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Guidelines for Authors

The Journal of Forensic Vocational Analysis’ purpose is to explore and explicate total issues of interest to the vocational ex-
pert and practitioner; it is a journal that members of the American Board of Vocational Experts and other forensic practitio-
ners may find both intellectually useful and more importantly, applicable to their forensic practice.

The Journal of Forensic Vocational Analysis seeks to publish original articles that are based on sound research methodology
in accordance with the Publication Manual of the American Psychological Association (6th edition). In addition to the pub-
lication of original manuscripts, the Journal regularly features book reviews and commentaries. Occasional special issues
that focus on a selected topic of interest to the membership as well as monographs may be published. Two issues of the Jour-
nal will be published each year.

Manuscripts representative of the following topical areas are especially desired:

• Conceptual and empirical manuscripts relevant to medical, economic, psychological, sociological, and rehabilitation
principles and practices vis-à-vis vocational forensic issues.

• Methodologies of economic calculations in forensic practice, inclusive of calculations for loss of earning capacity and
other monetary impacts regarding loss associated with disability acquired through product liability, malpractice, or
trauma.

• Research and development in the areas of forensic practice including quantitative and qualitative studies relevant to
the interdisciplinary nature of vocationology.

• Issues related to updated judicial protocol and procedures, relevance of decisions, and the impact of judicial proceed-
ings on practice.

• Development of protocols for forensic expert testimony.

Proposals for the development of a special issue, monograph, or book or media reviews should be directed to the Editor.
These proposals will be considered by selected members of the Editorial Board with the appropriate content expertness.
Manuscripts will be reviewed by members of the Editorial Board who will (1) recommend publication to the manuscript as
presented or (2) recommend publication with revisions or (3) not recommend publication. Feedback to authors submitting
manuscripts not recommended for publication will directly refer to the major gaps or problems within the submitted docu-
ment with recommendations for future submission.

All submitted manuscripts must be prepared in accordance with the guidelines of the Publications Manual of the American
Psychological Association (6th ed., 2009). Do not submit manuscripts that are under review by other periodicals or that have
been previously published. There is no prohibition to the acceptance of previously published material provided prior permis-
sion has been obtained from the copyright holder and only when such articles/monographs may be more fully dispersed as
deemed by the Board of Directors of the American Board of Vocational Experts. Manuscripts should include a brief abstract,
a short (3-5 sentence) author biography, and three learning objectives and multiple-choice questions related to the articles.

It is the preference of the Editor that all manuscripts be submitted electronically in Rich Text Format (rtf) to Chrisann
Schiro-Geist, PhD, at chrisann@memphis.edu. E-mail your manuscript as an attachment without any identifying informa-
tion in the filename. A cover page with all authors listed, addresses, e-mail and telephone numbers and other identifying in-
formation is required to be submitted as an attachment as well. Once received, an acknowledgment letter or e-mail will be
transmitted to the submitting author or lead author. The review process will typically average approximately 60 days.
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Editorial
Chrisann Schiro-Geist

Dear Members of ABVE,

The vocational issues connected with transition from school-to-work, have forever been an issue for those working with 
persons with disabilities, from a person-centered perspective. Vocational Experts now also need to consider issues related to 
younger persons with disabilities, who may be part of the Labor Force due to the Workforce Investment and Opportunities Act 
of 2014. The number of young persons in transition who are seeking assistance to work is growing. These young persons face 
all of the litigious issues that adult persons with disabilities have always faced. This is an incredible Special Issue of JFVA, 
conceptualized and organized by Kathleen (Kat) Oertle. I want to thank her, publicly, for all her efforts to bring our field up 
to date on these important issues. The special issue looks at transition for incarcerated youth, employment and emerging 
adulthood, college integration, social-skills development, and guardianship alternatives, ethics, and self-advocacy. The work 
will delight you, as reader. Kat, as Special Guest Editor - you ROCK! And finally, we finish with an incredible piece about 
US- ABVE- our identity in this place and time- AND IT IS ALL GOOD. Read what Scott Beveridge has to say, as a result of 
his recent ABVE survey, and you will close this issue with happy thoughts!

- Chris Schiro-Geist 
Chrisann Schiro-Geist,Ph.D.
University of Memphis Institute on Disability
100 Ball Hall
Memphis,Tennessee 38152
cell number 312-961-9665

Dear ABVE Colleagues and Readers,

We have an issue for you that is a special treat- the second treat of the year, after our first Special Issue on Transition. Some 
of the articles, are about you and your own professional decisions (Acklin,et al and Lychenko and Beveridge). We give you 
some space to think about what you are doing in this profession and in professionalism in general and when to maybe say, 
“enough”. Some are a follow-up to our special focus on Transitional issues ( Bryant and Hunter) are continuing to guide us 
through the world of persons with intellectual disabilities and how we as forensic experts will respond to those issues in legal 
contests. They are all good reading and you will learn, and can earn your CEU’s from them. Let’s move forward and get on 
with 2020!

- Chris Schiro-Geist 

Chrisann Schiro-Geist, Ph.D.
University of Memphis Institute on Disability
100 Ball Hall
Memphis,Tennessee 38152
cell number 312-961-9665
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Certification Requirements and Categories
ABVE Diplomates and Fellows hold either a master’s degree or a doctorate in human 
services or a related field from an accredited institution; have specific experience and/or 
training in work sample assessment, functional capacity measures, psychological testing and 
measurement, job placement and job surveys; and have successfully completed work product 
evaluation and the National Certification Examination.

Diplomate status requires 7 years of vocational expert forensics experience, either in the 
assessment of vocational capacity and the demonstration of distinguished performance, 
or as a recognized vocational expert. Relevant work conducted by the latter might include 
published works, a leadership position in a professional organization, the presentation of 
papers at professional seminars, or service in study groups or on legislative committees to 
enhance the professionalism of the organization.

Fellow status requires 3 years of vocational expert forensics experience in the assessment of 
vocational capacity.

INTERNATIONAL PSYCHOMETRIC EVALUATION CERTIFICATION (IPEC) 
An applicant for the International Psychometric Evaluation Certification (IPEC) shall hold 
a Master’s or Doctorate degree in in Psychology (MA, MS, M.Ed.), School Psychology, 
Rehabilitation, Social Work, Therapy/Family Therapy/Counseling, Education, or other 
Health Related Field from an accredited institution. Applicant will have documented specific 
education courses and equivalents such as Tests & Measurements, Ethics, Assessment/
Evaluation, Descriptive Statistics, Inferential Statistics, Multicultural/Ethnic Perspectives, 
Specialized Psychometric Training and Theories. Applicant will have specific experience in 
testing domains recognized in the Psychometric Industry such as Academic, Achievement, 
personality/Behavioral Health, Intelligence/Cognitive, Career/Vocational, Neuropsychology, 
Forensic, Speech Language, Work Evaluation/Work Capacity, Pain/Medical and Research. 
This level of membership in ABVE shall require demonstrated testing experience.
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Introduction

Overview of the Structure of Higher Education
Being an educator in higher education can be a very re-
warding experience. Faculty members often have the 
ability to manage their own schedules and work in a 
variety of locations. However, it is often the case that 
many faculty members (especially new faculty members) 
struggle with finding a healthy work-life balance. The 
imbalance between work life and home life creates stress 
which can lead to burnout which, ultimately, impacts the 
faculty member’s overall quality of life, quality of work, 
productivity, and student satisfaction. Additionally, the 
imbalance between work and home life can lead to coun-
terproductive behavioral health conditions such as de-
pression and anxiety. Thus, this imbalance may also con-
tribute to unhealthy coping mechanisms such as alcohol 
or other drug use and abuse. The purpose of this chapter 
is to examine the roles and responsibilities of tenure and 
non-tenure track positions, factors associated (and lead-
ing) to a work-life imbalance, and how to restore and 
maintain a healthy work-life balance. Second, this chap-

ter will explore the unique barriers that are faced in ac-
ademia by faculty members of underrepresented groups, 
more specifically, women, people of color, and members 
of the LGBTQIA+ population. Before discussing the im-
plications of work-life imbalance, it is helpful to get an 
overall view of working in higher education as a faculty. 

Roles, Responsibilities, and Expectations of Tenure 
vs. Non-tenure Track Faculty
Post-secondary faculty members (i.e., faculty teaching 
at colleges and universities) can be categorized into two 
main categories: Tenure track and non-tenure track. Ten-
ure track faculty members are ranked as assistant pro-
fessor, associate professor, or full professor. Assistant 
professors are placed on what is called a probationary 
period, which is usually six years. During this period, 
assistant professors are evaluated on their progress in the 
three main areas of being a faculty member: Teaching, 
research, and service. The teaching component is as-
sessed typically by classroom observation and student 
course evaluations. The research component is assessed 
by the faculty member’s scholarly activities such as pub-
lications (e.g., journal articles, book chapters, books) as 

Balancing Your Personal and Professional 
Life in Higher Education

Carrie L. Acklin
University of Wisconsin-Stout

Keith B. Wilson
University of Kentucky 

Si-Yi Chao
Southern Illinois University Carbondale

Abstract. Being a faculty member in higher education can be very rewarding; however, it is all too com-
mon that faculty find themselves having difficulty balancing teaching, research, and service. This imbal-
ance can impact a faculty member’s overall health, wellbeing, and their work-life balance. This chapter 
will explore common stressors across all faculty members as well as added stressors for faculty of under-
represented groups. In addition, strategies for restoring and maintaining a healthy work-life balance will 
be discussed.

Keywords: work-life balance; faculty; diversity; burnout; higher education
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well as local, national and international presentations. 
The service component is assessed by the faculty mem-
ber’s involvement in the department, at the university 
level, and within the community. The service compo-
nent typically involves being a member of a committee 
or an advisory board. As the faculty member engages in 
teaching, research, and service, he or she keeps track of 
activities which are reviewed by a committee when the 
faculty member applies for tenure (i.e., no longer on pro-
bation) and promotion (i.e., assistant professor to associ-
ate professor and associate to full professor). The com-
mittee assesses the faculty member’s performance and, 
if the performance is adequate, the assistant professor is 
promoted to the rank of associate professor. The facul-
ty member then continues engage in teaching, research, 
and service for a number of years and is, again, reviewed 
for performance and, if it is determined that the faculty 
member’s progress is sufficient, he or she is promoted to 
full professor. The entire promotion and tenure process 
can take approximately 12 years from assistant to full 
professor. However, as we will see later in the chapter, 
the distinction between teaching, research, and service 
is important as it defines the roles and responsibilities of 
the faculty member. Non-tenure track faculty members 
are either (1) not required to engage in the research and 
service areas, or (2) are expected to conduct research and 
service, but at a lesser degree than tenure-track positions. 
Non-tenure track faculty members can be either lecturers 
or adjunct instructors. Lecturer positions typically have a 
ranking system of promotion, such as lecturer and senior 
lecturer. Adjunct instructors do not typically have a rank-
ing system for promotion. Whereas tenure-track faculty 
members are expected to actively engage in research and 
service in addition to teaching, the primary responsibil-
ity of the non-tenure track faculty member is focused on 
teaching. Therefore, it is common that non-tenure track 
faculty members teach more classes than tenure track 
faculty. However, the amount of teaching a faculty mem-
ber (both tenure and non-tenure) depends on what type of 
university he or she is employed at.

Types of Higher Education Institutions
There are two main types of higher education institutions: 
Teaching institutions and research institutions. Each in-
stitution focuses on the faculty member’s expectations 
in each of the three main areas: teaching, research, and 
service. Teaching institutions place a stronger empha-
sis on the teaching and service areas whereas research 
institutions place a stronger emphasis on the research 
area.  Therefore, it is common that faculty members at a 
teaching institution will teach more classes than a faculty 
member at a research institution. For example, it is com-

mon for faculty members at a teaching university to teach 
12 credits per semester (typically four classes) whereas 
a faculty member at a research university might only be 
responsible for teaching 9 credits per semester (typically 
three classes). The nature of the degrees that are offered 
also differ between teaching and research universities. 
Teaching institutions typically offer bachelor’s and mas-
ter’s degrees. However, research institutions offer bache-
lor’s, master’s, and doctoral degrees.  Understanding the 
differences between teaching and research institutions is 
important as there are both similarities and differences 
between the types of stressors that are faced by faculty 
members based on the institution and curriculum (e.g., 
undergraduate, graduate) they may teach. Now that the 
groundwork for the types of faculty members (tenure 
track and non-tenure track), faculty member’s roles and 
responsibilities, and how these roles and responsibilities 
depend on the type of institution that the faculty member 
works at (teaching or research institutions), factors that 
create barriers in balancing teaching, research, and ser-
vice will be discussed next.

