to go through the proper procedures in
order to be given that accommodation. Buy just simply telling me that they have an
accommodation request does not cover them legally and it also does not cover me or the
institution. So, they would have to follow that proper procedure.
Four participants indicated that they accommodate students based upon observation and
grade decline. Participant A-1 stated the following,
Anonymity is the number one thing. I do not want the remainder of the class without
disabilities to know who the students are. I try to ensure all of my students get the
assistance that I can provide them whether or not they secure the accommodations from
the Office of Disability Services. If I see my students are struggling in my class, I have a
conference with them to remind them additional help is available for them.
Participant B -1 stated, “I tell my students I need their accommodations within seven days of the
class start date. I will then modify the course content to help my students with disabilities.”
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Participant C-1 noted the following,
Because I feel I am pretty acclimated to the students and the student’s needs, regardless
of his or her abilities or disabilities. I try to treat everyone the same. If one student extra
help regardless of his or her disabilities. I share with the students the advantages of
getting me their letter of accommodation if they need it.
Participant E -1 stated,
In my class, I am a big believer in providing accommodations for students with
disabilities if they have their letter of approval. If they do not have the letter and I see that
a student is struggling, or if they privately confide in me that they have a disability, I will
assist them. If a student communicates with me that he or she does not want special
treatment, I will not force him or her to get the letter of accommodations.
A couple of participants indicated that they often accommodate students but require a
letter of accommodation by the next class. Participant F-1 stated,
In my class, I request students contact the Disability Services Center and submit a letter
of accommodation so I can ensure they have access to resources that may be available to
them. I took a course at a university as one of their professional development courses
called universal design to promote the fact to make necessary accommodations for
students with and without disabilities. I am always willing to talk to students who have
difficulties in person or privately. Sometimes I will approach the student after observing
them struggling.
Participant G-1 stated, “I structure my classes, so I automatically accommodate students with
disabilities. I will remind students I need the letter of accommodations within a specified time
period so I may adequately assist them.”
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Participants also indicated they students are accommodated regardless of letter, after a
private conference Participant H-1 stated,
In my class, I know there are requirements regarding students obtaining a letter of
accommodation. However, I just want to help my students succeed. If I can do anything
to help make things easier or more workable for the students, as long as it is fair for the
other students in class, I am more than happy to do that.
Participant I-1 mentioned, “I request students submit their accommodations letter asap at the
beginning of the semester. I will still assist the students if I see him or her struggling.”
Participant J-1 remarked,
In my class, I am amenable to assisting the students if he or she did not have the
accommodation letter. I am aware the students should present the letter for
accommodations. However, I will do my best to help him or her anyway. I would remind
the student privately to contact the Disability Services Center.
Participant K-1 replied,
In my class, I structure my classes so that I automatically accommodate students with
disabilities whether the request for accommodations is received. I create accessible
material and presentations for all of my students. I post all of the information online so
the students can access I as often as needed.
Question 2 (Availability of Services)
Why is it important to provide a statement informing students about the availability of
services for students with disabilities in the course syllabus? The emergent themes included
learn availability of services, understanding, where to go to apply, first-time students and first
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generational students Legal (ADA) laws, and non-traditional, older students such as Veterans
and older returning students (see Table 3).
The following responses are those reported by the participants when asked, “Why is it
important to provide a statement informing students about the availability of services for students
with disabilities in the course syllabus?”
One participant noted the importance of legal (ADA) laws and policies. Participant A-1
stated,
It is important to provide a statement in the syllabus regarding disability services to allow
all students to read the information and hear me share the same disability services
information. I invite students to ask questions about anything that I have covered in the
first class of the semester. Students may request accommodations if they feel they need
them for the course.
Participants also noted the importance of providing the availability of services,
understanding, and where to go to apply for services. Participant C-1 responded,
I think it is important to provide a statement in the syllabus in order to serve as a
reminder every semester that the Disability Services Office is available to assist students
with accommodations if they need them. Each semester students enroll in college classes
for the first time. When the statement informing students about the availability of
services is placed in the syllabus students with disabilities will be able to learn how they
can apply for accommodations.
Participant D-1 replied,
It is important to provide a statement in the syllabus because many students are not aware
of the policies that Houston Community College has and so to remind them of the
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practices and the procedures, and the different accommodations that are available. The
statement in the syllabus allows the student to learn where they need to go to access the
accommodations application.
Participant F-1 noted the following,
I think it is important to provide a statement in the syllabus because some of the students
may just be ignorant of those services to begin with. They do not know they exist. In fact,
that there is an opportunity for them to be helped. It is important to go over the syllabus
on the first day to make the students acutely aware of what is specifically available to
them.
Participant G-1 interjected,
I think it is important to provide a statement in the syllabus because it is required. The
statement will also serve as a reminder to the students with disabilities to contact the
Disability Services Office to access the application needed to begin the process.
Participant I-1 remarked,
I think it is important to provide a statement in the syllabus because it is required. The
statement will also serve as a reminder to the students with disabilities to contact the
Disability Services Office to access the application needed to begin the process.
Participant J-1 noted,
It is important to provide a statement in the syllabus because it reminds students about the
availability of services that are available to students with disabilities. Some students are
first time students who have not be enrolled in the college for many years. This will
allow them to apply for Disability Services if they need them.
Participant K-1 responded with the following,
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I think it is important to alleviate all perceived barriers for our students and informing
students of all available resources is one way to alleviate those perceived barriers. The
students may not know what resources are available to them. They may think that they
have to go it on their own. Just letting them know that these resources are available will
help to alleviate any perceived barriers.
Two participants indicated that providing a statement in the course syllabus regarding the
availability of services for students with disabilities would benefit first time students and first
generational students. Participant E-1 stated,
I think it is critical to provide a statement informing the students about the availability of
services for students with disabilities in the syllabus. Sometimes some of my students are
first time college students who are the first in their families to go to college. Sometimes I
have students who not attended college in 20 years. Life happens and they left and are
returning to the college environment. There is gap between when all the things have
progressed and changed. The laws and policies and everything have been put into place
over the last 20-30 years. Students with disabilities may not know what services are
available to them. Students do not come to the campus due to the pandemic and therefore
they may not meet with a counselor to get assistance.”
Participant H-1 stated, “It is important to provide a statement in the syllabus because it is
required and I think that a lot of students when they come to college especially a community
college, a lot of students are first generation in their family to go to school. They may feel
overwhelmed with so much going on. There are so many resources available that sometimes its
hard for them to know what applies to them.”
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One participant noted the importance of the statement in the course syllabus assisting
non-traditional, and older students with disabilities. Participant B-1 stated,
It is important to provide a statement in the syllabus informing students about the services
that are available to them via the Disability Services Office so that they may receive
accommodations if they need them. Many of my students are non-traditional students
with ages ranging 27 years on an average, they don’t know the information regarding
accommodations.
Table 3
Why is it important to provide a statement informing students about the availability of services
for students with disabilities in the course syllabus?
Interviewees

Legal (ADA) laws
and policies

A
B
C
D
E
F
G
H
I
J
K

X

Learn availability
of services,
understanding,
where to go to
apply.

First time students
and first
generational
students.

Non-traditional,
older students
such as Veterans,
etc.

X
X
X
X
X
X
X
X
X
X

Question 3 (Engagement Activities)
How do you engage students with disabilities in your class? The emergent themes for
question three included individual (direct Q & A), group collaboration, discussion question
reflections and seating arrangement (see Table 4).
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Table 4
How do you engage students with disabilities in your class?
Interviewees

Individual
(direct Q & A)

Group
Collaboration

A
B
C
D
E
F
G
H
I
J
K

X

X
X

X
X
X
X
X
X

Discussion
Question
Reflections

X
X
X
X
X

Seating
arrangements
depending upon
the student’s
physical
disability.
X
X
X
X

X

X
X
X

X
X

Sixty-three percent (63%) of professors engage students with disabilities in class directly.
Eighty-six percent (86%) of professors engage students via group collaboration. Eighteen percent
(18%) of professors engage students via discussion question reflections. Fifty-four percent (54%)
of professors engage students by arranging seating based on physical disabilities.
The following responses are those reported by the participants when asked, “How do you
engage students with disabilities in your class?”
Participants indicated that they engage with students with disabilities in their class through
individual direct questions and answer. Participant C-1 stated,
In my class, I believe that I try to engage the student body as a whole. I do not necessarily
isolate students with disabilities than obvious visual disability. In the cases where I do not
receive a letter of accommodation it becomes a guessing game. I try to always and foster a
very comfortable sharing environment in my classroom in order to make sure that each
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person feels comfortable in their own skin within those walls and make sure that I do
everything that I can to assist them. I constantly check for understanding seeing if there is
anyone who is obviously left behind or may not be getting an understanding of my
activities. When I see a student struggling whether he or she has a disability is irrelevant
to me.
Participant G-1 replied,
In my class, I encourage all students including those with disabilities to participate in
activities in my class. Make things even more accommodating for students in my building
to prevent them from having to go across campus to the testing center. Without the letter
of accommodations for students with disabilities, I use the grading performance to indicate
whether I should reach out to students that I notice are struggling.
Participant H-1 stated, “In my classes to date, I have not had a student in my class give me a letter
of accommodation.”
Participants also noted that class engagement with students with disabilities is provided
with group collaboration. Participant A-1 stated,
In my class, I engage students with disabilities by placing them in groups with other
students to allow students in the group to participate in groups of 3 or 4. I engage students
with disabilities in class by allowing them to answer questions, be leaders of groups and
participate at their comfort level.
Participant B-1 replied,
In my class everyone is treated the same. My class is a performance-based class that
requires skills to be demonstrated when presenting speeches. I also assign assignments and
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activities to help evaluate the students with disabilities level of achievement. I use groups
to help ensure students with disabilities engage with other students in the class.
Participant D-1 noted, “In my class everyone is expected to participate in group work and
often students will disabilities are more hesitant to speak up in class. All students must present
speeches to the class.” Participant I-1 contributed, “In my class my students read and write English
assignments. The students are expected to participate in group activities. If I have a letter of
accommodation, I can prepare to assist the student specific to his or her needs.” Participant J-1
stated,
In my class my students read and write English assignments. The students are expected to
participate in group activities also. If I have a letter of accommodation, I can prepare to
assist the student specific to his or her needs.
Participant E-1 noted,
In my class, when I receive a letter notifying me of a student’s accommodation, it helps
me to prepare in ways to engage the student with disabilities in the class activities. I use
group assignments to allow students to work together and get to know one another. If I do
not receive a letter from a student with a disability, I monitor him or her to ensure her or
she is participating in activities and the group assignments. It can be challenging for an
instructor to assist the student with disabilities without the letter of accommodations.
Sometimes the poor grades can cause more attention and interaction with the students
with disabilities. This is sometimes a cue the student with disabilities may need more
assistance.
The seating arrangements for students with disabilities were also factors in classroom
engagement. Participant K-1 contributed the following,
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Sometimes I may need to make many adjustments when engaging students with
disabilities depending on what the disability is. I try to structure my courses so that they
are accessible by all students regardless of their ability. I try to incorporate activities and
assignments to accommodate various learning styles whether it is visual or auditory or
kinesthetic or verbal. Depending upon the disability I may have the student sit in the front
of the classroom so I can easily help them as well as alleviate more distractions. I may
group them in a team that will provide a better learning experience for the student. Some
students are very patient whereas other students may not be as patient.
Participant F-1 stated,
In my class, on the first day, I make sure that I ask students about accommodations that
they do not necessarily approach me then and there. But then, if they have requested and
accommodation, I need to see it as soon as possible in order to make the
accommodations. I also tell students who may be experiencing issues that they should
request an accommodation for the current semester. I had a student with some mental
health issues that she thought were affecting her ability to perform in the class. I
immediately got on the phone with counseling services to try and direct her to the
individual who would be a to help her to get that accommodation.
Question 4 (Engagement Activities) Classroom
What are the challenges of engaging students with disabilities in a general classroom
setting? The emergent themes included seating & space allocations for students with wheelchairs
and other modalities, hearing impaired students and sign language interpreters, note-takers for
vision impaired students, not knowing students’ needs without accommodations (see Table 5).
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Forty-five percent (45%) of professors faced challenges with seating and space allocation
for students in wheelchairs and other modalities, sixty-three percent (63%) of professors faced
challenges not knowing who the students that need accommodations. Eighteen percent of
professors faced challenges engaging students who were hearing impaired and sign language
interpreters. Eighteen percent of professors faced challenges engaging students and their note takers for vision impaired students.
The following responses are those reported by the participants when asked, “What are the
challenges of engaging students with disabilities in a general classroom setting?”
Participants indicated that seating and space allocation for students in wheelchairs and
other modalities were challenges for engaging students with disabilities in a general classroom
setting. Participant A-1 stated,
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Some challenges that exist in a general classroom setting are when you do not know who
needs accommodations due to lack of paperwork submission, I must observe the students
closely and listen intently to pick up the need for accommodations for some students. For
students who experience physical challenges, i.e., wheelchairs, visual impairment…cane,
seeing eye dog, hearing impaired, etc. I try to ensure ample space is available to accompany
their equipment and physical aides to allow the student with disabilities to have what he/she
needs to participate in the class activities.
Participant B-1 stated,
One challenge I face while engaging students with disabilities in a general classroom
setting are physical space assignment in the front of the classroom when I see a student in
a wheelchair needs additional space to be able to see the board in my class. When my
student requires a person to do signing or note-taking during my class I must secure
adequate space for the student and the assistant. Some students with disabilities require a
dog to accompany them to class.
Participant C-1 noted,
Some of the challenges of engaging students with disabilities in a general classroom
setting are, seating arrangements, space provisions for an assistant to do signing or notetaking, and proximity to the board to allow better viewing of content posted on the board.
Participant D-1 stated,
One of the biggest challenges I have when engaging students with disabilities in a general
classroom setting is helping them to feel comfortable and to get them to be vulnerable
because having a disability just like anything else can make you feel different. It can
make you feel like all eyes are on you, especially if it is a disability. Another challenge is
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to help the students with disabilities feel comfortable and feel like what they have to say
matters and it is going to be respected and in my communication classes students must
present several speeches. This is also a challenge for students without a disability.
Participant E-1 indicated the following,
One of the challenges I have with engaging students with disabilities in a general
classroom setting is, without the letter of accommodation, I do not know how to carefully
plan for the student with disabilities. In the face-to-face classes I must secure proper
seating for students with physical limitations.
Participant F-1 implied,
The challenges I have seen during my experience teaching students with disabilities all
depends on the large-scale accommodations requested. I generally receive
accommodation letters for students regarding testing. I tell my students is that my tests
automatically have additional time built into them. That does not mean that they legally
still cannot request an accommodation. If my exam on average takes 20 minutes to
complete, I give students and hour to complete. Students still have the right to request
accommodations for testing and exams.
Participants also indicated the challenge of not knowing who the students are that need
accommodations. Participant G-1 stated,
One of the challenges I have with engaging students with disabilities in a general
classroom setting is without the letter of accommodation, I do not know how to carefully
plan for the student with disabilities. I must observe the student’s behavior and class
participation level to determine what the student needs in order to succeed in my class.
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Participant H-1 stated, “The biggest challenge I have is that I have never had any training in the
area of special education or students with disabilities. I know very little about learning
disabilities.” Participant I-1 remarked, “My biggest challenge is I know very little about students
with disabilities unless I see the student with physical disabilities.” Participant J-1 indicated the
following,
One of the challenges I have with engaging students with disability in the general
classroom setting is helping them to feel comfortable in my face-to-face class regardless
of their disability. Without the accommodation letter at the beginning of the semester it is
challenging to know what their accommodations are. I encourage all students to meet
with me privately if I can assist them with anything to help them succeed in my class.
Participant K-1 stated, “Some of the challenges I have with engaging students with disabilities in
a general classroom setting are some students’ level of preparedness, short attention span and
distractions.”
Question 5 (Engagement Activities) Online Setting
What are the challenges of engaging students with disabilities in an online setting? The
themes that emerged from participants’ responses included may not submit letter of
accommodation, group/participation introverts/shyness, non-verbal/facial expresses and grades
may suffer (see Table 6). One hundred percent (100%) of professors were concerned students
may not submit a letter of accommodation. Forty-five percent of professors were concerned the
students’ grades may suffer. Thirty-three percent (33%) of professors faced challenges of
engaging students in group/participation due to introvert and shy behavior.
The following responses are those reported by the participants when asked, “What are the
challenges of engaging students with disabilities in an online setting?
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Participants noted challenges in regard to students not submitting a letter of
accommodation. Participant A-1 stated,
Some of the challenges I face when engaging students with disabilities in an online
setting are, without proper accommodations paperwork, I do not know what
accommodations are best suited for the student with disabilities or how I can assist them
unless I see them struggling with assignments.
Participant B-1responded with the following,
In the online setting some of the challenges I face when engaging with students with
disabilities who have not submitted accommodation paperwork varies. I use the grading
performance to allow me to ask the students questions regarding their low grades to
discuss possible resource options including accommodations from the Disability Services
Office.
Participant C-1 stated,
Challenges of engaging students with disabilities in my online class setting include students
with disabilities who do not present me letters of accommodations may experience
challenges participating in groups, completing assignments on time or tests and exams as
well. Without the approved letter of accommodations, I will not know they need additional
assistance such as a quiet place to take their test, i.e., Disability Services Center.
Participant D-1 noted,
In the online setting I think that is a huge challenge because the students who have
disabilities in the online environment may think they do not need to request letters of
accommodations, because they are not face-to-face in the classroom instruction. They may
think they can get buy and hesitant to seek out for assistance to get the accommodation
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letter. This makes it especially challenging in the online environment to know which
students need the accommodations and need the help without have the accommodations
letter.
Participant E-1 noted,
In the online setting, it is challenging to have students enrolled in my class and they do
not have their accommodation letters. It limits what I can do to assist them be successful
in my online classes. I pay close attention to the grades to see if I can assist students
whose grades drop drastically. I remind students to contact me if they need additional
assistance in obtaining.
Participant F-1 responded with the following,
In my online setting, in Canvas, there is a feature that has a setting that allows me to detect
or students may have certain issues related to visual impairment or other learning
disabilities, where I can fix texts. My most recent experience has been that I must put my
course content in PDF to assist students. The PDF does not always work for students with
different visual and mental acuity. So sometimes I have to either have links or have it in
word form and the student is better capable of actually seeing the material. I think the
students are more apprehensive about initially approaching instructors.
Participant G-1 stated,
In my online setting, I use the features that address the visually impaired students. In
Canvas I can use the courseware embedded to assist students with disabilities. It is
challenging to assist students whose first language is not English sometimes. Culturally,
they are very shy.”
Participant H-1noted,
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In my online setting teaching, I really like it because it is a little easier to engage individual
students. I have observed when students are in the classroom, there are individuals that
tend to dominate the class and time. Students who are more introvert will not likely
participate and compete to participate. Students whose first language is not English will
not be confrontation and fight for attention. The online students are more courageous about
reaching out to me.
Participant I-1 stated, “In the online setting, it is challenging to have students with
disabilities enrolled in my class and I do not have the letter of accommodations. I try to pay
close attention to their nonverbals and facial expressions online.” Participant J-1 noted, “In the
online setting, it is challenging to engage students with disabilities due their shyness or lack of
wanting to let students in the class know they have a disability.” Participant K-1 indicated, “In
the online setting, some of the challenges that I have found engaging the students with
disabilities are I can gauge whether students understand concepts that are being taught by
looking at facial expressions, level of discomfort.”
Table 6
What are the challenges of engaging students with disabilities in an online setting?
Interviewees

May not submit
letter of
accommodation

A
B
C
D
E
F
G
H
I
J
K

X
X
X
X
X
X
X
X
X
X
X

Group/participation Non-Verbal/facial
Introverts/Shyness expressions

Grades may suffer

X
X
X
X
X
X

X
X
X
X
X
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Eighteen percent (18%) of professors faced challenging with students non-verbal/facial
expressions.
Question 6 (Information and Training)
Where have you received the most information and training about working with students
with disabilities since your employment? The themes that emerged from participants’ responses
that emerged for question six included non/limited training received, department orientation,
college faculty conference and disability services department online website (see Table 7).
Table 7
Where have you received the most information and training about working with students with
disabilities since your employment?
Interviewee #