The Impact of Not Balancing Teaching, Research, 
and Service
Balancing teaching, research, and service is key to over-
all levels of satisfaction with being a faculty member as 
well as overall satisfaction with work-life balance. How-
ever, many higher educators find themselves having a dif-
ficult time balancing teaching, research, and service. The 
imbalance between teaching, research, and service can 
lead to burnout. Burnout can be defined as “a prolonged 
response to chronic emotional and interpersonal job 
stressors, emotional exhaustion, cynicism, and inefficacy 
or reduced personal accomplishment” (Padilla & Thomp-
son, 2015, p. 552). One of the key words in the definition 
of burnout is the word “prolonged”, meaning that burn-
out does not happen quickly, rather, it happens gradually.  
It is approximated that nearly 20% of faculty members 
experience burnout (Padilla & Thompson, 2015).  Addi-
tionally, burnout can negatively impact a faculty mem-
bers overall quality of life, job performance, classroom 
instruction, and overall levels of productivity (Sabagh, 
Hall, & Saroyan, 2017). While there are common fac-
tors that lead to burnout across all types (e.g., tenure and 
non-tenure track) of faculty members, there are unique 
factors that vary based on whether the faculty member 
is non-tenure or tenure track as well as whether the fac-
ulty member is a member of an underrepresented group 
(e.g., women, people of color, member of the LGBTQIA+ 
population). The next section examines the common and 
unique factors associated with burnout based on tenure 

Acklin et al. Balancing Your Personal and Professional Life
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Acklin et al. Balancing Your Personal and Professional Life

status as well as how a faculty member identifies (e.g., 
gender, race, sexual orientation, age). 

Factors Related to Burnout Based on Tenure Status
As discussed earlier in the chapter, a higher education ed-
ucator can either be a non-tenure track or a tenure-track 
faculty member. Approximately half of all new facul-
ty appointments are for non-tenure track positions and 
roughly three out of five new faculty appointments are 
tenure-track (Padilla & Thompson, 2015).  Overall, fac-
ulty members experience high degrees of burnout. How-
ever, there are differences in levels of burnout when com-
paring tenure track faculty with non-tenure track facul-
ty.  For example, with the increase in non-tenure track 
positions, faculty members on the non-tenure track are 
experiencing an increase in the number of courses they 
are responsible for teaching each semester while tenure 
track faculty members are experiencing an increase in 
the amount of administrative duties they are responsible 
for (Padilla & Thompson, 2015).  The increased teach-
ing load for non-tenure track faculty and the increase in 
administrative duties for tenure track faculty can lead to 
increased pressure to fulfill other job duties such as re-
search and service. This pressure can increase the amount 
of stress that the faculty member experiences and, thus, 
increase the risk of burnout. Although there are similar-
ities across all types of faculty members, how a faculty 
member identifies can also increase the risk of burnout 
and, subsequently, work-life imbalance.

Identity is a critical component in a person’s life. How a 
person identifies shapes his or her perceptions, values, be-
liefs, and social networks. Additionally, a person’s iden-
tity impacts how this person is perceived, and treated, by 
others.  The social network, perceptions, and treatment 
by others can impact how likely it is for a person to ex-
perience burnout in the workplace. For example, Sabagh, 
Hall, and Saroyan (2017) expressed that support from 
colleagues, from the institution, and general social sup-
port outside of the workplace decrease the likelihood of 
burnout.  Therefore, support is a key component whether 
a person is at risk for burnout. However, the overall levels 
of support are impacted by how a person identifies.

Each person has a primary and secondary identity based 
on the demographic variables of the individual (e.g., gen-
der, race, sexual orientation). A person’s primary identity 
is the demographic variable that the person considers to 
be the most salient (Wilson & Acklin, 2018). For exam-
ple, a person may identify as a female who works in high-
er education, has two children, and identifies as being 
Catholic.  While the person may present with several of 
the aforementioned demographic variables, the person 

may consider being female as being the most salient.  In 
other words, in the example mentioned above, the per-
son’s primary identity would be being a female.  There is 
one major distinction between a primary and a secondary 
identity.

A secondary identity can be defined as a demographic 
variable that the person does not belong to, but the person 
relates to due to having a relationship (e.g., family mem-
ber, partner, friend) with the person that has the partic-
ular demographic variable. For example, a person might 
identify their secondary identity as disability because the 
person has a brother or sister that has a disability. Iden-
tity is inextricably linked to social support. One aspect 
of social support is how a person advocates for another 
person within their support network. Advocacy can be 
described as going “against the grain” in a major way for 
another person, or group of people (Wilson &  Acklin, 
2018).  Advocacy might look like a department chair sup-
porting a faculty member, or a fellow faculty member ad-
vocating for one of his or her colleagues. In a study con-
ducted by Wilson and Acklin (2018), it was reported that 
people found it easier to advocate for others who share 
similar primary and secondary identities. It was also re-
ported that people found it more difficult to advocate for 
others who do not share similar primary and secondary 
identities. The results of this study are critical for two 
main reasons. First, Wilson’s and Acklin’s study is the 
first of its kind that examines the relationship between 
identity and advocacy. Second, their study provides in-
sight to why members of underrepresented groups face 
certain barriers in higher education. The next section of 
this chapter will highlight unique barriers that are faced 
by faculty members of underrepresented groups in higher 
education.

Unique Stressors for Faculty of 
Underrepresented Groups

Women in Higher Education
More women are earning their doctorate degrees and en-
tering into higher education, but women only represent 
approximately one quarter of all faculty members (Mis-
ra, Lundquist, Holmes, & Agiomavritis, 2011). In their 
study, Misra and colleagues found that women are less 
likely than men to become promoted and, when women 
are promoted, it takes between one and three years longer. 
Other findings from their study showed that men tend to 
engage in more research activities when compared with 
women who spend more time in administrative roles such 
as undergraduate program directors. It was also found 
that when women serve as program directors, the promo-
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tion process takes even longer – approximately 12 years 
from the rank of associate professor to full professor. In 
addition to serving in administrative roles, women tend 
to engage in more service work when compared to men. 
Traditionally, service work has not held as much weight 
in the tenure and promotion process as research does. 
The combination of additional job duties and time spent 
on service activities contributes to the lower rates and in-
creased time in the tenure and promotion process (Misra 
et al., 2011).  To provide additional support to the findings 
from Misra and colleagues, Sotello, Gonzalez, and Wong 
(2011) highlighted what stressors look like for women in 
higher education. For example, regarding additional du-
ties and service work, one woman in their study reported 
that her stress levels are often discredited. She noted “. . . 
if you start mentioning specific instances, they’ll say you 
over reacted or you’re oversensitive and they don’t realize 
it’s the combination of all these things over many years” 
(p. 207). Being discredited and invalidated can have se-
rious implications for women’s overall health and add to 
the unbalancing of the personal and professional lives of 
women in higher education.

Women of color
 Acklin (2018) indicated that the presence of mental health 
diagnoses is more prevalent in women than men. Acklin 
further indicated that the presence of a mental health di-
agnosis increases the likelihood of having a co-occurring 
substance use disorder. This is especially true for women 
in higher education. The likelihood of having a mental 
health diagnosis and a substance use disorder increases 
when a person has more than one demographic variable 
of discrimination. For instance, there is a growing body 
of literature that examines the additional stressors and 
barriers faced by women of color. Traditionally, unique 
issues related to women of color have been largely over-
looked in the literature. Part of the reason is because 
much of the research is focused on only women in gener-
al and not women of color. Sotello and colleagues (2011) 
highlighted how women of color are already underrep-
resented in higher education but become even more un-
derrepresented at higher faculty ranking. For example, 
when examining women faculty, Sotello and colleagues 
asserted that according to the Almanac, less than 1% of 
faculty positions in the United States were held by Amer-
ican Indian women, 4% by Latinas, approximately 7% by 
Asian American and 7% by African American women, 
compared to approximately 78% of their white women 
counterparts.  Further, women of color face additional 
stressors when compared to white women in general. For 
example, in their study, Sotello and colleagues reported 
that women of color tend to feel more pressure to con-

form, experience feelings of being on display, have more 
difficulties establishing credibility, are stereotyped, and 
experience isolation and a lower level of support when 
compared to their white female counterparts. Further, 
Sotello and colleagues noted that women of color report-
ed experiencing “hostile, racist, sexist classroom experi-
ences despite their field of study, type of institution, and 
faculty ranks” (p. 205). The isolation and discrimination 
that women of color face ultimately impacts the likeli-
hood of promotion, tenure, hiring, and retention (Ford, 
2011). Much like women of color having unique and ad-
ditional barriers in higher education, the same can be 
said for faculty members of the Lesbian, Gay, Bisexual, 
Transgender, Queer, Questioning (LGBTQIA+) commu-
nity.

Members of the LGBTQIA+ Community
Faculty members of the LGBTQIA+ community face 
unique stressors in higher education. For example, Bil-
limoria and Stewart (2009) expressed that LGBTQIA+ 
faculty members experience hostile or “chilly” working 
environments that impacts their overall work perfor-
mance, health, and wellbeing. Much like women, and 
women of color, LGBTQIA+ faculty face discrimination 
in hiring, promotion, and salary (Billimoria & Stewart, 
2009). In the same study, Billimoria and Stewart fur-
ther expressed that many LGBTQIA+ faculty members 
intentionally do not disclose their sexual orientation to 
avoid discrimination and a hostile working environment. 
When it comes to research, LGBTQIA+ faculty members 
often become “tokens” for the LGBTQIA+ community 
and are expected to research LGBTQIA+ issues by their 
colleagues; however, when such research is conducted, 
it is often devalued and discredited (Billimoria & Stew-
art, 2009). Discrimination, discreditation, and sexism 
become even more pronounced for LGBTQIA+ faculty 
members of color (LaSala, Jenkins, Wheeler, & Goldsen, 
2008) when compared to white faculty members who are 
LGBTQIA+. LGBTQ faculty members and LGBTQIA+ 
faculty members of color continuously have to mitigate 
gender bias, homophobia, racism, and heterosexism in 
the workplace (LaSala et al., 2008). The additional stress-
ors faced by women, women of color, LGBTQIA+ fac-
ulty, and LGBTQIA+ faculty of color contributes to the 
work-life imbalance. 

Restoring the Work-Life Balance
It has been well established that faculty members, in gen-
eral, face stress related to balancing teaching, research, 
and service. It has also been established that these stress-
ors become increasingly complex for members of un-
derrepresented groups, and even more complex when a 
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faculty member has multiple variables of discrimination 
(e.g., being a woman faculty member of color, a mem-
ber of the LGBTQIA+ community). Typically, faculty 
members are often not “taught” how to manage teach-
ing, research, and service in addition to having personal 
time outside of the workplace. It is common for faculty 
members to report working more than 40 hours per week 
to keep up with their workload. For example, Misra et al. 
(2011) reported that the average number of hours worked 
by associate professors was approximately 64 hours per 
week. Working so many hours per week does not leave 
much time for one’s personal life. To maintain a work-
life balance, there are three key components: efficiency, 
advocacy, and diversity. To illustrate what efficiency, ad-
vocacy, and diversity look like in higher education, let’s 
look at a real case example of the experiences of Deanna.  
Please note that the name of the individual in the case 
example was changed.

Deanna, a white female in her mid-thirties, was in her 
first year as an assistant professor and undergraduate 
program director of the Bachelor of Science of criminal 
justice and rehabilitation at a four-year teaching institu-
tion. She attended her first tenure-review meeting during 
her second semester. During tenure-review meetings, a 
committee of department faculty members review how 
the faculty member is performing in the areas of teach-
ing, research, and service. Deanna had a very successful 
meeting with her committee. During the meeting, sever-
al faculty members commented on the number of pub-
lications she had, how she had a text book, number of 
presentations, service on one of the most labor-intensive 
university committees, and very high teaching evalua-
tions. While impressed, several faculty members were 
perplexed how Deanna accomplished so much in her first 
year. One faculty member said “You’re a work horse, do 
you ever sleep”? Another faculty member said “You must 
be all work and no play”. However, Deanna explained 
that she had a good balance between her personal and her 
professional life. One key aspect to finding this balance 
was Deanna’s ability to be efficient in the work that she 
does. What does this mean? Next, we will look at ways 
that faculty members can be efficient and still be highly 
productive while maintaining a healthy work-life balance.