A-1
B-1
C-1
D-1
E-1
F-1
G-1
H-1
I-1
J-1
K-1

None/Limited
training received

Department
Orientation

College Faculty
Conference

X
X
X

College Disability
Services Dept.
Online Website
X
X
X

X
X
X
X
X
X
X
X

X

X

Sixty-three percent (63%) of professors received most information and training about
working with students with disabilities since their employment in a limited training method or
none at all. Forty-five percent (45%) of professors received some information from the college
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disability services department online website. Nine percent (9%) of the information professors
received came from attending the faculty conference offered by the department’s orientation.
The following responses are those reported by the participants when asked, “Where have
you received the most information and training about working with students with disabilities
since your employment?
Many participants indicated they received no or limited training for working with
students with disabilities. Participant A-1 stated,
I received the most information and training about working with students with disabilities
since my employment from faculty orientation sessions within my discipline and the online links
to frequently asked questions regarding students with disabilities at the institution’s Disability
Services Center.
Participant B-1 noted,
Since my employment, I have received the most information and training about working
with students with disabilities from my orientation within my department and Disability
Services Office online links on our institution’s website. I have received some training at
the faculty Conference held in 2018 and 2019.
Participant C-1 replied, “I have received most information and training about working
with students with disabilities in my discipline’s orientation session and the institution’s
Disability Services Center online web links to frequently asked questions.” Participant D-1
stated, “I cannot think of any specifically type of training that I have had to teach and work with
students that have disabilities.” Participant I-1 stated, “I have not received any official training
pertaining to teaching students with disabilities.” Participant J-1 stated, “I have not received any
official training pertaining to teaching students with disabilities.”
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College and faculty conferences were noted from a participant in regard to provide
training. Participant E-1 stated, “I can only recall receiving information from two faculty
conference sessions pertaining teaching students with disabilities. I received information from
the college Disability Service Center website such as frequently asked questions.”
Participants also noted training provided by the disability services department online
website. Participant F-1 stated,
I think it has been over a decade since I have taken the universal design learning course at
my university. I think it would be useful every few years to mandate all faculty to take
the universal design course learning course. I think every three years is probably a good
time to update the course and show faculty how they can create universal
accommodations that benefit everyone.”
Participant G-1 stated, “Since my employment, I have received no formal training in
assisting students with disabilities. What I have learned is what I received from the institution’s
Disability Center Services online website frequently asked questions.” Participant H-1 stated,
One type of information or training I think it will be helpful to me when working with
students with disabilities is a training that teaches on the various types of disabilities
categories and how to best help students with disabilities. Training provided by former
students with disabilities who graduated from the institution sharing what worked best
from them as a student at the college. Faculty would be learning directly from someone
just like the students we are trying to assist today.
Participant K-1 stated,
The college is wonderful in the sense that our professional development is funded up to
$2000 per year. Some free teaching and learning courses are offered in the center for
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teaching and learning excellence program. Skill Port training programs are offered free to
faculty via online training also.
Question 7 (Training and Development)
What training sessions would you find most helpful in assisting you to engage students
with disabilities in class? The themes that emerged from participants’ responses included faceto-face training with Disability Services Counselors, create video training with external
facilitator, alumni with disabilities and counselors training, and online webinars and videos
developed by experienced college professors who teach SWDs (see Table 8).
Table 8
What training sessions would you find most helpful in assisting you to engage students with
disabilities in class?
Interviewee #

Face-To-Face
Training
with/Disability
Services
Counselors

A-1
B-1
C-1
D-1
E-1
F-1
G-1
H-1
I-1
J-1
K-1

X

Create Video
Training
w/External
Facilitator

Training Sessions
by Alumni with
disabilities and
Counselors

X

X

Online Training
Webinars and
Videos Developed
by Experienced
College Professors
with Disability
Teaching

X
X

X
X
X

X
X
X
X

X
X

X

Fifty-four percent (54%) of professors would find face-to-face training with /Disability
Services Center Counselors most helpful in assisting them with students with disabilities in class.
Thirty-three percent (33%) of professors find online training such as webinars and videos
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developed by experienced college professors who teach SWDs helpful. Twenty-seven percent
(27%) of professors found video training with external facilitator helpful in assisting with
engaging students with SWDs.
The following responses are those reported by the participants when asked, “What
training sessions would you find most helpful in assisting you to engage students with disabilities
in class?”
Participants indicated that face-to-face training session would be helpful in assisting
students with disabilities. Participant A-1 stated,
The training sessions I feel would be most helpful in assisting me to engage students with
disabilities in class are: Annual workshops with trainers or facilitators on ways to engage
students with disabilities, face-to-face training with faculty training sessions on role play
and how to…. effective assist students with disabilities in the postsecondary level.
Participant D-1 stated,
Any type of training that just introduces me to the different types of disabilities that
students might have whether it is a behavioral disability, blind, or deaf and how to engage
those students and to help them feel comfortable, whether it is online or face-to-face would
helpful.
Participant G-1 stated, “Training sessions that would be most helpful to me in assisting me
to engage students with disabilities are sessions where specific types of disabilities are common at
our institutions and ways to effectively engage the students to learn the content of the class. Faceto-face sessions that will allow faculty and counselor interaction and small group role play
designed to improve my interaction with the students with disabilities would be most helpful.”
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Participant H-1 stated, “A training session that would be most helpful to me in assisting
me to engage students with disabilities in class is a session that allows face-to-face interactive
training with other faculty and counselors over a half-day or weekend with plenty of time to give
feedback on group activities.”
Participant K-1 stated, “The training session that would be most helpful tome in assisting
me to engage students with disabilities in class are face-to-face workshops involving faculty and
counselors doing role play and feedback sessions.”
Participants also noted the benefit of online training webinars and video developed by
experienced professors. Participant B-1 stated,
The training sessions that would be most helpful in assisting me to engage students with
disabilities in class are sessions that are face-to-face with other faculty to learn tips on
ways to help students with disabilities in a class setting. Video trainings of faculty from
other academic institutions sharing what they do to engage students with disabilities at
the postsecondary level would be very helpful. A two-day training for faculty to do
engaging activities themselves and discuss what was beneficial they felt was beneficial to
them. The institution should focus more on training for faculty to adequately prepare
faculty when working with students with disabilities.
Participant F-1 stated, “The training session that would be most helpful tome in assisting
me to engage students with disabilities is a training session teaching me how to update the universal
design learning course to focus more on teaching students with disabilities via online and face-toface.”
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Participants noted the usefulness of creating a video training with an external facilitator.
Participant C-1 stated,
The training sessions that would be most helpful to me in assisting me to engage students
with disabilities in class are sessions that allow me to participate and learn in a face-to-face
environment with Counselors and other staff from the Disability Services Center.
Disability Services videos where faculty are taught how to engage with students with
disabilities would also be helpful.
Participant E-1 stated,
The training sessions that would be most helpful to me in assisting me to engage students
with disabilities in class are face-to-face sessions that help faculty participate and learn
how to engage students with disabilities. Some video training of faculty members and
counselors teaching faculty that work with students with disabilities could also be
helpful.
Participant I-1 stated, “A training session that would be most helpful to me in assisting
me to engage students with disabilities in class is a session that allows face-to-face interactive
training with faculty and counselors over a 3-4-hour time period.”
Participants also indicated how training session by alumni with disabilities and
counselors would be helpful in engaging students with disabilities in the classroom. Participant J1 stated,
The training sessions that would be most helpful to me in assisting me to engage students
with disabilities in class are workshops and training that would allow faculty to
participate in engaging sessions involving students with former students with disabilities
who have graduated from the institution. The students could share valuable information
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from a student with disability point of view. Some online and face-to-face training
sessions would be helpful. I did not major in special education. I feel inadequate often
when I do not know a lot about special education needs for students with disabilities.
Research Question Two
Research question two examined the perceptions of community college professors in
regard to presenting information in ways that reach students with disabilities.
Question 1 (Classroom Assistants)
How are classroom assistants (Sign Language Interpreters, Note Takers, Communication
Access and Real time Translation (CART) providers) utilized to assist in presenting information
to students with disabilities? The themes that emerged from participants’ responses included sign
language interpreters, note-takers, communication access and real time translation (CART) and
none of the classroom assistants (see Table 9).
Table 9
How are classroom assistants (Sign Language Interpreters, Note Takers, Communication Access
and Real Time Translation (CART) providers) utilized to assist in presenting information to
students with disabilities?
Interviewee #

A-1
B-1
C-1
D-1
E-1
F-1
G-1
H-1
I-1
J-1
K-1

Sign Language
Interpreters

X
X
X
X

Note-Takers

Communication Access
and Real Time
Translation (CART)

None of the
classroom
assistants

X
X
X
X
X
X
X

X
X

X
X
X

X
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Eighty-one percent (81%) of professors utilized classroom assistants such as note-takers
to assist in presenting information to students with disabilities. Fifty-four percent (54%) of the
professors utilized sign language interpreters to assist in presenting information to students with
disabilities. Nine percent (9%) of professors utilized Communication Access and Real Time
Translation (CART) to assist in presenting information to students with disabilities. Nine percent
(9%) of professors utilized none of the classroom assistants to present information to students
with disabilities.
The following responses are those reported by the participants when asked, “How are
classroom assistants (Sign Language Interpreters, Note Takers, Communication Access and Real
Time Translation (CART) providers) utilized to assist in presenting information to students with
disabilities?”
Participants noted the importance of sign language interpreters. Participant C-1 stated,
“In my classroom assistants are used to assist my deaf students by signing and taking notes. I
receive letters of accommodations in advance when assistants accompany a student with a
disability who is sensory impaired.” Participant D-1 stated, “In my classroom the assistant that
was utilized to assist the student was the sign language interpreters.”
Participant E-1 stated, “In my classroom the assistants that were used most often was the sign
language interpreters and note-takers Participant G-1 stated, “In my classroom the assistant that
was utilized the most often was the sign language interpreters and note-takers.”
Participants also noted the utilization of notetakers. Participant A-1 stated, “Classroom
assistants such as sign language interpreters, note takes have been utilized in my classes. They
are helpful to the student they are assignment the accommodation for in my class.” Participant
B-1 stated, “When classroom assistants are utilized to assist in presenting information to students
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with disabilities, I require the assistants to secure approval from me before they record the
students and me. Note-takers are used in my class Participant F-1 stated, “In my classroom, the
assistant that was utilized to assist the students with a disability is the note takers.”
Participant H-1 stated, “I have not had any of those experiences – only experience that I have had
as an online instructor has been with automated software that tell you if you need captions for
your pictures and that sort of thing.”
Participant I-1 stated, “In my classroom, I have letter accommodations for note-taking
assistance.” Interviewer J-1 stated, “In my classroom assistants are used to assist my deaf
students by signing and taking notes.” Participant K-1 stated, “In my classroom the only
assistants that I have used is note-takers. I do hold the students with disabilities to the same high
standards as students without disabilities. I will make accommodations for them through the
different equipment and the notetakers and sign language interpreters.”
Question 2 (Pedagogical Practices)
How do you modify pedagogical practice to accommodate sensory impaired students
(Deaf, hard-of-hearing, vision impaired, blind)? The themes that emerged from participants’
responses included extended time for assignments and testing, private conferences/post notes
online for all students, schedule quiet place for testing at Disability Services Center, and Ensure
clarifications and understanding assignment with student assistant (see Table 10).
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Table 10
How do you modify pedagogical practice to accommodate sensory impaired students (Deaf,
hard-of-hearing, vision impaired, blind)?
Interviewee #

Extend time for
assignments and
testing

Schedule quite time
for testing at the
Disability Services
Center

A-1
B-1
C-1
D-1
E-1
F-1
G-1
H-1
I-1
J-1
K-1

X
X
X
X
X
X
X
X
X
X
X

X

Ensure student with
disability understands
assignment, activity or
exam through his/her
assistant

X

Private
Conference &
Post Notes
online for all
students.
X
X
X
X
X
X
X
X

X

X
X

X

One hundred percent (100%) of professors extend extra time for testing for students with
disabilities. Eighty-one percent (81%) of professors schedule private conferences and post notes
online for all students. Twenty-seven percent (27%) of professors schedule quite time for testing
at the Disability Services Center for students with disabilities.
The following responses are those reported by the participants when asked, “How do you
modify pedagogical practice to accommodate sensory impaired students (Deaf, hard-of-hearing,
vision impaired, blind)?”
All participants noted extended time for assignments and testing were used to modify
pedagogical practice to accommodate sensory impaired students. Participant A-1 stated,
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I modify my pedagogical practice to accommodate sensory impaired students (deaf,
hard-of-hearing, vision impaired, blind) by adding more time to the test taking activities.
I also, schedule testing time at the Disability Services Center to test in a quiet area.
Participant B-1 stated, “I modify my pedagogical practice to accommodate the sensory
impaired students (deaf, hard-of-hearing, vision impaired, blind) by extending time for test
taking activities.” Participant C-1 stated,
I modify my pedagogical practice to accommodate sensory impaired students (deaf, hardof-hearing, vision impaired, blind) by extending time for test taking and exams. I use
student pairing to also assist students with disabilities experience additional engagement
activities during the class.
Participant D-1 stated,
I have modified my pedagogical practice to accommodate all four of the sensory
impaired students. I ask questions to make sure the student with the disabilities
understands through his or her assistant. Students in the classroom are very eager to help
students with disabilities also.
Interviewer E-1 stated, “I modify my pedagogical practice to accommodate the sensory
impaired students (deaf, hard-of-hearing, vision impaired, blind) by extending time for test
taking activities.” Interviewer F-1 stated,
I modify my pedagogical practice to accommodate sensory impaired students (deaf, hardof -hearing, vision impaired, blind) by extending time for test taking, posting notes online
and allowing students to talk to me privately to discuss how I can assist them in the class.
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Interviewer G-1 stated, “I modify my pedagogical practice to accommodate all sensory
impaired students (death, hard-of-hearing, vision impaired, blind) by extending the time for tests
and exams.” Interviewer H-1 stated,
I modify my pedagogical practices to accommodate sensory impaired students (deaf,
hard-of-hearing, vision impaired, blind) by utilizing the new software that is available
through canvas. Captions, colors, and other features are embedded in the Courseware
already in Canvas. I schedule testing services in the testing lab for students who require
quite space to concentrate if the student presents a letter of accommodation.
Interviewer I-1 stated, “I modify my pedagogical practice by extending time for testing
and exams.” Interviewer J-1 stated, “I modify my pedagogical practice to accommodate the
sensory impaired students (deaf, hard-of-hearing, vision impaired, blind) by extending time for
exams.” Interviewer K-1 stated, “I modify my pedagogical practice to accommodate the sensory
impaired students (deaf, hard-of-hearing, vision impaired, blind) by extending time for exams
and reserving space in the testing center.”
Question 3 (Assistive Software)
How do you use assistive software as a tool to better accommodate students with
disabilities in the classroom (see Table 11)? The themes that emerged from participants’
responses included Canvas software/tools and courseware required by American Disability
Administration (ADA), power point presentations with increased fonts and colors, Kaltura
Software/tools and courseware required by ADA, and YouTube videos with captions.
One hundred percent (100%) of professors use assistive software as a tool to better
accommodate students with disabilities in the classroom by using Canvas software tools and
courseware required by ADA. Fifty-four percent (54%) of professors use power point
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presentations with increased fonts and colors required by ADA. Eighteen percent (18%) of
professors use Kaltura software tools and courseware required by ADA. Nine percent (9%) of
professors use YouTube videos with captions to better accommodate students with disabilities in
the classroom.
The following responses are those reported by the participants when asked, “How do you
use assistive software as a tool to better accommodate students with disabilities in the
classroom?”
All participants noted the use of Canvas software as a tool to better accommodate
students with disabilities. Interviewer A-1 stated,
I use Canvas programs to use captions, mandatory fonts and colored approved by the
college to assist students with disabilities. I also increase the font size whenever I present
information in power point that will be seen on the board in the classroom.
Participant B-1 stated, “In the classroom, I use assistive software as a tool to better
accommodate students with disabilities by using Canvas courseware and programs to activate
captions, increase fonts and colors approved by the college to assist students with disabilities.”
Participant C-1 stated,
In the classroom, I use the courseware and Canvas provided by the institution to assist
students with disabilities to see the captions and increased fonts as well as colors
approved by the college designed to enhance the quality of the course content, power
point presentations, and videos presented in my class.
Participant D-1 stated, “In the classroom I use the courseware and Canvas tools provided
by the institution.” Participant E-1 stated, “In the classroom I use the courseware and Canvas

93
tools provided by the college to help better accommodate students with disabilities in the
classroom.” Participant F-1 stated,
I use the tools provided in Canvas to better accommodate students with disabilities in the
classroom. In the classroom setting I increase the font size s and utilizing captions in
videos I present to the class. In my classroom setting I hand out documents and copies for
students to reference.
Participant G-1 stated, “In my classroom I use the courseware and Canvas tools provided
by the institution to assist students with disabilities.” Participant r H-1 stated, “In my class, I
utilize the automated courseware in Canvas to help assist students with disabilities.”
Participant I-1 stated, “In the classroom, I use assistive software as a tool to better accommodate
students with disabilities by using the Canvas courseware and activate captions and increase
fonts when projecting content on the board.” Participant J-1 stated, “In the classroom, I use
assistive software as a tool to better accommodate students with disabilities by using the Canvas
courseware and activate captions to increase the fonts when projecting content on the board.”
Participant K-1 stated, “In my classroom, I use assistive software as a tool to better
accommodate students with disabilities by using the tools provided in Canvas Courseware and
Kaltura.”

94
Table 11
How do you use assistive software as a tool to better accommodate students with disabilities in
the classroom?
Interviewee #

Canvas Software
Program
Tools/Courseware
required by ADA
Office

Kaltura Software
Program
Tools/Courseware
required by ADA
Office

YouTube Videos
with captions

A-1
B-1
C-1
D-1
E-1
F-1
G-1
H-1
I-1
J-1
K-1

X
X
X
X
X
X
X
X
X
X
X

X

X

PowerPoint
Presentations with
increased fonts
and colors

X
X

X
X
X
X
X

Question 4 (Technological Tools)
What technological tools do you utilize to reach students with disabilities in an online
setting? Emergent themes included Canvas software/tools, courseware required by ADA, Kaltura
software, YouTube videos with captions, and power point presentations with increased fonts and
colors (Table 12).
One hundred percent of the professors utilize Canvas software and courseware required
by ADA to reach students with disabilities in an online setting. Eighty-one percent of professors
utilize Kaltura software/tools and courseware required by ADA to reach students with disabilities
in an online setting. Seventy-two percent of professors utilize YouTube videos with captions and
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power point presentations with increased fonts and colors to reach students with disabilities in an
online setting.
The following responses are those reported by the participants when asked, “What
technological tools do you utilize to reach students with disabilities in an online setting?”
Participant A-1 stated,
I use Canvas and Kaltura programs to use captions, mandatory fonts and colored
approved by the college to assist students with disabilities. I also increase the font size
whenever I present information in power point that will be seen on the board in the
classroom. I use YouTube videos to allow students listen to or view the information to
complete some assignments. Students all required to video tape themselves presenting
their speeches for my speech classes.
Participant B-1 noted, “In the online setting, the technological tools I utilize to reach
students with disabilities are the tools provided in Canvas, Kaltura, and YouTube videos.”
Participant C-1 emphasized, “I use Canvas and Kaltura technological tools to assist students with
disabilities in an online setting. I use YouTube videos with captions and increased fonts with
students with disabilities in an online setting.” Participant D-1 indicated, “In the online setting,
the Canvas and Kaltura technological tools are used, as well as YouTube videos with captions.”
Participant E-1 shared the following,
“In the online setting, the technological tools I utilize to reach students with disabilities
are the tools provided via Canvas and Kaltura. I increase font sizes when using power
point presentations. I use captions when I present videos via YouTube videos.”
Participant F-1 remarked, “In my online setting, I create a folder for students to access at
any time. I provide a link for students to access the folder for additional resources. In Canvas and
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Kaltura students may access additional resources.” Participant G-1 shared, “In the online setting,
the technological tools are used to reach students with disabilities are the tools provided via
Canvas and Kaltura. II use captions when I show videos.” Participant H-1 replied, “I use the
technological tools provided by Canvas only to reach students with disabilities.” Participant I-1
shared, “I use the technological tools provided via Canvas to reach students with disabilities in
an online setting.” Participant J-1 stated, “In the online setting, the technological tools I utilize to
reach students with disabilities are Canvas tools and Kaltura tools. In increase font sizes and use
captions in videos that I present to the class.” Participant K-1 stated, “In the online setting, the
technological tools I utilize to reach students with disabilities are the tools provided in Canvas
Courseware, Kaltura, and YouTube videos with captions, colors that are set by ADA standards.”
Table 12
What technological tools do you utilize to reach students with disabilities in an online setting?
Interviewee #