Efficiency means being able to complete tasks with-
out spending an arduous amount of time. There are 
several ways that faculty members tend to not be effi-
cient. Recall from earlier in the chapter that it was es-
timated that some faculty members work, on average, 
over 64 hours per week? Working 64 hours a week 
it is likely due to inefficiency. Here are some strate-

gies that faculty members can improve their efficient: 

1. Front-load your courses: What is meant by front-load-
ing? Front-loading means preparing your courses ahead 
of time instead of working on them throughout the se-
mester. Faculty can be more efficient in the classroom 
by taking one to two weeks between semesters and de-
vote their work time with preparing their courses. This 
preparation can help make the course flow smoother 
during the semester. Another way to front-load a course 
is ensuring that your syllabus is specific and detailed. 
This means having details about attendance, assign-
ments, late-policies, academic dishonesty, and a course 
schedule with lecture topics and due dates of assign-
ments at the end of the syllabus. Having a detailed 
syllabus helps with being consistent in the classroom 
and clarity about students’ expectations. Let’s return 
to Deanna for a moment. Deanna was asked once how 
many hours per semester did she think she spent on 
student emails. Deanna estimated that she spent ap-
proximately 5 hours per semester responding to student 
emails. The person who asked Deanna the question was 
surprised that so few hours were being spent respond-
ing to students. The person asked Deanna how this was 
possible. Deanna explained that she found that when she 
had a detailed syllabus, students were clear about what 
the expectations were and, if a student had an issue, all 
Deanna had to do was direct the student to the specific 
page and section of the syllabus. Approximately 95% of 
the time, that information was sufficient for the student. 

2. Knowing that you do not have to work with everyone: 
Often, faculty members tend to feel that the more peo-
ple there are on a team, the more efficient and produc-
tive the team is on projects like journal articles or pre-
sentations. While that might be the case at times, gen-
erally, the more people who are involved on a project, 
the more time consuming and less efficient that project 
is. One reason for the increase in time and a decrease 
in efficiency is due to the amount of time that is spent 
communicating expectations of the project and what 
the project will entail. There are instances when there 
is miscommunication about expectations and content, 
leaving the faculty members going back and re-writing 
or re-researching parts of the project. All that is needed 
might be two to three members for most (not all) proj-
ects.

3. Working on projects that are in your “wheel-house”: A 
faculty member’s “wheel-house” is considered projects 
that the faculty member can complete with minimal ef-
fort and while producing outstanding output. There is 
the saying “you don’t have to re-invent the wheel” and 
the same holds true for research projects as well. Build 
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upon your previous work instead of trying to research 
several topics at once. By doing so, you will find that 
writing journal articles, books, or even grants to be-
come smoother and more efficient.

As can be seen by the three major points above, efficien-
cy is possible in higher education. However, efficiency is 
only one key aspect of achieving a work-life balance. The 
second key component is advocacy. There is self-advoca-
cy and advocacy for others. As was mentioned with the 
Wilson and Acklin (2018) study, advocacy can be defined 
as going against the grain in a major way for a person or 
group of people. To build upon this definition, advocacy 
can also be for oneself. What is meant by advocacy for 
oneself? Often, it is the case that most faculty members 
conform to departmental norms and do not advocate for 
resources they need to do their job more efficiently. One 
golden rule to self-advocacy is that if you do not ask, the 
answer is always “no”. However, there may be reasons 
that people do not advocate for themselves or for others – 
their self-identity. As previously mentioned, people tend 
to find it more difficult to advocate for others if others are 
not part of their group (Wilson & Acklin, 2018). The dif-
ficulty in advocating might be a male faculty member not 
advocating for his female colleague, or a faculty member 
of color not advocating for themselves because of being 
in the minority. Again, there are several reasons faculty 
do not advocate for other faculty members. However, in 
not doing so, they are putting themselves at a disadvan-
tage, even more so if the faculty member is of color.

So far, the importance of efficiency and advocacy has 
been highlighted as two key factors in achieving work-
life balance. The last key factor is diversity. It is well 
known that diverse and inclusive environments foster 
supportive working relationships which can, in turn, fos-
ter a healthier workplace environment and increase fac-
ulty morale and productivity (LaSala et al., 2008; Sabagh 
et al., 2017). It is important to note here that not every 
higher education department will be diverse; however, it 
is still possible to have a work-life balance in less diverse 
environments. One way to have a work-life balance in a 
homogeneous department is to let other people’s “stuff” 
be their “stuff”. What is meant by that? Everyone has 
their own issues. We know that racism, discrimination, 
sexism, or any of the other -isms exist in academia. While 
we are not saying that any of the -isms are right, we con-
tend that one can learn to navigate these systems and still 
have a healthy and productive career. When we are able 
to not internalize other people’s “stuff”, we free up men-
tal and emotional energy to continue to be productive in 
the workplace. The intersection of efficiency, advocacy, 
and diversity in maintaining a healthy work-life balance 

is undeniable. Having a balance of efficiency, advocacy, 
and diversity can significantly improve a faculty mem-
ber’s experience in higher education.

Conclusion
Being a faculty member in higher education can be dif-
ficult and many faculty members find themselves with a 
work-life imbalance, some of which have reported work-
ing upwards to 60 hours per week. However, having a 
work-life balance can make academia rewarding. Most 
faculty members are not “taught” how to navigate the 
higher education system. Other faculty members (such as 
women, faculty of color, faculty of the LGBTQIA+ com-
munity) face additional barriers and stressors in higher 
education that increase the likelihood of burnout. As was 
seen in this article, several faculty members face stress-
ors related to teaching, research, and service and these 
stressors become more prevalent and complex with fac-
ulty of underrepresented groups. Although these barri-
ers and stressors are prevalent, it is possible to achieve a 
work-life balance. For example, as was seen, if a faculty 
member can establish efficiency, advocacy, and diversity, 
the potential for a work-life balance is increased. First, 
efficiency in the classroom, with research, and service 
all contribute to work-life balance. Second, advocacy for 
one’s self and others can contribute to forming supportive 
relationships and fostering healthy collaboration among 
colleagues. Last, diversity in the workplace can foster an 
inclusive and healthy workplace. Also, it was recognized 
that even if a workplace is not diverse, it is still possible 
to be productive and have a work-life balance.

References
Acklin, C. L. (2018). Case management, mental health, and 

substance abuse. In K. B. Wilson, C. L. Acklin, & S. 
Chao (Eds.), Case Management for the Health, Human, 
and Vocational Rehabilitation Services. Linn Creek, 
MO: Aspen.

Billmora, D. & Stweart, A. J. (2009). “Don’t ask, don’t tell”: 
The academic climate for lesbian, gay, bisexual, and 
transgender faculty in science and engineering. Femi-
nist Formations, 21(2), 85-103.

Ford, K. A. (2011). Race, gender, and bodily (mis)recogni-
tion: Women of color faculty experiences with white 
students in the college classroom. The Journal of High-
er Education, 82(4), 444-478.

LaSala, M. C., Jenkins, D. A., Wheeler, D. P., Goldsen -F, 
K. I. (2008). LGBTQ faculty, research, and researchers: 
Risks and rewards. Journal of Gay & Lesbian Social 
Services, 20(3), 253-267.

Acklin et al. Balancing Your Personal and Professional Life



13

Misra, J., Lundquist, J., Holmes, E., & Agiomavritis. (2011). 
The ivory ceiling of service work. American Associ-
ation of University Professors. Retrieved from https://
www.aaup.org/article/ivory-ceiling-service-work

Padilla, M. A, & Thompson, J. N. (2015). Burning out fac-
ulty at doctoral research universities. Stress and Health, 
32, 551-558.

Sabagh, Z., Hall, N. C., & Saroyan, A. (2017). Antecedents, 
correlates, and consequences of faculty burnout. Educa-
tional Research, 60(2), 131-156.

Sotello, C., Gonzalez, J., & Wong, K. (2011). Faculty women 
of color: The critical nexus of race and gender. Journal 
of Diversity in Higher Education, 4(4), 199-211.

Wilson, K. B., & Acklin, C. L. (2018). Enhancing multicul-
tural competencies among rehabilitation counselors. 
Presentation accepted for March 2018. Sponsored by the 
National Council on Rehabilitation Education (NCRE), 
Anaheim, CA.

Author Note
Carrie L. Acklin, Department of Rehabilitation and 
Counseling, University of Wisconsin-Stout; Keith 
B. Wilson, Department of Early Childhood, Special 
Education, and Counselor Education, University of 
Kentucky; Si-Yi Chao, a doctoral student in the Re-
habilitation Institute at Southern Illinois University 
Carbondale: Correspondence concerning this article 
should be addressed to Carrie L. Acklin, Rehabilita-
tion and Counseling, 252 Vocational Rehabilitation 
bldg. University of Wisconsin-Stout, Menomonie, 
WI 54751 (acklinc@uwstout.edu).

Acklin et al. Balancing Your Personal and Professional Life



© 2019 American Board of Vocational Experts

14

The Journal of Forensic Vocational Analysis Volume 19, 
Number 2, Winter, 2019
Printed in the U.S.A. All rights reserved.



The Journal of Forensic Vocational Analysis Volume 19, 
Number 2, Winter, 2019
Printed in the U.S.A. All rights reserved. © 2019 American Board of Vocational Experts

15

Longitudinal Vocational Rehabilitation 
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Abstract. The primary purpose of this longitudinal research was to examine the relationship between 
Individualized Plan for Employment (IPE) goals and vocational rehabilitation (VR) employment outcomes 
to determine whether obtaining a job congruent to the IPE goal increased vocational satisfaction, wages 
and job retention. A longitudinal sample of vocational rehabilitation clients (N = 18)  served by the Mary-
land State Department of Education’s Division of Rehabilitation Services (DORS) who were successfully 
rehabilitated and closed (Status 26) in 2002 were assessed. Results generally supported the relationship 
between Holland’s person-environment congruence construct and employment outcomes for this popula-
tion. A significant relationship was found between disability category (cognitive, physical, sensory) and 
employment outcome congruence with the vocational rehabilitation IPE goal. Education and outcome 
congruence with the vocational rehabilitation goal was also found to be significant. However, person-en-
vironment congruence did not significantly increase participants’ vocational satisfaction nor wage vari-
ance.

Keywords: longitudinal vr outcomes, congruence, job retention, vocational satisfaction

Literature Review
The state-federal vocational rehabilitation (VR) services 
program was established in 1917 to provide assistance 
obtaining and retaining employment for people with dis-
abilities. Securing and maintaining employment are the 
primary goals for vocational rehabilitation programs. 
Major labor market indicators show that employment for 
people with a disability has improved, with unemploy-
ment rate declining from a high of 15% in 2001 to a low 
of 9.2% in 2017 (United States Bureau of Labor Statistics, 
2017). However, people with a disability have a much 
lower employment rate at 37% than people without a dis-
ability at 77.2% (Lauer, E.A. & Houtenville, A.J., 2019). 

 The current study provides a second longitudinal fol-
low-up to Beveridge and Fabian’s (2007) study that in-
vestigated the extent to which congruence between the 
stated goal in a consumer’s individualized plan for em-
ployment (IPE) and the actual job acquired predicted vo-
cational satisfaction and wages. The foundational study 

used a random sample of 171 people with disabilities who 
received vocational rehabilitation services through the 
Maryland State Department of Educations’ Division of 
Rehabilitation Services (DORS), obtained employment, 
and were successfully closed in the DORS fiscal year 
2002-2003 (Beveridge & Fabian, 2007). The results of 
the study indicated that there was a relationship between 
disability and demographic variables and obtaining an 
employment outcome congruent with the VR goal. Men 
were found to have obtained slightly higher rates of con-
gruent employment outcomes compared to women. Also, 
participants with a cognitive disability were less likely to 
obtain a congruent employment outcome compared with 
participants in the physical disability category and sen-
sory disability category (Beveridge & Fabian, 2007). The 
study also found that participants who obtained a suc-
cessful employment outcome congruent with their VR 
goal earned higher wages as compared to participants 
who did not obtain a congruent employment outcome. 
Finally, results did not indicate that there is a positive 
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relationship between job satisfaction and obtaining an 
employment outcome congruent to the VR goal. 

The follow up 10 year longitudinal study in 2013 enabled 
a longitudinal analysis of employment outcomes as re-
lated to the stated VR goal on a consumer’s IPE. The 
results of the 10 year follow up study found that (20, 69%) 
of the sample were currently working eight years after 
case closure (Status 26). Out of the participants who were 
currently working (13, 65%) obtained a congruent em-
ployment outcome to the client’s IPE goal, (4, 20%) ob-
tained a related employment outcome and 15% obtained 
an employment outcome that was not congruent to the 
client’s IPE goal. Thus, the congruence of the IPE goal 
and VR employment outcome increased participant’s job 
retention. 

A relationship between disability category and partic-
ipants vocational profile was also found. Participants 
within the physical disability category (20, 69%) earned 
a mean hourly wage of $23.07, a mean hours worked per 
week of 37.25, a mean of job tenure of 6.35 years and a 
mean vocational satisfaction score of 4.7 on a Likert scale 
of 1-6. Participants within the sensory disability category 
(6, 20.7%) earned a mean hourly wage of $14.52, a mean 
hours worked per week of 31.17, a mean of job tenure of 
10.5 years and a mean vocational satisfaction score of 5.0 
on a Likert scale of 1-6. Participants within the cognitive 
disability category (3, 10.3%) earned a mean hourly wage 
of $4.50, a mean hours worked per week of 20, a mean of 
job tenure of .25 years and a mean vocational satisfaction 
score of 3.0 on a Likert scale of 1-6.

A relationship between educational attainment and wag-
es was also indicated. Participants in the high school 
graduate category (13, 44.8%) earned a mean hourly 
wage of $22.09, had a minimum of $7.00 and a maximum 
of $60.00 a range of $53. Participants in the bachelor’s 
degree category (2, 6.9%) earned the highest mean wag-
es $46.40, had a minimum of $25.50 and a maximum of 
$67.30 a range of $41.80. Participants in the secondary ed-
ucation category (2, 6.9%) earned mean wages of $16.03, 
had a minimum of $8.50 and a maximum of $23.56 a 
range of $15.06. Participants in the post-secondary edu-
cation category (3, 10.4%) earned mean wages of $15.85, 
had a minimum of $8.00 and a maximum of $36.05 a 
range of $28.05. Participants in the master’s degree cat-
egory (4, 13.8%) earned mean wages of $15.28, had a 
minimum of $9.75 and a maximum of $28.84 a range of 
$19.09. Participants in the associate of arts degree and vo-
cational certificate category (2, 6.9%) earned mean wag-
es of $12.19, had a minimum of $9.00 and a maximum of 
$15.38 a range of $6.38. Participants in the elementary 

education and special education categories did not report 
working and thus did not have a mean wage per hour in 
this sample. This study seeks to further examine the ex-
tent to which congruence between IPE goals and job ac-
quired influence vocational outcomes such as satisfaction 
and weekly wages 17 years post closure.   

Individualized Plan for Employment 
The Rehabilitation Act Amendments (1992) and the Work-
force Investment Act (1998) mandate consumer choice 
and self-determination in the VR process (Beveridge & 
Fabian, 2007). According to this legislation, consumers 
must be actively involved in identifying and selecting a 
vocational goal. An Individualized Plan for Employment 
(IPE) is required for people with disabilities thereby en-
abling them to make informed choices in their own em-
ployment. IPEs detail the specific rehabilitation services 
that are being provided and the methods that will be used 
to provide services. The IPE must be “consistent with the 
strengths, resources, priorities, concerns, abilities, capa-
bilities, interests, and informed choice of the individual” 
(Rehabilitation Services Administration, 2003). 

Congruence
Holland’s six-letter hexagon is a comprehensive theory 
that tests the person–environment fit and has been widely 
used as a theoretical framework to address various out-
comes, such as job satisfaction and performance. John 
Holland’s (1992) theory postulated that consistency be-
tween an individual’s vocational interest and job choice 
predicts job satisfaction and satisfactoriness. Consisten-
cy is defined in this theory as congruence, or the degree 
of “fit” between the individual’s personality and the work 
environment (Beveridge & Fabian, 2007). Holland Codes 
are composed of three letters used to describe patterns 
of values, attitudes, and behaviors that represent the di-
verse ways people think and act. Holland believed that 
there are six major personality types (realistic, investiga-
tive, artistic, social, enterprising, conventional) and that 
people and occupations can be categorized according to 
combinations of these types. Congruence, according to 
Holland, is the degree of similarity between an individu-
al’s personality and any given work environment, can be 
determined and can be used to predict job satisfaction, 
job performance, and job stability (Toomey, Levinson, 
& Palmer, 2009, p.82). According to Holland, people are 
more likely to be satisfied and stay with jobs that are con-
gruent or consistent with their vocational choice (Hol-
land, 1992). 
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Variables Related to Employment Outcomes

The United States Department of Education’s Rehabili-
tation Services Administration (RSA) defines successful 
employment outcome as employment for at least 90 days 
in an integrated employment setting.  Martz and Yong-
hong (2008) reported that the VR outcome of competi-
tive employment could be predicted using demographic, 
functional limitation, and service provision information. 
Previous studies have investigated job factors like sup-
port, training (Oswald, 2016), wage (Beveridge & Fabian, 
2007), education (Tucker & Degeneffe, 2017), disability 
type (Yonghong & Martz, 2010; Jun, S., Osmanir, K., 
Kortering, L., & Zhang, D., 2015), age and age of dis-
ability onset (Choe, C., & Baldwin, M., 2017),  gender 
(Lindsay, S., Cagliostro, E., Albarico, M., Srikanthan, D., 
& Mortaji, N., 2018) and race and ethnicity (Shogren, K., 
& Shaw, L., 2017) in relation to successful employment 
outcomes. Understanding these intersecting needs assists 
in the determination of which approach works best for 
whom, how, and under what conditions in order to im-
prove employment outcomes. 

During the time in which individuals are participating 
in VR services, monetary support for those incurring 
additional costs that are necessitated by the individual’s 
participation in an assessment for determining eligibility 
and VR needs or while receiving services under an IPE 
(such as uniforms and room and board for training oppor-
tunities) was found as predictive of service engagement 
and employment at closure (Oswald, 2016). Post-em-
ployment, it was found that compensation and benefits 
were important for employment outcomes as well. De-
cent pay, regular paychecks, steady hours, and flexible 
work schedules were identified as important for positive 
employment outcomes (Freedman, 1996; Anand, P., & 
Sevak, P., 2017).). Additional benefits, such as merchan-
dise discounts, free meals, transportation vouchers, and 
company holiday parties were also identified as positive 
employment advantages.

Disability type.
Disability-type has a direct impact on successful employ-
ment outcomes in individuals (Yonghong & Martz, 2010; 
Jun, S., Osmanir, K., Kortering, L., & Zhang, D., 2015). 
Research shows that individuals with disabilities are em-
ployed at lower rates than individuals without disabilities 
(Jang, Wang, & Lin, 2014) and persons with psychiatric 
disabilities have fewer employment outcomes than any 
other disability group (Cook, Burke-Miller, Roessel, 
2016; Moran, Russionova, Yim, & Sprague, 2014). People 
with disabilities often encounter a multitude of barriers 
when seeking employment including a lack of familial 

support, limited work history, low educational attain-
ment, chronic work absenteeism, lack of participation in 
employment services and clinical services, and employ-
er attitudes towards this population (Jang, Wang, & Lin, 
2014). In addition, this population experiences higher 
poverty rates and often reside in communities with limit-
ed resources than individuals with no disability (O’Keefe 
& Schnell, 2007).

Because respective disabilities affect different modes of 
functioning, it was found that certain disabilities may be 
more amenable to work and are more easily accommo-
dated. In addition, depending on the severity of the dis-
ability, certain disabilities have better support, accom-
modations, and specialized services available to them. In 
addition, disability-type had a direct effect on the number 
of jobs obtained, which may be related to the attitudes of 
individuals without disabilities as some people may view 
certain disabled groups as more acceptable and capable 
to perform certain types of jobs than those with other 
disabilities (Jang, Wang, & Lin, 2014). Consequently, a 
disabled individual’s ability to obtain employment may 
potentially be largely dependent on employers’ negative 
attitudes towards certain disability-types.

Variance in types of disabilities has been observed in 
relation to employment outcomes achieved. In 2017, the 
employment percentages were 52.9% for individuals with 
hearing disabilities, 44.2% for individuals with vision 
disabilities, 27.8% for individuals with cognitive dis-
abilities, 25.3% for individuals with ambulatory disabil-
ities, and 16% for individuals with self-care disabilities 
(Lauer, E.A. & Houtenville, A.J., 2019). Different types 
of disabilities manifest unique risk factors when taking 
into account successful employment outcomes. There is 
conflicting evidence that show how the significance of a 
disability affects successful employment outcomes. Since 
the Rehabilitation Act of 1973 was passed, the state-fed-
eral system has been mandated that vocational rehabilita-
tion agencies give priority to those clients with the most 
significant disabilities. This may suggest that more time 
and effort is put into these cases, while those consumers 
with less significant disabilities do not fare as well. Pack 
and Szirony (2009) found that consumers with more sig-
nificant disabilities were more likely to achieve success-
ful employment. However, this was in contrast to studies 
by Capella (2002) and Pack, Roessler, Turner and Robert-
son (2007), who found that employment outcomes were 
improved when the limitations of disability were not as 
severe.
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Age and onset of disability 
The prevalence of disability increases with age. About 3 
out of every 10 individuals age 65 and older, and about 
15% of individuals ages 55 to 64 (United States Bureau of 
Labor Statistics, 2017). Previous research has found that 
age of onset of disability is often associated with adapta-
tion to the disability, in that individuals generally adapt 
to their disabilities over time and that adaptation suggests 
there has been an integration of a disability into one’s life 
and work-life (Livneh & Martz, 2003; Choe & Baldwin, 
2017). Employment-related variables that were found to 
be significant reflected that work experience significant-
ly increased the probability of successful employment 
outcomes. Age and age of disability-onset have a direct 
impact on employment outcome, in that older age and a 
longer time with a disability are more likely to lead to a 
successful outcome. This suggests that a greater maturi-
ty that comes with age may be important in successful 
outcome of the employment process. In addition, older 
individuals have a higher likelihood of having a more 
extensive work-history, which may lead to an increased 
understanding of the accommodations required of an in-
dividual’s respective disability in the work setting and 
more transferable skills for a new occupation. However, 
according to the United States Bureau of Labor Statistics 
(2017), among people age 65 and older, people without 
a disability (24.2%) were about 3 times more likely to 
participate in the labor force than people with a disability 
(7.7%). 

Vocational training
Kosciulek, Prozonic, and Bell (1995) investigated the 
congruence between vocational evaluation job recom-
mendations, vocational skills training, and jobs obtained 
by successfully rehabilitated state VR clients. Results in-
dicated that many successfully rehabilitated clients were 
placed in occupational areas they were not trained for. 
Out of the sample that was studied, only half of the sub-
jects obtained jobs congruent with the training they re-
ceived. In addition, less than half of the subjects obtained 
jobs that were congruent with the jobs recommended in 
their vocational evaluation reports, which suggests that 
little relationship exists between vocational evaluation 
recommendations made and eventual rehabilitation out-
comes. Based on these results, the authors proposed that 
one avenue for increasing the congruence levels between 
vocational evaluation and other phases of the rehabilita-
tion employment outcomes, is the presence of commu-
nity-based vocational evaluations geared towards realis-
tic training and jobs for persons with disabilities. These 
results were complementary to those by those found by 
Beveridge and Fabian (2007). Findings from this study 

indicated that vocational rehabilitation clients not only 
obtained employment congruent with their IPE rehabil-
itation goals (84.6% for males and 72.5% for females), 
but also earned significantly higher wages as a result of 
obtaining a congruent employment outcome.

Consumers who received vocational training were more 
likely to obtain competitive employment (Hayward & 
Schmidt-Davis, 2003; Oswald, 2016). Vocational training 
and miscellaneous training (general education develop-
ment) were found to be significant predictors of employ-
ment success for people with mental impairments as well 
(Rosenthal et al., 2006). When considering employment 
outcomes for deaf or hard of hearing consumers of voca-
tional rehabilitation programs, Moore (2002) found that 
vocational training was predictive of higher income lev-
els of these consumers. 

Assistive Technology and support services.
The significant value of assistive technologies is that it 
has the potential to enhance the quality of life and in-
dependence of persons with disabilities by facilitating 
management of basic needs, participation in community 
activities and engagement in employment (Loggins, S.,  
Alston, R., & Lewis, A., 2014). Consumers who received 
rehabilitation technology services were more likely to at-
tain a positive outcome in competitive employment (Pack 
& Szirony, 2009). A study with visually impaired par-
ticipants showed that receipt of rehabilitation technology 
services was predictive of employment at higher-level 
positions (Leonard, D’Allura, & Horowitz, 1999). Chan, 
Cheing, Chan, Rosenthal, and Chronister (2006) found 
similar results in individuals with orthopedic disabilities, 
reporting that provision of rehabilitation technology ser-
vices contributed to positive employment outcomes.