A-1
B-1
C-1
D-1
E-1
F-1
G-1
H-1
I-1
J-1
K-1

Canvas Software
Program
Tools/Courseware
required by ADA
Office
X
X
X
X
X
X
X
X
X
X
X

Kaltura Software
Program
Tools/Courseware
required by ADA
Office
X
X
X
X
X
X
X

X
X

YouTube
Videos with
captions

PowerPoint
Presentations
with increased
fonts and colors

X
X
X
X
X

X
X
X
X
X

X

X
X

X
X
X

Question 5 (Training and Development)
What training sessions would you find most helpful in assisting to present information in
ways that reach students with disabilities in class? The themes that emerged from participants’

97
responses included face-to-face training, online video training from facilitators with SWD
experience, training by disability counselors and SWD alumni, and Online training via Skill port
Professional Development (see Table 13).
Table 13
What training sessions would you find most helpful in assisting you to present information in
ways that reach students with disabilities in class?
Interviewee #

Face-To-Face
Training (4 hours)

A-1
B-1
C-1
D-1
E-1
F-1
G-1
H-1
I-1
J-1
K-1

X
X

X
X
X
X

Online/Video
Training from
Facilitators with
SWD Experience

X
X
X
X
X
X
X

X
X

Training by
Disability
Counselors and
SWD Alumni
X

Professional
Development
Online Training
via Skillport
X
X
X

X
X
X

X
X

Seventy-two percent of the professors would find training sessions on how to assist
students with disabilities helpful. Sixty-two percent (62%) of professors would find online video
training from facilitators with SWD experience helpful in assisting to present information in
ways that reach students with disabilities. Forty-five percent (45%) of professors would find
online training via Skill port professional development helpful in assisting to present information
in ways that reach students with disabilities. Thirty-three percent (33%) of professors would find
training by disability counselors and SWD alumni helpful in assisting to present information in
ways that reach students with disabilities.
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The following responses are those reported by the participants when asked, “What
training sessions would you find most helpful in assisting you to present information in ways that
reach students with disabilities in class?
Most participants noted that face-to-face trainings are helpful in reaching students with
disabilities. Participant A-1 stated,
Training sessions I would find helpful in assisting me to present information in ways that
reach students with disabilities are those that include face-to-face training sessions where
faculty and trainers use role play and engaging activities to help faculty learn additional
teaching techniques. Training sessions that include video training sessions with other
faculty at other academic institutions participating would be helpful.
Participant B-1 stated,
Training sessions I would find helpful in assisting me to present information in ways that
reach students with disabilities are face-to-face trainings designed to help faculty present
information to students with disabilities. These trainings should be mandatory for all
faculty at the beginning of each semester even if some sessions are accessible via online
professional development.
Participant E-1 stated,
Training sessions that would be helpful are face-to-face sessions hosted at or near the
Testing Center on a campus to allow the faculty to see what is available to the students
when they request being allowed to take their test at the Testing Center one of the
campuses. Refresher training courses geared toward faculty who teach students with
disabilities should be mandatory each Fall and Spring Semester. The Professional
Development Department should also offer the refresher training via online.
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Participant F-1 stated,
Training that would be helpful to me in assisting me with presenting information in ways
that reach students with disabilities is face-to-face training sessions with engaging
training from Disability Services Center Counselors, external facilitators who can address
teach students with disabilities.
Participant G-1 stated,
Training sessions that would be helpful to me in assisting me with presenting information
in ways that reach students with disabilities is from the institution interactive small group
sessions where faculty and Disability Center services counselors and alumni with
disabilities have graduate to share concepts that are proven to be successful when
working with students with disabilities.
Participant J-1 stated, “Training sessions that would be helpful are those that specifically
speak to the engagement of the students with disabilities and faculty. Face-to-face or online
professional development classes would be helpful.”
Participants also shared that online/video training from facilitators with SWD experience
would also be helpful with presenting information to reach students with disabilities. Participant
C-1 stated,
Training sessions I would find helpful in assisting me to present information in ways that
reach students with disabilities in class are face-to-face training workshops with faculty
and Disabilities Services Center staff or facilitators. Annual training for all faculty before
each semester can be offered via online professional development.
Participant D-1 stated, “Training sessions that introduce me to the different types of
disabilities and how to teach those students that have those disabilities would be helpful to me.”
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Participant H-1 stated,
It might be helpful to have mentors from the counseling department or someone from
outside the institution to share their insight on ways faculty to assist students with
disabilities. For example, I would like to talk to an instructor in the humanities that has
taught someone dyslexia.
Participant I-1 stated,
Training sessions that would be helpful in assisting me to present information in ways
that reach students with disabilities are those that include activities such as group
problem-solving techniques for faculty as well as engagement training videos consisting
of faculty and counselors.
It was also noted that trainings by disability counselors are helpful in assisting with
presenting information that reach students with disabilities. Participant K-1 stated, “Training
sessions that would be helpful are those that specifically engage faculty and counselors or
facilitators who can share tips on ways to help me present information to students with
disabilities in an impactful way.”
Research Question Three
Research question three examined how community college professors offer purposeful
options for students with disabilities to show what they know.
Question 1 (Testing Process)
How familiar are you with the process of providing testing accommodations to students
with disabilities? The emergent themes were familiar with process and not familiar with process
(see Table 14). One hundred percent (100%) of the professors stating they were familiar with the
process of providing testing accommodations to students with disabilities.
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Table 14
How familiar are you with the process of providing testing accommodations to students with
disabilities?
Interviewee #

Familiar with process.

A-1
B-1
C-1
D-1
E-1
F-1
G-1
H-1
I-1
J-1
K-1

X
X
X
X
X
X
X
X
X
X
X

Not familiar with process.

The following responses are those reported by the participants when asked, “How
familiar are you with the process of providing testing accommodations to students with
disabilities?”
All participants indicated that they were familiar with the process. Participant A-1
remarked, “I am familiar with the process of providing testing accommodations to students with
disabilities.” Participant B-1 shared, “I am familiar with the process of providing testing
Participant C-1 replied, “I am familiar with the process of providing testing accommodations to
students with disabilities.” Participant D-1 stated, “I am familiar with the process of providing
testing accommodations to students with disabilities. I have visited the testing center.”
Participant E-1 noted, “I am familiar with the process of providing testing accommodations to
students with disabilities. I do not know where the testing center is on my campus, however.”
Participant F-1 expressed, “I am familiar with the process of providing testing and
accommodations with students with disabilities. As director of the Honors college, I am required

102
to know about this process.” Participant G-1 stated, “I am familiar with the process of providing
testing and accommodations with students with disabilities.” Participant H-1 shared, “I am
familiar with the process of providing testing accommodations for students with disabilities. I
know how to set up the students for a longer period of time to test for an exam.”
Participant I-1 noted, “I am familiar with the process of providing testing and
accommodations with students with disabilities.” Participant J-1 stated, “I am familiar with the
process of providing testing accommodations to students with disabilities. Participant K-1
replied, “I am familiar with the process of providing testing accommodations to students with
disabilities. As a department chair and a professor, it is mandatory for me to know this
information.”
Question 2 (Planning)
How do you plan for students with a letter of accommodation? The emergent theme
included plan ahead for students with a letter of accommodation and plan for students with or
without a letter of accommodation (see Table 15).
Eighty-six percent (86%) of professors plan for students with a letter of accommodation.
Eighteen percent (18%) of professors’ plan for students with or without a letter of
accommodation.
Table 15
How do you plan for and provide exams for administration with accommodations?
Interviewee #

I plan ahead for students with
a letter of accommodation.

A-1
B-1
C-1
D-1
E-1

X
X
X
X
X

I plan for students with or without a letter of
accommodation.

103
F-1
G-1
H-1
I-1

X
X
X
X
X

K-1

X

The following responses are those reported by the participants when asked, “How do you
plan for and provide exams for administration with accommodations?” Most of the participants
indicated that they plan ahead for student with a letter of accommodation. Participant A-1 stated,
“I plan ahead when I know I have students enrolled in my class with approved accommodations.
I allow for multiple attempts for my online exams. Any student will be allowed ample time to
complete the exam the same day.” Participant B-1 mentioned, “I plan ahead for students with
disabilities when I know I have students enrolled in my class. I allow the students extra time and
adjusted deadline.” Participant C-1 shared, “I plan ahead for students with disabilities when I
know I have students enrolled in my class. I allow the students with disabilities extra time for
tests and exams.”
Participant D-1 stated, “I plan ahead for students with disabilities when I know I have
students enrolled in my class. I allow the students with disabilities extra time for tests and
exams.” Participant E-1 noted, “I plan ahead for students with disabilities when I know they are
enrolled in my class. I allow extra time for tests and exams. I plan for space allocation in
advance if I know the student is in a wheelchair or has a companion dog.” Participant F-1
replied, “I plan ahead for students with disabilities and allow the students extra time for tests and
exams.” Participant G-1 stated, “I plan ahead for students with disabilities when I receive their
letter of accommodations. All allow the students with disabilities extra time for tests and exams.”
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Participant H-1 emphasized, “I plan for students with disabilities when I know I have
students enrolled in my class and I have received their letter of accommodation. I allow extra
time for tests and exams.” Participant I-1 shared, “I plan ahead for all of my students with and
without disabilities especially, to allow for extra time for testing.” Participant J-1 responded, “I
plan for students with disabilities so they may maximize their learning capabilities in my class by
extending time for exams and allowing them to take their exams in the testing center.”
Participant K-1 stated, “I plan ahead for students with disabilities whether I have students
enrolled in my class or not. Extra time is built into my exam time for all students as well as
students with disabilities.”
Question 3 (Training and Development)
What training would you find most helpful in assisting you to offer purposeful options for
students with disabilities to show what they know? The emergent theme included face-to-face
sessions, online video training sessions, How-To Demonstration videos and interactive problemsolving sessions with an external facilitator (see Table 16).
Table 16
What training sessions would you find most helpful in assisting you to offer purposeful options
for students with disabilities to show what they know?
Interviewee #