The likelihood of job retention increases with the intensi-
ty of support provided, which includes internal and inte-
grated social support (Becker, D., Xie, H., McHugo, G.J., 
Halliday, J., & Martinez, R.A., 2006). Pack and Sziro-
ny (2009) found that on-the-job support services were 
found to increase a recipient’s likelihood of attaining 
competitive employment. Socialization and acceptance 
in the workplace is another factor that suggests positive 
employment outcomes with disabled persons. This in-
cludes feeling of belonging, and praise from employers 
(Freedman, 1996). Opportunities to interact and socialize 
at work with co-workers, customers, and employers con-
tributes heavily to job satisfaction. Reinforcement from 
staff facilitates encouragement, which leaves workers 
feeling praised, and thus more satisfied with their jobs.  
This adds an element of security and perceived support 
from the employee. Also, public support for disabled per-
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sons was considered to be indicative of higher rates of 
competitive employment as compared to those who did 
not receive public support (Pack & Szirony, 2009).  

Vocational satisfaction
The interrelationship among disability-related function-
al limitations, performance of work tasks, and work sat-
isfaction are cited as important elements according to 
the Minnesota Theory of Work Adjustment (Rumrill, 
Roessler, Vierstra, Hennessey, & Staples, 2004). Work 
satisfaction and the nature of workplace barriers were 
found to be major components to job retention and suc-
cessful employment outcomes. In a qualitative research 
study by Freedman (1996), vocational rehabilitation par-
ticipants indicated that feeling productive and keeping 
busy were essential aspects of work satisfaction. This 
involves doing meaningful work, having a routine and 
structure, assuming responsibility, doing a variety of 
tasks, and completing work on time. Meaningful work 
can be difficult for persons with disabilities to obtain, due 
to limited functioning. As Freedman (1996) cites, many 
consumers express pride in knowing that they had the 
ability to do their jobs and they could do the work as well 
as anyone else, regardless of what the job was. Employees 
with multiple sclerosis who are satisfied with their jobs 
were found to be less likely to leave the workforce vol-
untarily or involuntarily (Roessler, Fitzgerald, Rumrill, 
& Koch, 2001). The satisfaction with a particular job is 
also partially a function of one’s capacity to do the job. 
Unsatisfactory employees eventually become dissatisfied 
with their employment because they receive less positive 
reinforcement through work as they continue to perform 
at a subpar level. Akkerman et al. (2016) found that job 
satisfaction was an indicator of well‐being related to 
work among people with intellectual disability. The au-
thors identified the importance of previous experiences 
and skills, interactions with nondisabled workers, the de-
velopment of a sense of belonging, and the proximity of 
support as indicators of job satisfaction. 

Background
The purpose of this longitudinal research was to examine 
the relationship between IPE goals and vocational reha-
bilitation employment outcomes to determine whether 
obtaining a job congruent to the IPE goal increased vo-
cational satisfaction, wages and job retention. Congru-
ence, as defined above, would be determined by an exam-
ination of IPE goals and Holland codes for employment 
outcomes (Gottfredson & Holland, 1990). Holland codes 
are arranged into a three-letter hierarchy (e.g., RIE) to 
describe patterns of values, attitudes, and behaviors that 
represent distinctive ways people think and act. Although 

federal mandates have emphasized client choice in es-
tablishing a rehabilitation goal, very little research has 
been conducted to determine whether the job achieved 
through vocational rehabilitation services is congruent or 
consistent with the employment goal as stated on the IPE. 
Research on variables influencing successful vocational 
rehabilitation outcomes has been extensive (Hayward, 
1998; Bolton, Bellini, & Brookings, 2000; Yonghong & 
Martz, 2010; Oswald, 2016, Choe, C., & Baldwin, M., 
2017; Tucker & Degeneffe, 2017; Lindsay, S., Cagliostro, 
E., Albarico, M., Srikanthan, D., & Mortaji, N., 2018); 
however, client vocational rehabilitation goals have been 
largely ignored. One exception was a study by Kosci-
ulek, Prozonic, and Bell (1995), who examined 78 state 
VR consumers’ vocational evaluations and employment 
outcomes using the first three digits of the Dictionary 
of Occupational Titles (DOT) codes. Employment out-
comes were classified as congruent or incongruent; all 
three codes were required to be the same to meet their 
definition of congruence. Results of the study indicated 
that fewer than half of the participants obtained jobs that 
were congruent with the jobs that were recommended in 
their vocational evaluation reports. Another exception 
was the study by Beveridge and Fabian (2007), who ex-
amined 171 state VR consumers’ IPE goals and employ-
ment outcomes utilizing the DOT and Holland codes. 
Results of the study found obtaining an employment out-
come that was congruent to the IPE goal had a significant 
effect on participants’ wages. Educational attainment and 
disability category were also found to affect vocational 
rehabilitation employment outcomes for these state VR 
participants.

The key question regarding vocational rehabilitation pro-
grams is the extent to which receipt of vocational reha-
bilitation services improves the labor force participation, 
vocational satisfaction, and economic prospects of per-
sons with disabilities. What makes this study unique is 
the longitudinal examination of the relationship between 
the client (IPE) rehabilitation goals and vocational reha-
bilitation (Status 26) employment outcomes. Thus, this 
research will investigate which variables affect obtaining 
a vocational rehabilitation employment outcome congru-
ent with the client’s vocational rehabilitation goal as stat-
ed on the IPE and the longitudinal effects of a congruent 
employment outcome.

Research Questions
This study addressed the following specific research 
questions:

1. 1. For those clients who obtained a successful voca-

Beveridge and Glickman Longitudinal VR Employment Outcomes



20

tional rehabilitation employment outcome and continue 
working, was there a relationship between disability, 
demographic variables and an outcome congruent with 
the vocational rehabilitation goal?

2. 2. For those clients who obtained a successful employ-
ment outcome congruent with the vocational rehabili-
tation goals and continue working, were these clients 
more satisfied with their job than those clients who did 
not obtain their goal?

3. 3. For those clients who obtained a successful employ-
ment outcome congruent with their vocational rehabili-
tation goal and continue working, did their weekly wag-
es differ significantly from those of clients who did not 
obtain an outcome congruent with the vocational goal?

Method

Sample
The population used for this study was 2,972 persons 
with disabilities who received vocational rehabilitation 
services through the Maryland State Department of Edu-
cation’s Division of Rehabilitation Services (DORS) and 
obtained employment. The participants were randomly 
selected across all five regions in Maryland from the to-
tal number of individuals who were successfully rehabil-
itated by DORS and achieved an employment outcome 
(Status 26) in 2002. The Maryland Division of Rehabili-
tation Services (DORS), the state VR program that pro-
vided the study sample for this investigation, has a slight-
ly higher success rate than the federal program and was 
70.6% successful closures when this sample was obtained 
(DORS, 2003).

To address the research questions examining differenc-
es in demographic variables, disability variables, job 
satisfaction, IPE goals, weekly wages, and employment 
congruency, a random sample of 200 participants was 
obtained. This sample was collected using a random 
numbers table to identify a sample of vocational reha-
bilitation clients for an analysis of the effect of obtaining 
IPE rehabilitation goals on the dependent variables (e.g., 
wages, job satisfaction). Of the 200 cases selected, 171 
had the independent and dependent variables required 
for data analysis. The remaining 29 cases were missing 
data (e.g., satisfaction survey) and were not used for the 
data analysis. All of the 171 participants in this original 
sample completed vocational rehabilitation services in 
the state of Maryland, obtained employment, and were 
successfully closed in the DORS fiscal year 2002. This 
sample was followed longitudinally and 10 years follow-
ing case closure the participants were contacted by Mary-

land DORS staff from 2012. A randomly selected sample 
of thirty participants (N=30) was obtained for a follow 
up study examining the long term effects of obtaining a 
congruent employment outcome on job retention. Partici-
pants were recruited by DORS staff by mailing the “How 
did we do?”  client satisfaction survey that was sent at 
case closure. Participation in the study consisted of pro-
viding responses and mailing back the survey to Mary-
land DORS. Of the 30 cases selected, 29 had all of the 
variables required for data analysis. 

 Table 1 presents the demographic and disability charac-
teristics of the original 2002 DORS Status 26 population, 
the 2012 longitudinal pilot study, and compares them 
with the current longitudinal sample that was obtained 
in 2018.

Participants
The sample for this 15 year longitudinal study consisted of 
18 participants that were available via telephone contact. 
All participants were VR clients from Maryland DORS 
who were rehabilitated and returned to work in 2002 
(Status 26). These participants were randomly selected 
out of the pilot study sample of 30 participants conduct-
ed in 2012. Investigators recruited participants via phone 
and verbal consent was obtained. Participants completed 
a client satisfaction survey, “How did we do?”, that was 
sent at case closure 15-16 years previously. The survey 
also included questions regarding current employment, 
weekly wages, job satisfaction, and occupation(s) since 
completing rehabilitation services. 

The final sample included 10 males (55.6 %), 8 females 
(44.4%). Mean age for the sample was 53.4 years, ranging 
from 36 to 71 years of age. The majority of the sample 
reported their ethnicity as Caucasian (14, 78%), followed 
by African-American (4, 22%). No participants identified 
as Asian American, Hispanic/Latino, American Indian, 
Arab/Middle Eastern, multiracial or other.  A majority 
of the participants (9, 50%) indicated that they were di-
agnosed with a physical disability, followed by cogni-
tive disabilities (5, 28%) and (4, 22%) reported a sensory 
disability. The majority of the participants (10, 55.60%) 
indicated a high school diploma, (4, 22.20%) completed 
post-secondary schooling, (2, 11.10%) held a bachelor’s 
degree, (1, 5.55%) completed an associate’s degree or 
vocational certificate, and (1, 5.55%) completed special 
education courses. 

Measures
Permission to conduct the study was obtained from the 
director of the Maryland Division of Rehabilitation Ser-
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vices, Ms. Suzanne Page, who directed the Technical As-
sistance Branch to forward computerized data files to the 
author without any client-identifying information. Data 
included disability/impairment category, gender, race, 
age, years of education attained at referral, weekly wag-
es at closure, job satisfaction, and occupation at closure. 
The client’s IPE vocational rehabilitation goals were also 
obtained. The data were obtained from the DORS data-
base via a Microsoft Excel spreadsheet and were coded 
into an SPSS 25.0 format.

Procedures
Investigators conducted a review of the participant’s IPE 
rehabilitation plan goal, the job obtained after completing 
a program of vocational rehabilitation and the current job 
15 years after the initial job placement and case closure 
to determine the congruency between a participant’s vo-
cational rehabilitation goal and vocational rehabilitation 
(Status 26) employment outcome. The DORS vocational 
rehabilitation employment outcomes were coded accord-
ing to the DOT (e.g., 033.362-010) in the DORS data-
base and were translated into Holland codes (e.g., ESR) 
using the Dictionary of Holland Occupational Codes 
(Gottfredson & Holland, 1996). Each participant’s IPE 
rehabilitation goal was also assigned DOT code numbers 

and translated into Dictionary of Holland Occupational 
Codes (e.g., ESI). Congruency was determined by the au-
thor via an examination of the VR IPE employment goal 
and employment outcome Holland codes. An employ-
ment outcome was coded as congruent if the first two let-
ters of the Holland codes matched for the IPE vocation-
al rehabilitation goal and the VR employment outcome. 
Since the determination of congruency did not involve 
any rating or evaluation of an individual’s behavior by 
different observers or raters, interrater reliability was not 
an issue (Bellini & Rumrill, 1999).

For example, a client trained to become a Computer Pro-
grammer (DOT # 030.162-010/Holland code IRE) who 
obtained employment as a Microsoft Certified Network-
ing Engineer (DOT # 033.362-010/Holland code IRE) 
would be counted as employment in an occupation con-
gruent with the vocational rehabilitation goal, as the first 
two Holland code letters are in agreement (e.g., “I” indi-
cates employment in one of the “Investigative” occupa-
tions and “R” is a realistic occupation). However, if the 
same client obtained employment as an Insurance Claims 
Adjuster (DOT # 241.217-010/Holland code ESR), the 
outcome would be counted as employment in an occupa-
tion not congruent with the vocational rehabilitation goal, 
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Table 1. Comparison of Research Sample Populations
Variable DORS Status 26 

Population
Number %

2003
Number %

2011-2012
Number %

2019
Number %

Gender

Male   1,618     54.44  91    53.2       91    53.2  10   56  
Female   1,354 45.56  80     46.8       16     55.2  8     44 

Race

Caucasian  1,514 50.94  106     62.0       20     69.0  14   78
African-American 1,349 45.39    65     38.0       9     31.0  4     22
Other      109 3.66      0     0.0       0     0  0     0

Disability

Cognitive  1,859 62.34  79     46.2       2     7.2  5     28
Physical  712 23.97  66     38.6       20   71.4   9     50
Sensory      407 13.69  26     15.2       6     21.4  4     22
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as there is no agreement in the sequence of Holland code 
letters (IRE vs. ESR).

Data on the participant’s employment status and voca-
tional satisfaction was obtained via the aforementioned 
client satisfaction survey. This survey is provided to ev-
ery DORS client who has been successfully rehabilitat-
ed and closed (Status 26). The survey solicits participant 
feedback on five questions. This study used the question 
on the survey that asks, “Are you satisfied with your job?” 
The response is indicated on a 6-point Likert scale (6 = 
extremely satisfied, 1 = extremely dissatisfied). For SPSS 
analysis, the six levels of job satisfaction were recoded 
into a dichotomous variable (1 = satisfied, 2 = not sat-
isfied). To obtain the longitudinal data, the same DORS 
client satisfaction survey was utilized with participants 
via phone 15 years following case closure. 

Results
The results of the study are presented according to the 
three research questions. 

Research Question 1
The first research question was, “For those clients who 
obtained a successful vocational rehabilitation employ-
ment outcome and continued working, was there a rela-
tionship between disability, demographic variables and 
an outcome congruent with the vocational rehabilitation 
goal?” A regression analysis was run to determine how 
the relationship between disability, demographic vari-
ables and outcome congruence with the vocational reha-
bilitation goal. The dependent variable in this model was 
congruence; the predictor variables were gender, age, 
race, education, type of disability, and job satisfaction. 

The sample consisted of 18 participants with 11 (61%) 
currently working 15 years after case closure (Status 
26). It is also important to note that 2 (11%). of the partic-
ipants were retired. Out of the 11 participants who were 
currently working 5 (46%) obtained a congruent employ-
ment outcome to the client’s IPE goal, (4, 36%) obtained 
a related employment outcome and (2, 18%) obtained an 
employment outcome that was not congruent to the cli-
ent’s IPE goal. 

Disability, Demographic Variables and Outcome Con-
gruence: Results found no statistically significant rela-
tionship (p = .299) between client demographic variables 
and outcome congruence with the vocational rehabilita-
tion goal. However, when the disability category was run 
independently of the other predictor variables (gender, 
age, race, education, and job satisfaction) the regression 

model was statically significant (p = .026). Additionally, 
the education variable also significantly predicted out-
come congruence when run independently (p = .041).   

 
Research Question 2

The second research question was, “For those clients 
who obtained a successful employment outcome congru-
ent with the vocational rehabilitation goal and continue 
working, were these clients more satisfied with their job 
than those clients who did not obtain their goal?” 

Outcome Congruence and Job Satisfaction: Descrip-
tive statistics revealed that the participants with both con-
gruent (N=9) and incongruent (N=2) employment out-
comes and vocational rehabilitation goals were satisfied 
with their job. None of the participants indicated feeling 
unsatisfied with their job. Thus there were no significant 
findings with this research question.   

Research Question 3
The third research question was “For those clients who 
obtained a successful employment outcome congruent 
with their vocational rehabilitation goal and continue 
working, did their weekly wages differ significantly from 
those of clients who did not obtain an outcome congruent 
with the vocational goal?” 

Outcome Congruence and Economic Variance: An 
analysis of variance showed that the effect of congruence 
was not significant, F (1,9) = .210, p = .657. Results indi-
cated no differences between the congruent and incon-
gruent participants and wages. 

Disability and Economic Variance: Investigators further 
examined economic variance through disability variables 
using cross-tabulations. Participants within the cogni-
tive disability category (5, 45.5%) earned a mean weekly 
wage of $769.80. However the standard deviation among 
these participants was $595.64. A mean hours worked per 
week of 32, a mean of job tenure of 7.4 years and a mean 
vocational satisfaction score of 5.4 on a Likert scale of 
1-6. Participants within the physical disability category 
(5, 45.5%) earned a mean weekly wage of $256.40 (SD = 
$196.79), a mean hours worked per week of 20.90, a mean 
of job tenure of 6.10 years and a mean vocational satis-
faction score of 5.2 on a Likert scale of 1-6. Participants 
within the sensory disability category (1, 10.0%) earned a 
mean hourly wage of $25, a mean hours worked per week 
of 2.5, a mean of job tenure of 11.0 years and a mean vo-
cational satisfaction score of 6.0 on a Likert scale of 1-6. 
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Discussion
The purpose of this research was to examine the rela-
tionship between IPE goals and vocational rehabilitation 
employment outcomes to determine whether obtaining a 
job congruent to the IPE goal increased the participants’ 
vocational satisfaction, wages and job retention. Find-
ings indicate no statistically significant results due to the 
small sample size. However, the study did yield a number 
of interesting findings. 

The first research question asked whether disability and 
demographic variables are related to congruent VR em-
ployment outcomes for persons with disabilities. Al-
though the demographic and disability variables were 
not significantly related to congruency and job retention 
in the regression analysis, when the disability category 
and education were each run independently the regres-
sion models were statically significant. Further analysis 
showed that participant’s disability category affected the 
client’s vocational profile. Participants within the cogni-
tive disability category earned the highest mean wages, 
worked the most hours each week and had the second 
highest job tenure. Participants within the physical dis-
ability category were in the middle of the group for wag-
es, hours worked and had the lowest job tenure. Partici-
pants with the sensory disability category had the lowest 
wages and hours worked, however, this group had the 
highest reported vocational satisfaction and job tenure. 
Interestingly the disability category variable did not be-
have as prior research indicated, as cognitive disabilities 
often have poorer long term outcomes whereas physical 
disabilities tend to have better VR outcomes and (Beve-
ridge & Fabian, 2007; Young, Tokar, & Subich, 1998). 
However the standard deviation for this group was quite 
high and could have be skewed by two participants that 
indicated significantly higher wages than the rest in this 
category. The standard deviation among those in the 
physical disability category was much smaller. 

The second research question investigated whether Hol-
land’s person-environment congruence was related to 
vocational satisfaction. The data revealed that the par-
ticipants with both congruent and incongruent employ-
ment outcomes and vocational rehabilitation goals were 
satisfied with their job. None of the participants indicated 
feeling unsatisfied with their job. Previous research, us-
ing primarily college student samples, has found weak, 
but positive support for a correlation between job satis-
faction and congruence (Young, Tokar, & Subich, 1998; 
Gottfredson & Holland, 1990), with fewer studies report-
ing no relationship (Beveridge & Fabian, 2007; Tranberg, 
Slane, & Ekeberg, 1992). It may be that the considerable 

effort that VR clients invest in achieving a successful em-
ployment outcome tends to cast this goal achievement in 
a positive light, whether or not it is congruent with their 
stated goal. Moreover, people with disabilities, who may 
be working for the first time or working after a lengthy 
period of unemployment, may experience considerably 
more benefit from any type of employment compared 
with nondisabled individuals, such as college students.

The third research question sought to determine wheth-
er obtaining a vocational rehabilitation employment out-
come congruent to the vocational rehabilitation goal in-
creased the participant’s weekly wages. Findings showed 
that the effect of congruence on weekly wages was not 
statically significant. As noted above, participants dis-
ability category did effect wages just not at the (.05) lev-
el of significance. The analysis showed that participants 
in the cognitive disability category earned considerably 
higher weekly wages ($769.80) than those in the physical 
disability category ($256.40) and cognitive sensory cate-
gory ($25.00). This finding on the significant effect of an 
individual’s type of disability on wages is consistent with 
prior research on vocational rehabilitation employment 
outcomes (Moore, 2002; Bolton, Bellini, & Brookings, 
2000).

Limitations
Findings should be considered in light of this study’s lim-
itations. One significant limitation relates to the research 
sample size and narrow geographic scope. The sample 
size of (N=18) was inadequate to complete the statistical 
analyses and find statistical significance. In addition, this 
sample included participants from only one state voca-
tional rehabilitation agency and is applicable only to the 
DORS public vocational rehabilitation population. This 
raises concerns regarding the study’s external validity for 
other populations; thus, the results may not be general-
ized to other populations with disabilities (e.g., workers’ 
compensation clients).

A second limitation relates to selection bias. Although 
efforts were made to select a random sample of partici-
pants, only those participants whose files were complete 
on the majority of the predictor variables were included. 
This criterion limited the sample with regard to the vo-
cational satisfaction predictor in the “How did we do?” 
satisfaction survey. Therefore, it is possible that the study 
sample was biased toward individuals who were both sat-
isfied with Maryland DORS services and more satisfied 
with their jobs. 

Another limitation relates to the instrumentation and 
measurement of the participants’ vocational satisfaction. 
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The data on the participants’ vocational satisfaction were 
obtained via the DORS “How did we do?” satisfaction 
survey. As indicated, this survey only had one question 
measuring vocational satisfaction and may not have ad-
equately captured this domain. This is consistent with 
prior research utilizing this instrument that did not find 
a relationship between congruence and vocational sat-
isfaction (Beveridge & Fabian, 2007). This instrument 
did not have any psychometric data available for review 
and has only been used a few times for research. Oth-
er studies utilizing established instruments have found 
that person-environment congruence predicts vocational 
satisfaction (Hoeglund & Hansen, 1999; Gottfredson & 
Holland, 1990). Thus, failure to find significance in this 
study may have been related to the vocational satisfaction 
measure as well as the sample size.

A final limitation, related to the research design, is the 
fact that DORS client files were not available for review. 
DORS collected and provided electronic data but not 
the physical files for review and data analyses. It would 
have been beneficial to have the participant case records 
available to determine whether participants who did not 
achieve a congruent vocational rehabilitation employment 
outcome had other factors in common (e.g., frequently 
changing IPE goals). However, since authorization from 
DORS was obtained only for a review of electronic data 
on closed cases, this was impossible.

Conclusion
Although these findings are only correlational, they still 
hold important implications for rehabilitation counsel-
ors and vocational experts. One implication relates to 
job development and the importance of assisting clients 
to obtain jobs that are consistent with their articulated 
vocational goals and interests. This need is further em-
phasized in that job-goal consistency contributes to long 
term job retention. The majority of the participants in this 
study obtained jobs consistent with their IPE goals, indi-
cating that VR counselors were investing efforts in as-
sisting clients in carefully exploring and identifying their 
vocational goals. Prior research in vocational psychology 
has supported a strong relationship between choice goals 
and subsequent vocational performance (Lent, Brown, & 
Hackett, 1994). 

Another implication this study highlights is the impor-
tance of rehabilitation counselors efforts in collaborating 
effectively with VR clients to identify appropriate reha-
bilitation goals and to assist them to maintain long term 
employment improving job retention. When selecting 
their individualized plan for employment (IPE) goals, 
rehabilitation counselors need to assist all clients with 

a disability in making realistic vocational choices and 
supporting consumer choice, as this collaboration creates 
success in the VR process.

References
Akkerman, A., Janssen, C. G. C., Kef, S., & Meininger, H. 

P. (2016) Job satisfaction of people with intellectual dis-
abilities in integrated and sheltered employment: An ex-
ploration of the literature. Journal of Policy and Practice 
in Intellectual Disabilities, 13 (3), 205-216. 

Anand, P., & Sevak, P. (2017). The role of workplace accom-
modations in the employment of 

people with disabilities. IZA Journal of Labor Policy, 6(1), 
1–20. 

Balser, D.B., Harris, M.M. (2008). Factors affecting employ-
ee satisfaction with disability accommodation: a field 
study. Employ Respond Rights J, 20:13–28.

Becker, D., Xie, H., McHugo, G.J., Halliday, J., & Martinez, 
R.A. (2006).  What predicts supported employment pro-
gram outcomes?  Community Mental Health Journal, 
42, 303-313.

Beveridge, S., Craddock, S.H., Liesener, J., Stapleton, M., 
& Hershenson, D. (2002).  INCOME: a framework for 
conceptualizing career development of persons with 
disabilities.  Rehabilitation Counseling Bulletin, 45, 
195-206.

Bolton, B.F., Bellini, J.L., & Brookings, J.B. (2000).  Pre-
dicting client employment outcomes from personal his-
tory, functional limitations, and rehabilitation services, 
Rehabilitation Counseling Bulletin, 44 (1), 10-21.

Capella, M.E. (2002).  Inequities in the VR system: do they 
still exist?  Rehabilitation Counseling Bulletin, 45 (3), 
143-153.

Chan, F., Cheing, G., Chan, J., Rosenthal, D., & Chronister, 
J (2006).  Predicting employment outcomes of rehabil-
itation clients with orthopedic disabilities: a CHAID 
analysis.  Disability & Rehabilitation, 28 (5), 257-270. 

Choe, C., & Baldwin, M. (2017). Duration of disability, job 
mismatch and employment 

outcomes. Applied Economics, 49(10), 1001–1015. 
Cook, J. A., Burke-Miller, J. K., & Roessel, E. (2016). Long-

term effects of evidence-based 
supported employment on earnings and on SSI and SSDI 

participation among individuals with psychiatric dis-
abilities. American Journal of Psychiatry, 173(10), 1007-
1014.