Face-to-Face
Sessions

A-1
B-1
C-1
D-1
E-1
F-1
G-1
H-1
I-1
J-1

X
X
X
X
X
X
X
X
X

Online Video
Training
Sessions

Demonstration Interactive ProblemHow to
Solving Sessions with an
Videos
external facilitator
X

X

X
X

X
X
X
X
X

X

X
X
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K-1

X

X

X

X

Eighty-one percent (81%) of professors would find face-to-face sessions helpful in
assisting them with purposeful options for students with disabilities to show what they know.
Fifty-four percent (54%) of professors would find online video training sessions helpful in
assisting them with purposeful options for students with disabilities to show what they know.
Forty-five percent (45%) of professors would find how-to-demonstrations videos helpful in
assisting them with purposeful options for students with disabilities. Thirty-three percent (33%)
of professors would find interactive problem-solving sessions with an external facilitator helpful
in assisting them with purposeful options for students with disabilities to show what they know.
The following responses are those reported by the participants when asked, “What
training sessions would you find most helpful in assisting you to offer purposeful options for
students with disabilities to show what they know?”
Most participants indicated that face-to-face sessions would be most helpful in with
offering purposeful options for students with disabilities to show what they know. Participant
A-1 stated,
Face-to-face faculty training sessions on effective teaching styles for assisting students
with disabilities to be able to show what they have learned and know from the course. A
training session over a 4-6-hour time period over the weekend would be helpful. A
training session to allow faculty to create, present and critique a training session to
mentor each other would be helpful when preparing to assist students with disabilities.
Participant B-1 shared,
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Face-to-face faculty training sessions would be helpful. The sessions should last for a
four-hours or at least a half a day or all day to all enough time for faculty to engage with
each other regarding preparing to assist students with disabilities. Faculty should take a
refresher course on preparing to assist students with disabilities each semester that could
be offered via the online professional development site.
Participant C-1 noted,
Face-to-face faculty training sessions regarding ways to engage students with disabilities
in order for them to be able to show what they know would be helpful. Training sessions
that would include faculty engaging with each us and presenting scenarios that lead to
optimum success with students with disabilities.
Participant D-1 stated, “Face-to-face faculty training sessions that could help faculty see
how they can show engage with students with disabilities in order to help them show what they
know would be helpful.” Participant E-1 noted,
I think the college should pay for a trained facilitator to come to our campus and train
faculty who desire to learn additional techniques for assisting students with disabilities to
be able to show what they know. The publishers of some of our textbooks may be able to
offer assistance in getting a trainer or facilitator to come on campus and train faculty
whose wish to learn how to engage students with disabilities to maximum their benefit
from using their resources.
Participant F-1 indicated, “I think training sessions that teach how to create demos for
other instructors to have access to for their professional development and enrichment would be
helpful, especially when teaching students with disabilities.” Participant G-1 stated,
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Face-to-face faculty training sessions regarding ways to engage students with disabilities
in order for them to be able to show what they know would be helpful. Training videos
that share techniques and best practices that are tried and true at other educational
institutions would be helpful.
Interviewer J-1remarked, “Some of the training sessions that could help me be able to
assist my students with disabilities know how to show what they know are face-to-face
workshops and online anytime professional development classes.”
Participant K-1 stated,
I think the college offers a vast selection of online training faculty can utilize to enhance
their teaching skills. However, training sessions that with the faculty and student with
disability engagement in mind could be helpful. Some training could be face-to-face for a
4-hour interactive session that would allow feedback immediately following the session
could be helpful. Professional development online refresher training should be offered
before the Fall and Spring semesters to allow faculty to take the training.
I think the college offers a vast selection of online training faculty can utilize to enhance
their teaching skills. However, training sessions that with the faculty and student with
disability engagement in mind could be helpful. Some training could be face-to-face for a
4-hour interactive session that would allow feedback immediately following the session
could be helpful. Professional development online refresher training should be offered
before the Fall and Spring semesters to allow faculty to take the training.
Participants also mentioned that online video training sessions would also be helpful.
Participant H-1 stated,
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A training session that could help me engage with students with disabilities in order to
help them show what they know that would be helpful to me is one that would include a
student with disabilities alumnus who has graduated from the institution who could share
with faculty what worked best for him/her while he/she were a student at the institution.
A session on lessons learned from former student with disabilities graduates and other
instructors of the same type of student population would be helpful.
Participant I-1 stated, “A training session that that allow faculty to engage with each other using
role play and videotaping the sessions for sharing with other faculty.”
Summary
Chapter IV provided an overview of the study's findings based on the responses to the
questionnaire and interviewees provided by participants in the interview sessions. The overall
findings on the participants' responses to the questionnaire and interviewee sessions indicated
that several themes emerged.
The following themes emerged as categories from the interviews: (a) Accommodations;
(b) Student engagement; (c) Information and training; and (d) Classroom assistants, assistive
software and technological tools. The themes for accommodations were statements needed in the
syllabus, sensory impaired students, testing, and administering exams. The themes for student
engagement were in class settings and online settings. The themes for information and training
were face-to-face, online video training, and external facilitated training. The themes for
classroom assistants, assistive software, and technological tools were sign language interpreters,
note-takers, Communication Access, Real-Time Translation (CART), Canvas, Kaltura, YouTube
videos, etc. PowerPoint presentations. Each category's themes were determined by analyzing the
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percentages of the participants' responses to questions regarding accommodations, student
engagement, and training.
In Chapter V, the researcher provided discussions, implications, recommendations, and
conclusions for this study’s findings. This includes but is not limited to discussion of
participants’ responses to community college professors’ perceptions regarding the instructional
practices for addressing the needs of students with disabilities at postsecondary institutions.
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CHAPTER V
Discussion, Implications, Recommendations, and Conclusions
Discussion
The purpose of this qualitative study was to examine the perceptions of community
college professors regarding the instructional practices for addressing the needs of students with
disabilities at postsecondary institutions in southeast Texas. Ensuring students with disabilities
enjoy the same educational benefits as students without disabilities is a major concern for
postsecondary institutions within higher education (Kim & Kutscher, 2020). Civil rights
legislation and social equity awareness, assistive and informational technology, and education
have resulted in better outcomes for students with disabilities (Desmond et al., 2018).
While some federal laws are in place to ensure the provision of appropriate
accommodation on college campuses for students with disabilities, many students either do not
make daily use of their accommodation or do not seek to become aware of the number of
services that may be made accessible to them (Ferrell & Marshak, 2004; Jackson & Ferrell,
2000; Marshak, Ferrell, & Dugan, 2004). Understanding where the resources are, knowing what
the resources are, and the how the resources can add value is extremely important for the student
to achieve academic success (Field, Sarver, & Shaw, 2003).
One of the primary missions of a community college is to address the needs of members
in the entire community that it serves, including students with disabilities. Cohen and Brawer
(2003) reported community colleges are untraditional, but they are truly American because at
their best, they represent the United States at its best. Community colleges seek to provide
appropriate accommodations and academic services (Cohen & Brawer, 2003).
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This study is significant because the responsibilities of teachers have increased
substantially, both social and emotionally, more than in the past (Jennings, 2013). Education
reform, lack of administrative support, lack of resources, mounting paperwork, and working in
an environment that does not value the shared decision-making process can cause stress for
educators (Teuta et al., 2015). Community college personnel understand that it is important for
students with disabilities to have equal access to a quality education in higher education (U. S.
Department of Education, 2020). Community college personnel are aware of open-door
admission policies, as well as the cost to provide appropriate academic accommodations and
academic services for students with learning disabilities (Cohen & Brawer, 2003). Therefore,
they adhere to the academic accommodations and the academic services policies community
colleges must follow. Although challenging, community colleges must be prepared to assist
students with disabilities and successfully provide the appropriate documentation regarding their
disabilities.
In this descriptive study, the researcher used the qualitative research methodology of
phenomenology to examine the perceptions of community college professors. Approaching the
study from this perspective will allow the researcher to examine the central underlying meanings
of the experiences and meanings of these participants’ responses (Moustakas, 1994). According
to Creswell (2013), phenomenology involves a study of “multiple individuals who have
experienced the same phenomenon” (p. 112). The criteria for selection of professors included the
requirement of having worked in a community college in Southeast Texas, having worked at
least three years in the teaching profession, and having taught students with disabilities. Once
participants responded to the interview session invitation, the participants were notified by email
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and invited to participate in the study. The questionnaire was sent to 11 participants by email
before participating in the interview.
The findings of this study addressed three research questions:
1. What are the perceptions of community college professors in regard to engaging
students with disabilities in class?
2. What are the perceptions of community college professors in regard to presenting
information in ways that reach students with disabilities?
3. How do community college offer purposeful options for students with disabilities
to show what they know?
The participants for this study were purposefully selected from within the college
population of which 11 of the 60 professors responded by confirming they would participate in
the study. According to Bogdan and Biklen (2003), “The method of sampling in analytical
induction is purposeful sampling. The research may choose particular subjects to include because
they are believed to facilitate the expansion of the developing theory.” (p. 65). Gall, Gall, Gall,
and Borg (2007) explained that the purpose in selecting participants in purposeful sampling “is to
develop a deeper understanding of the phenomena being studied. According to Creswell (2013)
phenomenology involves a study of multiple individuals who have experienced the same
phenomenon” (p. 112).
All selected participants responded to all questionnaire questions. This purposeful
selection of participants yielded a total of 11 participants which consisted of 10 females and one
male professor. The oral participant responses were documented and analyzed to describe their
perceptions of community college professors regarding the instructional practices for addressing
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the needs of students with disabilities at a postsecondary institution in southeast Texas. Themes
and patterns evolved from the questionnaire responses used in the interviewee sessions.
The questionnaire utilized by the researcher for this study was used to describe the
perceptions of community college professors regarding the instructional practices for addressing
the needs of students with disabilities at postsecondary institutions in southeast Texas. In doing
so, the conceptual framework for this study was based on the Universal Design for Learning
(UDL), a framework developed by CAST, a non-profit education research and developing
organization. UDL is a way of thinking about teaching and learning that helps give all students
an equal opportunity to succeed. The three UDL principles are engagement, representation,
action and expression was demonstrated in non-traditional ways in this study (CAST, 2018). By
applying UDL principles, teachers can effectively instruct a diverse group of learners. They do
this by building in flexibility in the ways learners can access information and in the ways
students can learn (Daley & Abarbanell, 2008). In schools, the ability for professors to remain
calm and keep a non-judgmental attitude is necessary to create a positive college environment
where students feel safe and free to engage (Roeser, Skinner, Beer, and Jennings, 2012).
Research Question One
Research question one focused on the perceptions of community college professors in
regard to engaging students with disabilities. In the subcategory, accommodations, the four
themes that emerged from participants’ responses included never, often, very often, and
accommodating students with disabilities a with a letter of accommodation, often
accommodating students with disabilities after a private conference. These strategies improved
student engagement and classroom participation among students with disabilities. (CAST 2018).
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Accommodations. Participants shared to what extent they were willing to encourage
students with disabilities the opportunity to participate and engage in class activities. One
participant never allowed students to benefit from accommodations without a letter of
accommodations. Other participants often allowed students with disabilities an additional week
to submit the letter of accommodation in order to benefit from the approved accommodations.
Other participants very often provided accommodations to students with or without the letter of
accommodation letter. Many participants did provide opportunities for any student with
disabilities to schedule a private conference to discuss their specific accommodation concerns.
This theme is supported by Tiedemann (2012), who noted that postsecondary institutions began
to strategically consider strengthening academic success for students with disabilities in the form
of providing accommodations and ancillary aids to the instructional setting.
Course syllabus and services. Four themes emerged, including: legal (ADA) laws and
policy, (learning availability of services, understanding, where to go to apply), (first-time
students and first generational students), and (non-traditional, older students such as Veterans
and older returning students). O’Shea, A. and Meyer, R. (2016) explored the motivation of
college students with disabilities to disclose their disability and utilize university disability
support services provided by their postsecondary institution. Participants reported they stated the
included a statement regarding accommodations in their syllabus to assist students with
disabilities for various reasons. The reasons participants reported were helpful to students with
disabilities to allow them the opportunity access the resources before the semester began. It is a
well-known fact that most two-year institutions are comprised of a diverse student population.
Not all students attend postsecondary institutions directly from high school. Having the
information regarding accommodations listed in the syllabus each semester can serve as a
reminder for students with disabilities to apply for the services available to them.
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Engagement. The four emerging themes for question three consisted of direct or indirect
questions and answers, group collaboration and discussion question reflections and seating
arrangements. Participants reported the students with disabilities have several opportunities to
engage with other students in the class. Participants reported that many students utilize at least
three of the four methods of engaging with other students in the class. ). Research shows that
having the ability and opportunity to interact with their environment is essential to the
development of self-determination skills among students with disabilities (Moore & McNaught,
2014; Shogren et al., 2007).
Challenges. Participants reported some students with disabilities faced challenges in the
general classroom. The emergent themes included seating and space allocations and other
modalities such as hearing-impaired students and sign language interpreters, note-takers for
vision impaired students, not knowing what the students’ needs are without a letter of for
students with disabilities. Participants reported space allocation can be challenging when
students with disabilities do not apply for a letter of accommodation. Thompson (1993) found
substantial deficits regarding awareness of disability rights. Additional research found that a
great number of SWD require assistance with navigating difficult social exchanges, such as
about inquiring and discussing their accommodation needs (Palmer & Roessler, 2000).
Some classrooms are equipped to accommodate a limited number of students. Participants
reported when vision -impaired students and hearing-impaired students do not apply for
accommodation the space allocated in some classrooms may not be adequate to accommodate