Longitudinal VR Employment OutcomesBeveridge and Glickman



25

Dutta, A., Gervey, R., Chan, F., Chou, C., & Ditchman, N. 
(2008).  Vocational rehabilitation services and employ-
ment outcomes for people with disabilities: a United 
States study.  Journal of Occupational Rehabilitation, 
18, 326-334.

Freedman, R.I. (1996).  The meaning of work in the lives of 
people with significant disabilities: consumer and fami-
ly perspectives.  Journal of Rehabilitation, 62 (3), 49-56.

Gamble, M.J., Dowler, D.L., Orslene, L.E. Assitive technol-
ogy: choosing the right tool for the right job. J Vocat 
Rehab. 2006; 24: 73-80

Gottfredson, G., Holland, J. (1990). A longitudinal test o the 
influence of congruence: Job satisfaction, competency, 
utilization, and counterproductive behavior. Journal of 
Counseling Psychology, 37, 389-398. 

Hayward, B.J. & Schmidt-Davis, H. (2003).  Longitudinal 
Study of the Vocational Rehabilitation Services Pro-
gram, Final Report 2: VR Services and Outcomes.  
Durham, NC: Research Triangle Institute.

Holland, J. (1985). Making vocational choices: A theory of 
vocational personalities and work environments. Engle-
wood Cliffs, NJ: Prentice Hall. 

Holland, J. (1992). A theory of person-environment congru-
ence. Journal of Vocational Behavior, 45, 79-122. 

Jang, Y., Wang, Y. T., & Lin, M. H. (2014). Factors affecting 
employment outcomes for people 

with disabilities who received disability employment ser-
vices in Taiwan. Journal of Occupational Rehabilita-
tion, 24, 11-21

Jun, S., Osmanir, K., Kortering, L., & Zhang, D. (2015). Vo-
cational rehabilitation transition 

outcomes: a look at one state’s evidence.(Report). The Jour-
nal of Rehabilitation, 81(2), 47–53.

Kaye, H., Yeager, P., Reed, M. (2008). Disparities in usage 
of assistive technology among 

people with disabilities. Assist Technol, 20: 194–203.
Kosciulek, J.F., Prozonic, L.A., Bell, D. (1995). On the con-

gruence of evaluation, training, and placement.   Jour-
nal of Rehabilitation, 61 (4), 20-24.

Lauer, E.A. & Houtenville, A.J., 2019. Annual Disability 
Statistics Compendium: 2018. 

Durham, NH: University of New Hampshire, Institute on 
Disability.

Lent, R., Brown, S., & Hackett, G. (1994). Toward a unify-
ing social cognitive theory of career and academic in-

terest, choice, and performance. Journal of Vocational 
Behavior, 45, 79-122.

Leonard, R., D’Allura, T., & Horowitz, A. (1999).  Factors 
associated with employment among persons who have a 
vision impairment: a follow-up of vocational placement 
referrals.  Journal of Vocational Rehabilitation, 12, 33-
43.

Lindsay, S., Cagliostro, E., Albarico, M., Srikanthan, D., & 
Mortaji, N. (2018). A Systematic 

Review of the Role of Gender in Securing and Maintaining 
Employment Among Youth and Young Adults with Dis-
abilities. Journal of Occupational Rehabilitation, 28(2), 
232–251. 

Livneh, H., & Martz, E. (2003).  Psychosocial adaptation to 
spinal cord injury as a function of time since injury.  In-
ternational Journal of Rehabilitation Research, 26 (3), 
1-10.

Martz, E., & Yonghong, J.X. (2008).  Person-related and ser-
vice-related factors

predicting employment of individuals with disabilities.  
Journal of Vocational Rehabilitation, 28 , 97–104.

Moore, C.L. (2002).  Relationship of consumer character-
istics and service provision to income of successfully 
rehabilitated individuals who are deaf.  Rehabilitation 
Counseling Bulletin, 45 (4), 233-239.

Moore, C. L. (2002). Comparative competitive employment 
levels for Latinos and non-Latinos without 12 years of 
education. Journal of Applied Rehabilitation Counsel-
ing, 33 (1), 13-18.

Moore, C. L., et al. (2009). Employment outcome rates of 
african american versus white consumers of vocation-
al rehabilitation services: A meta-analysis. Journal of 
Applied Rehabilitation Counseling 40, (3) (Fall): 3-10. 

Moran, G. S., Russinova, Z., Yim, J. Y., & Sprague, C. 
(2014). Motivations of persons with 

psychiatric disabilities to work in mental health peer ser-
vices: A qualitative study using self-determination the-
ory. Journal of Occupational Rehabilitation, 24, 32-41.

O’Keefe, M. L., & Schnell, M. J. (2007). Offenders with 
mental illness in the correctional 

system. Journal of Offender Rehabilitation, 45, 81-104.
Oswald, G. (2016). VR Service Patterns and Employment 

Outcomes of Transition-Aged 
Youth. Journal of Applied Rehabilitation Counseling, 47(2), 

20–26. 

Beveridge and Glickman Longitudinal VR Employment Outcomes



26

Pack, T.G., Roessler, R.T., Turner, R., & Robertson, J. (2007)  
Prediction of turnover intentions among employed 
adults with multiple sclerosis.  Journal of Rehabilita-
tion, 73 (3), 26-35. 

Pack, T.G., & Szirony, G.M. (2009).  Predictors of competi-
tive employment among persons with physical and sen-
sory disabilities: an evidence-based model.  WORK, 33 
(1), 67-79.

Research Triangle Institute & Rehabilitation Services Ad-
ministration. (2002). Longitudinal study of the voca-
tional rehabilitation services program. Washington, 
DC: U.S. Department of Education.

Roessler, R., Fitzgerald, S., Rumrill, P., & Koch, L. (2001).  
Determinants of employment status among people with 
multiple sclerosis.  Rehabilitation Counseling Bulletin, 
45 (1), 31-29.

Rosenthal, D.A., Chan, F., Wong, D.W., Kundu, M., & Dut-
ta, A. (2006).  Predicting employment outcomes based 
on race, gender, ethnicity, disability, work disincentives, 
and vocational rehabilitation service patterns.  Journal 
of Rehabilitation Administration, 29, 229-243.

Rosenthal, David A; Ferrin, James Micheal; Wilson, Keith; 
Frain, Michael. (2005). Journal of Rehabilitation, 71,(3), 
36-44.

Rumrill, P., Roessler, R., Vierstra, C., Hennessey, M., & 
Staples, L. (2004).  Workplace barriers and job satis-
faction among employed people with multiple sclerosis: 
an empirical rationale for early intervention.  Journal of 
Vocational Rehabilitation, 20, 177-183.

Shogren, K., & Shaw, L. (2017). The Impact of Personal 
Factors on Self-Determination and 

Early Adulthood Outcome Constructs in Youth With Dis-
abilities. Journal of Disability Policy Studies, 27(4), 
223–233. 

Toomey, K. D., Levinson, E. M., & Palmer, E. J. (2009). A 
test of Holland’s theory of vocational personalities and 
work environments. Journal Of Employment Counsel-
ing, 46(2), 82-93.

Tucker, M., & Degeneffe, C. (2017). Predictors of Employ-
ment Following Postsecondary 

Education for Vocational Rehabilitation Participants With 
Traumatic Brain Injury. Rehabilitation Counseling Bul-
letin, 60(4), 215–226. 

United States Bureau of Labor Statistics (2017). United 
States Department of Labor Office of 

Disability Employment Policy. Retrieved from https://
www.bls.gov/spotlight/2018/labor-force-characteris-

tics-of-people-with-a-disability/home.htm
Varekamp, I., Verbeek, J.H., de Boer, A., & van Dijk, F. 

(2011) Effect of job maintenance training program for 
employees with chronic disease—a randomized con-
trolled trial on self-efficacy, job satisfaction, and fatigue. 
Scand J Work Environ Health. 37:288–97.

Yonghong, J.X. & Martz, E. (2010).  Predictors of employ-
ment among individuals with disabilities: a bayesian 
analysis of the longitudinal study of the vocational re-
habilitation services program.  Journal of Vocational 
Rehabilitation, 32, 35-45.

Young, G., Tokar, D., & Subich, L. (1998). Congruence re-
visited: Do 11 indices predict job satisfaction and is the 
relationship moderated by person variables. Journal of 
Vocational Behavior, 52, 208-223.

Longitudinal VR Employment OutcomesBeveridge and Glickman



The Journal of Forensic Vocational Analysis Volume 19, 
Number 2, Winter, 2019
Printed in the U.S.A. All rights reserved. © 2019 American Board of Vocational Experts

27

Post-Secondary Collegiate Programs:
Two Program Graduates Define Success

Lisa L. Bryant
The University of Memphis

William C. Hunter
The University of Memphis

Abstract. An understanding of the success of graduates of collegiate programs for people with ID is 
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Post-Secondary Collegiate Programs: Two 
Program Graduates Define Success

Over the past 10 years, there has been an emergence of 
programs for individuals with mild to moderate intellec-
tual disabilities (Kelty & Prohn, 2014). However, many 
colleges and universities now offer programs to include 
those individuals in the whole college experience (New-
man et al., 2011). Historically, higher education has de-
voted some resources to individuals with mild intellec-
tual disabilities, compared to the student population with 
severe intellectual disabilities (Boucke, 2016). Students 
with learning disabilities were able to get into vocational 
programs that were more prestigious and known for the 
success of their graduates as compared to those with mild 
to moderate intellectual disabilities (Suazo, 2014). 

Ryan (2014) noted that transitioning students with mild to 
moderate intellectual disabilities to post-secondary life 
from high school is a required responsibility for public 
schools, as transition is a required piece of the Individ-
uals with Disabilities Act (IDEA, 2004) legislation. The 
federal definitions of mild, moderate, and severe intel-
lectual disabilities are based on IQ scores ranging from 
the low 70s as mild to the low 40s being classified as 
severe, and moderate falling in the middle. The definition 
also dictates a manifest deficit in adaptive behavior with 
both deficits originating before age 18 (IDEA, 2004). Un-
fortunately, students with mild to moderate intellectual 

disabilities have historically been relinquished to voca-
tional programs, day schools, and sheltered workshops 
that provided minimal educational opportunity or social 
engagement (Rogan, Updike, Chesterfield, & Savage, 
2014). May (2012) pointed out that for people with dis-
abilities in the United States, there are post-secondary 
collegiate programs that have the potential to provide ac-
cess to the mainstream community and the opportunity 
to go to college. These programs are at two- and four-year 
institutions including community colleges, technical 
schools, and universities, and offer classes that are spe-
cific to each student as well as access to regular college 
classes (Izzo & Schuman, 2014). The college experience 
included social activities and students with intellectual 
disabilities who attended college participated in social 
activities common to the non-disabled college student 
(Izzo & Shuman, 2014). After the passage of the 2008 
Higher Education Act, high school graduates with mild 
to moderate intellectual disabilities were also able to ex-
perience college just like their same-age counterparts 
(Prohn, Kelley, & Westling, 2017). 

This case study was undertaken as an effort to report 
the stories of graduates of a post-secondary program for 
people with intellectual disabilities at a Mid-Southern 
University within the United States. Despite the increase 
in the number of Post-Secondary Education (PSE) pro-
grams, relatively little is known about how the partici-
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pants feel about their time in the program (Papay et al., 
2018). To acquire knowledge about how participants, feel 
about their experiences in such a program, I interviewed 
two participants who attend a Mid-south urban universi-
ty. In this article, I will first situate the literature support-
ing the study. Then, I will provide a road map through 
the two descriptions of success by the graduates that I 
interviewed.

Literature Review
The exclusion of children with disabilities in schools be-
came unlawful and publicly viewed as discrimination 
with the passage of the Education of All Handicapped 
Children Act or PL 94-142 in 1975.  It has been reautho-
rized and is now known as the Individuals with Disabili-
ties Education Act (IDEA, 2004) which guarantees a free 
and appropriate public education to all students with dis-
abilities ages 3-21 in public schools in the United States. 
IDEA (2004) requires an extensive individualized transi-
tion plan for students when they are graduating from high 
school. This plan should contain years of interest inven-
tories, visits to different post-secondary placement op-
tions, and evidence of years of pertinent educational and 
vocational training relevant to the desired post-second-
ary plan for each student (Thomasello & Brand, 2018). 
The opportunities for students to transition from high 
school to PSEs are critical to maintain their existence as 
continued options for people with mild to moderate intel-
lectual disabilities and supported by the current literature 
(Prohn, Kelley, & Westling, 2017).