the students with disabilities and the classroom assistant. Wheelchairs and other modalities can
be challenging for other students in the classroom. Note-takers are generally able to fit in the
regular seating arrangement without students being compromised.
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Participants reported that in the online setting, some students with disabilities may face
challenges. Emergent themes included: may not submit letter of accommodation, group
participation and shyness may play a role, non-verbal/facial expressions and grades suffer.
factor. Participants reported in the online setting, none of the students with disability may not
submit the letter of accommodation. Participants reported the need to focus on students’ nonverbal skills while in online groups to facilitate participation.
According to Oswald and Huber (2015), employment is a barrier for students with
disabilities are faced with when the graduate from college is seeking employment. Attitudinal
shifts and labor market trends as well as an increase in the number of college students with
disabilities (CSD) to represent 19% of all students attending postsecondary education institutions
(National Council on Disability, 2011). Unfortunately, the employment rate for college graduates
with disabilities (52.7%) is still demonstrably below that of college students without disabilities
[83.7%] (Erickson, Lee, & on Schrader, 2014).
Information and training. Participants were asked where they received the most
information and training about working with students with disabilities. The themes that emerged
from participants’ responses that emerged for questions six included non/limited training
received, department orientation, college faculty conference and disability services department
online website. Participants reported they had limited information or no official training in how
to work with students with disabilities. Participants reported they received some information
from the institution’s Disability Service Center website. Some participants reported they received
some information from attending the institution ‘s faculty annual conference. Participants
reported they received a small about amount of information from the department’s orientation
session.
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Training sessions. Participants reported they would find additional training sessions to
engage students with disabilities helpful. The themes that emerged from the participants’
responses included face-to-face training with the disability Services Counselors, create video
training with external facilitator, alumni with disabilities and counselor training, and online
webinars and videos developed by experienced college professors who teach students with
disabilities. Participants reported they would find face-to-face training with Disability Services
Center Counselors most helpful in assisting them with students with disabilities in class.
Participants reported they find online training such as webinars and videos developed by
experienced college professors who teach students with disabilities helpful. Participants reported
video training with external facilitators helpful. To ensure academic success, the universal design
for instruction (UDI) is recommended as a model for good teaching and for guiding faculty in
being supportive to the needs of the diverse learners (Jameson, McDonnell, Polychronis, &
Riesen, 2008: Westling & Fox, 2009).
By utilizing the UDL conceptual framework all three principles: engagement,
representation, and expression and action were tested to address three research questions
regarding perceptions of community college professors regarding instructional practices for
students with disabilities. The data analyses from the 11 participants provided valuable insight on
how community college professors seek to accommodate their students with disabilities at their
postsecondary institution by utilizing the UDL conceptual framework in their online and face toface classroom settings.
Research Question Two
Research question two focused on the perceptions of community college professors in
regard to presenting information in ways that reach students with disabilities. The four emergent
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themes included: from participants’ responses included classroom assistants, such as, sign
language interpreters, note-takers, communication access and Real Time Translation (CART)
and None of the classroom Assistants emerged as themes.
Sign language interpreters. Participants reported they utilized sign language interpreters
to assist in presenting information to students with disabilities. Participants reported they
regularly utilized note-takers to assist in presenting information to the students with disabilities.
Participants reported they rarely utilized CART to assist their students with disabilities. Students
with disabilities that utilized CART always submitted their letter of accommodation prior to
attending the class. Only one participant had not ever utilized any of the classroom assistants.
Pedagogical practice accommodation. The students that emerged from participants’
responses included extended time, scheduled quite time for testing at DSC, private conference
for SWD, and post notes online for SWD including students who are sensory impaired. The
participants reported they extended time for assignments and testing to all students with
disabilities who provided a letter of accommodation. Participants reported in order to assist
students with disabilities they often scheduled quite time for testing in the DSC. Participants
reported they frequently scheduled private conferences with SWDs in order to address their
sensory impaired needs.
Assistive software. The themes that emerged from participants’ responses included
Canvas software tools and courseware required by American Disability Administration (ADA),
power point presentations with increased fonts and colors, Kaltura software tools and courseware
and YouTube videos with captions. Participants reported they utilize Canvas and Kaltura
software a required by the institution in order to meet the ADA mandate for students with
disabilities. Some participants reported that they utilized YouTube videos with captions to assist
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the students with disabilities. Many of the participants reported they utilized Power Point
presentations with increased fonts and colors to allow students who are vision impaired to be
able to see the information displayed on the whiteboard. Resource constraints included access to
assistive technologies for students with documentation. Students with documentation pointed out
training in the uses of the different technologies was needed. Increased funding for embedded
supports is warranted to support higher education students with disabilities (Denhart, 2008; Gale,
2002; Getzel, 2008).
Technological tools. The themes that emerged from participants’ responses to the type of
technological tools they utilize to reach students with disabilities in an online setting included,
Canvas and Kaltura Software, YouTube videos with captions, Power Point presentations with
increased fonts and colors. All participants reported they utilize Canvas software tools to assist
students with disabilities in the online setting. The majority of participants reported they utilize
Kaltura software tools to assist students with disabilities in their online setting. The majority of
participants reported they utilize YouTube videos with captions to assist students with
disabilities in their online setting. A majority of the participants reported they utilize Power Point
presentations with increased fonts and colors designed to assist students with disabilities. Cass
and Hammond (2015) provided a perspective on using technology to enhance the academic
success of students with disabilities by placing an emphasis on social integration. According to
Irwin and Gerke (2004), 85% of students with disabilities use computers. Therefore, it is fair to
assume from this information a large number of students with disabilities use institutional
websites to search for college resources.
Training. The themes that emerged from participants’ responses included face-to-face
four-hour training sessions, online video training from facilitators with SWD experience, training
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by the Disability Counselors at the Disability Service Center (DSC) and SWD alumni, and online
training via Skill Port Professional development program at the institution. Participants reported
face-to-face training sessions would be most helpful in assisting them with presenting
information in ways that reaches students with disabilities in class. Many participants reported
they would find online video training from facilitators with SWD experience most helpful in
assisting them to present information in ways that reach students with disabilities in class. Some
participants reported they would find professional develop online training via Skill Port most
helpful when assisting students with disabilities.
Another one of the key components of the UDL conceptual framework is representation.
Community college professors had to learn how to present information to students with
disabilities in multiple formats. As such, four themes emerged when community college
professors responded to the questions regarding how they presented information to the students
with disabilities. The themes that emerged were classroom assistants, sign language interpreters,
note-takers, communication access and Real Time Translation (CART) were utilized when
providing instructional assistance to students with disabilities. The UDL conceptual framework
was effective for online and face-to-face classes. The data analyses from the 11 participants
provided helpful information on how community college professors may continue to see ways in
which to accommodate students with disabilities at their postsecondary institution by utilizing
the UDL conceptual framework in their online and face-to-face classes.
Research Question Three
Research question three focused on how community college professors offer purposeful
options for students with disabilities to show what they know. The three emergent themes
included: testing accommodations, planning with a letter of accommodation, training for
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purposeful options to evaluate students with disabilities to show what they know or have learned
from the course.
Testing process. The emergent themes for providing testing accommodations for
students with disabilities were “familiar with process” and “not familiar with process.” All
participants reported they were familiar with the process of providing testing accommodations to
students with disabilities.
Planning. The emergent themes for planning ahead for students with disabilities who had
a letter of accommodation and planning for students with or without a letter of accommodation.
Th majority of participants reported they plan for students with a letter of accommodation. A few
participants reported they plan for students with and without a letter of accommodation.
Participants shared the challenges they face when they do not receive the letter of
accommodation for students with disabilities prior to the start of the semester. Participants share
use the syllabus review as an opportunity to remind all students about the resources that are
available to them to help them success in their educational program. During instructional
planning, faculty will need to be establish goals and evaluate educational outcomes for students
with disabilities to ensure student success levels are achieved (Mytkowicz, Goss, & Steinberg,
2014; Street et al., 2012).
Training. The emergent themes for helping professors at a community college provide
purposeful options for students with disabilities to show what they know included, face-to-face
sessions, online video training sessions, How-To Demonstration videos and interactive problemsolving sessions with an external facilitator would be most helpful. Almost all participants
reported they would find face-to-face training sessions helpful in assisting them with purposeful
options for students with disabilities to show what they know. Half of the participants reported
they would find online video training sessions helpful in assisting them with purposeful options
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for students to show what they know. Some of the participants reported they would find How-To
Demonstration videos helpful in assisting them to offer purposeful options for students with
disabilities to show what they know. A few of the participants reported they would find
interactive problem-solving sessions with an external facilitator helpful in assisting them to offer
purposeful options for students with disabilities to show what they know. According to Hill and
Cohen (2005), their research found that faculty professional development improves teachers’
knowledge of the subject matter that they are teaching, and it should enhance their understanding
of students with disabilities and their need for accommodations in the classroom environment.
The final components of the UDL conceptual framework are expression and action.
Utilizing the DUL conceptual framework utilized the three emergent themes: planning, testing
and training community college professors identified ways show what students with disabilities
knew and were able to express or demonstrate they understood the course content. The UDL
conceptual framework was effective for both online face-to-face classes. The data analyses from
the 11 participants provided meaningful information on ways by which community college
professors may continue to seek ways in which students with disabilities at their postsecondary
institution may demonstrate mastery of the course content by utilizing the UDL conceptual
framework in their online and face-to-face classes.
Implications
Some benefits of providing the required training and resources for community college
professors who teach students with disabilities are essential to ensure student success. Work
demands for faculty in postsecondary institutions continue to increase. Specific trainings for
faculty who work with students with disabilities via various platforms, i.e. face-to-face and
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online is critical. Providing more information, training, professional development opportunities
for community college professors based on their experiences with students with disabilities.
The findings in the study provide information about community college professors who
participated in the interview sessions and described their experiences online and classroom
settings with students with disabilities. Therefore, the information in this study will aid in
improving the understanding and rationale for providing professional development programs for
community college professors who provide instructional services to students with disabilities at
postsecondary institutions. Suggestions for implementing professional development programs to
meet the needs of community college professors in an on campus setting as well as an online
classroom setting include the following:
1. Community college professors should be a part of professional development and
regular Professional Learning Communities (PLC) for community college professors
at least once every six weeks. Mood and Barnes (2009) suggested professional
development, in-services, workshops, and conferences could assist professors in
stress coping skills and strategies.
2. Community college professors should be educated on what the needs of professors
who provide instructions to students with disabilities. Academic instruction and
administrators should acknowledge the need to expand the educational agenda to
included social and emotional skills for professors and students (Jennings, 2015).
3. On campus and online professional development should be accessible to professors at
community colleges in order to help improve the services to students with disabilities
overall. Few studies address the needs and overall professional development
deficiency of community college professors (Bishop, 2016).
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4. Instructional practices for students with disabilities should be integrated into the
overall professional development program designed to reflect upon the needs of
community college professors (Phillips, 2008).
This study contributes to the knowledge base of community college professors who
provide instructional assistance to students with disabilities at postsecondary institutions in the
classroom and in an online format. Deans and administrators as well as students with disabilities
in postsecondary institutions will have access to documented experiences of eleven community
college professors sharing potential opportunities for growth and development faculty and
students. The information presented was analyzed and revealed opportunities for enhancing
students with disabilities’ academic experience at postsecondary institutions.
An importance of the study was that accumulated challenges clearly were found for the
community college professors interviewed. The researcher suggested that those community
college professors who were interviewed desire to assist students with disabilities achieve a
quality education in postsecondary institutions in order to ensure a successful career is within
their future.
This research study proved beneficial for students with disabilities in postsecondary
institutions. Many students with disabilities at community colleges could experience improved
instructional services as a result of better trained community professors. After the COVID19
pandemic, educational institutions implemented the social distance mandate according to the
Center for Disease Center (CDC) guidelines. Therefore, in higher education, more students
(especially students with disabilities) require additional assistance using technology to complete
and submit homework to their instructors. When community college professors receive more
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technology training to increase their level of confidence, consequently, students with disabilities
will benefit.
Recommendations for Future Research
The findings of this study revealed perceptions of community college professors
regarding the instructional practices for addressing the needs of students with disabilities at
postsecondary institutions in Southeast Texas. Due to the increased demands placed upon
community college professors in postsecondary institutions, workload stress, economical and
lifestyle changes impact the lives of educators and students, additional professional development
during pre-service and in-service training should be considered. We must provide a well-trained
workforce of community college professors equipped with the necessary tools and resources to
instruct and train our most vulnerable population – students with disabilities. The following
recommendations for future research are addressed below:
1. The researcher recommends a future study that will examine the effects of
instructional practices for addressing the needs of students using larger sample sizes
and control groups.
2.

The researcher recommends a future study to explore instructional practices for
addressing the needs of students from the community college professors. It is
recommended to interview successful community college graduates regarding
instructional practices, which were used by college professors that aided in their
success.

3. The researcher recommends a study addressing the need for implementing campuswide professional development programs to address community college instructional
challenges when teaching students with disabilities.
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4. The researcher recommends an exploration of the differences in the classroom
engagement and online experience for students with disabilities at community
colleges.
5. The researcher recommends a quantitative study analyzing factors that impact the
retention and completion of students with disabilities at community colleges.
Conclusions
The educational climate continues to evolve in order to meet the needs of all students,
especially, the students with disabilities. No longer is the traditional method of delivery
instruction adequate to accommodate the needs of all students in postsecondary institutions.
Nationally as well as locally, the educational system faces continuous challenges with meeting
the needs of an ever-growing student population with many needs. Students with disabilities in
postsecondary institutions many times fail to secure proper accommodations designed to ensure
their success.
This study was developed on the foundation of UDL. The goal of UDL is to use a variety
of teaching methods to remove any barriers to learning and give all students equal opportunities
to succeed. It’s about building in flexibility that can be adjusted for every student’s strengths and
needs. That is why UDL benefits all students. This study also provided an insight regarding the
challenges encountered by community college professors in meeting the needs of students with
disabilities. Professional development for instructors is essential in providing the necessary
support to assist this population of students in being successful. It is imperative that instructors
have continuous training and the support needed to help students receive a quality education.
This study provided an insight regarding the challenges encountered by community
college professors in meeting the needs of students with disabilities. Professional development
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for instructors is essential in providing the necessary support to assist this population of students
in being successful. It is imperative that instructors have continuous training and the support
needed to help students receive a quality education.
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APPENDIX B
Participant Letter of Consent
Perceptions of Community College Professors Regarding Instructional Practices for
Students with Disabilities

I volunteer to participate in a research project conducted by Paralee Shivers from Houston Baptist
University. I understand that the project is designed to examine the perceptions of community college
professors regarding the instructional practices for addressing the needs of students with disabilities at
postsecondary institutions in Southeast Texas.

I agree to the following statements:
•

I understand that even if I agree to participate now, I can withdraw at any time or refuse
to answer any question without any consequences.

•

I have had the purpose and nature of the study explained to me in writing and I have had
the opportunity to ask questions about the study.

•

I understand that the participation involves an interview using a Guided Protocol that has
been reviewed and validated by an expert panel.

•

I understand that I will not benefit directly from participating in this research.

•

I understand the interview will be audio and video recorded.

•

I understand that all information will be kept confidential and information will be stored
and kept in an external hard drive, which will be stored in a locked file for up to three
years.

•

I understand that I will not be identified in the study with any identifying information.
My actual name will not be used; instead, the researcher will use a pseudonym to report
findings.

•

I understand that some quotes may be used in the data and quoted without identifying me
specifically.

•

I understand there will be a transcribed record of my interview kept for to three years.

•

I understand that this research study has been reviewed and approved by the Institutional
Review Board (IRB) for Studies Involving Human Subjects: Behavioral Sciences
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Committee at Houston Baptist University. For research problems or questions regarding
subjects, the IRB may be contacted through the university.
•

I have read and understand the explanation provided to me. I have had all my questions
answered to my satisfaction, and I voluntarily agree to participate in this study.

•

I have been given a copy of this consent form.

This research is being conducted by Paralee Shivers, doctoral student at Houston Baptist
University.
Signature of research participant
_________________________________________________
Signature of research participant

____________
Date

Signature of researcher
________________________________________________

____________
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