Importance of the Programs
Unfortunately, students with intellectual disabilities 
are least likely to participate in post-secondary educa-
tion without specialized programs.  Some feel left out, 
and experience some of the most dismal adult outcomes 
(Kelty & Prohn, 2014). Compared with their same aged 
peers, people with intellectual disabilities typically earn 
less, engage in lower skilled jobs, experience higher rates 
of poverty, and have limited access to employee bene-
fits (Thoma, 2013). Ensuring that students with disabil-
ities have opportunities to participate in post-secondary 
education has been recognized as one of the keys to a 
successful transition to adulthood (May, 2012). Postsec-
ondary education has been linked to increased earning 
potential for young adults who continue their education 
after high school, even for those who have not earned a 
degree (Sanford et al., 2011). The Every Student Succeeds 
Act (ESSA) (2015) and the Individuals with Disabilities 
Improvement Act (2004) were both supposed to ensure 
that when students with disabilities leave schools, they 
will be prepared for an enriched life, able to participate in 

community activities, be employed, and have their own 
residences after finishing school because of their access 
to the general curriculum (Thomasello & Brand, 2018). 

The National Longitudinal Transition Study-2 (Newman 
et al., 2011) provided a unique source of information to 
help in developing an understanding of the experiences 
of secondary school students with mild to moderate in-
tellectual disabilities nationally as they go through their 
early adult years. Sanford et al. (2011) addressed ques-
tions about youth with mild to moderate intellectual dis-
abilities in transition by providing information over a 
10-year period about a nationally representative sample 
of secondary school students with disabilities who were 
receiving special education services under IDEA in the 
2000–2001 school year. 

Researchers have discovered a growing trend towards 
the inception and creation of collegiate programs for 
students with mild to moderate intellectual disabilities 
at institutions of higher learning throughout the United 
States and is overwhelmingly comprehensive concerning 
the creation and components of the programs (Griffin & 
Papay, 2017; McEathron, Beuhring, Maynard, & Mavis, 
2013; Newman et al., 2011). Based on the limited research 
concerning PSE from the graduate’s perspective, there is 
a call for qualitative research to investigate viewpoints 
from the graduates about program effectiveness and suc-
cess (Cimera, et al., 2018). Existing research investigat-
ing PSE’s impact on employment outcomes consist of 
studies of small sample sizes. However, due to the types 
of programs in existence, these studies suggest that par-
ticipants in PSE have better occupational and social out-
comes than their counterparts who did not receive access 
to a collegiate program (Scheef et al., 2018). 

What is success?
The success of the program at a college or university is 
not only dependent on the administration but also the pro-
grams and the mentor staff in place to support individuals 
with disabilities (Shephard, 2014). The primary research 
on the topic of PSE’s has been programmatic, and the 
success defined by clinical parameters. This research al-
lows the participants to define success in their own words. 
Components that are crucial and lead to the successes of 
the participants are faculty and staff members who have 
a stakeholder mentality (Boucke, 2012). They are crucial 
to the actual teaching of the students, which is ultimately 
the goal, so that skills are acquired, and students become 
functional parts of society (McEathron et al., 2013). 

Snyder (2018) observed that programs are generally di-
vided into two categories: inclusive and exclusive. Inclu-
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sive programs offer extensive immersion into the normal 
college experience, including residing in dorms or apart-
ments with other non-disabled college students (Suazo, 
2014). Glatter (2017) stressed that the primary aim of the 
program was training with the entire college experience 
being highlighted alongside employment and indepen-
dent living. The general belief by the THINK college and 
the advocates of the program is that the more inclusive 
the program, the more successful the program (Squires, 
Burnell, McCarty, & Schnackenberg, 2018).

Other programs are more exclusive (Izzo & Shuman, 
2014). In exclusive programs, the students attend col-
lege but go to specialized classes stressing the individual 
needs of each student; such programs do not always have 
a residential component (Shepherd, 2014). One type of 
program is not considered better than another, just differ-
ent, continuing the ideology of individualization that was 
initiated by federal law in 1975 with the passing of the 
previously called All Handicapped Children Education 
Act, now referred to as IDEA (2004). The purpose of this 
study is to ascertain the definition of success by gradu-
ates of collegiate programs for people with intellectual 
disabilities. 

Situating the Study
Drawing on Cimera et. al’s (2018) for more qualitative 
research about the success of PSE’s, this research used a 
qualitative case study to better understand the college ex-
periences of two former students with mild to moderate 
intellectual disabilities who attended college like their 
same age counterparts. The case studies focus on how 
the students defined success in their programs.

The current study explores the complex social acceptance 
of individuals with disabilities and synthesized elements 
of critical disability theory. Pothier and Devlin (2006) 
examined the components of the philosophy and consid-
er society’s responses to a person’s set of circumstances, 
higher education being the circumstances in this study. 
They emphasized context and social organization that 
we use to assess performance tasks (Pothier & Devlin, 
2006). 

Critical disability theory contains two key political in-
sights: powerlessness and context (Pothier & Devlin, 
2006). It is more than just who has or gets power (in this 
case who gets to go to college or not). The value or context 
is based on the politics of how a person fits into society, 
or on a basic level, if they fit into society at all. It is a hope 
that an individual’s conception of his or her disability sto-
ry and the struggles of those who have gone before will 
serve as the foundation for a version of “we” in society 

instead of “us and them”.  College has traditionally been 
a prime example of “us” and “them” paradigm, only a 
few of “us” are able to attend, leaving “them” powerless 
and without inclusion, until the rapidly changing envi-
ronment on college campuses including “them” that have 
mild to moderate intellectual disabilities into the society 
(Wehman et al., 2018). Having the “us and them” mental-
ity of disability undermines the advocacy that serves the 
field of special populations in achieving the current level 
of regulations that those with disabilities enjoy (Pugach, 
2001). Advocacy groups recognize the need for the sup-
port of those with mild to moderate intellectual disabili-
ties for everyone to be included in society (Hunt & Mar-
shall, 2012).

Stories of those who have been marginalized by our soci-
ety readily connect us to individuals whose life situations 
represent ethical or moral political struggles about which 
we are enjoined to take a stand (Pugach, 2001). Barone 
(2001) posited that good stories, when told well, stay with 
the reader and cause the reader to commit to action. Such 
stories are often conveyed in qualitative methodology. 
The stories told in this case study are meant to inspire 
others with disabilities to believe they too can attend col-
lege and have access to and full participation in postsec-
ondary education, which has been identified as one of the 
key challenges in the future of secondary education and 
transition thus ending the marginalization of this pop-
ulation (Sanford et al., 2011). Postsecondary education 
has been linked to increased earning potential for young 
adults who continue their education after high school, 
even for those who have not earned a degree (McEathron 
et al., 2013). This study explores the definition of success 
of a post-secondary program from the program partici-
pant perspective. 

Research Methods
This study explored the experiences of two individu-
als with disabilities who attended a collegiate program 
at a four-year urban university in the Mid-South. The 
Post-Secondary Education Program is a 60-hour program 
culminating in a completion award in Career and Com-
munity Studies. Participation in the program provides 
students with an option for continuing their education be-
yond high school to increase employment opportunities. 
The program provides individualized programs of study 
in the areas of academic, social, vocational and indepen-
dence for students ages 18-29 with intellectual disabil-
ities. At the heart of this program is a person-centered 
planning model that uses the Systems Approach to Place-
ment. The goal of the program is independence and gain-
ful employment. The research question that framed this 
study was: How do each of the graduates of the program 
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define successful completion of the program for people 
with intellectual disabilities? To answer this question, I 
engaged in a single case-design qualitative research proj-
ect. In this case study, I interviewed two successful grad-
uates from a collegiate program for individuals with in-
tellectual disabilities at a mid-southern, urban university 
to better understand each graduates’ success story. 

Methodology: Case Study
I chose to use a case study for this research project be-
cause of its methodological eclecticism that allows for 
flexibility of the researcher (Marshall & Rossman, 2016). 
Case studies incorporate many data collection tools and 
interpretation strategies and allow the researcher to use 
his or her own judgment as to which one is most suitable 
for the type of case study being generated. Often it is 
necessary to clarify the selection process; for instance, 
one may be interested in a case and wish to explore it 
as an illustration of a larger phenomenon (Marshall & 
Rossman, 2016). This defines the methodology used to 
construct this study perfectly. Another reason case study 
works so well for this type of research is that once the 
case has been carefully selected and defined, research-
ers may draw on data collection and analytical strategies 
according to the unique opportunities and challenges the 
case study presents (Marshall & Rossman, 2016). 

Sample Selection
The sample selection criteria included: completion of a 
university program for individuals with intellectual dis-
abilities and the participants’ willingness to meet with 
the researcher and the desire to share each individual sto-
ry. The director of the program made initial contact with 
chosen participants so that I could meet the individuals at 
a location that was comfortable and convenient for them. 
This contact helped me to have a list of individuals that 
the officials from the university program believed would 
be willing to participate in the study. 

Alli
The first interview was conducted with a young woman 
named Alli (a pseudonym). Alli was a happy, outgoing, 
young woman in her late 20s with an infectious person-
ality who was ready to recount all of her experiences that 
brought her to where she is today. She had a beautiful 
smile, used a walker that she pulled behind her, but it did 
not seem to slow her down a bit. She was dressed in hip, 
trendy clothing and worked hard to look like everyone 
else, but she explained, she looks professional when she 
goes to work. 

Toni

The second participant’s pseudonym is Toni. He was 
a tall, lanky man in his early 20s. When I met him on 
campus after work, he was in his work uniform. He wore 
large dark glasses that seemed to engulf his face, and he 
pushed them up on his nose quite often and fidgeted with 
them.

The University Program
The program I studied is a Postsecondary Education Pro-
gram consisting of 60 hours culminating in a completion 
award in Career and Community Studies. Participation 
in the program provides students with an option for con-
tinuing their education beyond high school to increase 
employment opportunities. The program provides indi-
vidualized programs of study in the areas of academic, 
social, vocational, and independence for students ages 
18-29 with intellectual disabilities. 

Data Collection
The data collection included one semi-interview lasting 
about an hour with each of the students who graduat-
ed from the program. IRB approval was obtained. The 
semi-structured interview allowed me to actively listen 
to what was being said and modify or change questions, 
or even ask different ones that were relevant to the indi-
vidual experiences of the participant (O’Reilly & Dogra, 
2017). During each of the two interviews, I kept Kim’s 
(2015) concept of Interview Logistics in mind. Why is 
this important? I reminded myself that what I claim to 
know about each participant’s beliefs, values, and feeling 
in particular, their social contexts were based on the re-
sponses to questions that I asked each one of them (Kim, 
2015). I attempted to remain “flexible and open-minded 
during the process, since that will let unexpected data 
emerge and could also contribute to developing good rap-
port and trust” (Kim, 2015, p. 164). I took to heart the ad-
vice given concerning the achievement of trust, rapport, 
and the dependence on my genuine caring, interest, and 
respect for each participant’s human dignity. 

Interview Guide
The questions that were used in the semi-structured in-
terviews are listed in Table 1.1.

Data Analysis
To make sure that my data was in fact the voice of each 
of my participants, I employed the use of different lens-
es of the narrative process. McCormack (2000) outlined 
different lenses with which to analyze data to make sure 
that the story and the voice are authentic to each inter-
viewee. These lenses are the lens of language, context, 
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moments, and pauses.  I considered the lens of language 
after my data was coded and looked to see words that 
were used most often and what particular words were 
not used. I also looked at the pauses in the language and 
the mannerisms used during the interview (McCormack, 
2000). I next looked at the context of each interview. I 
considered how the situational context lent to further 
support my developing understanding of each interview-
ees view of “working it out” (Robinson & Hawpe, 1986). 
I considered the lens of moments and looked at the times 
the participant seemed unsure about how to answer and 
what I responded with to make the participant feel sure of 
his or her current positions on the idea presented by my 
questions about each of their experiences (McCormack, 
2000). My greatest concern was making sure that each of 
my interviews were what was expressed to me, not my 
interpretation of what was expressed to me. Certainly, 
the idea of these programs being successful to the partic-
ipants is important to those who run the programs as well 
as those who learn in the programs. The definition of suc-
cess is different depending on who is asked, participants 
may value one aspect of the program over another or feel 
that one part of the program helped them more than an-
other part of the program (Squires, Burnell, McCarty, & 
Schnackenberg, 2018). 

Robinson and Hawpe (1986) argued that storytelling in-
volves narrative thinking in which we reflect upon our 
experiences to construct stories. I read each interview 
transcript and identified the stories that were told, de-
ciding what did and did not constitute a story of success 
(O’Reilly & Dogra, 2017). Each of the participants told 
his or her stories in a different way. It allowed me to make 
sense of their experiences, construct them for my read-
ers, and communicate their individual meaning, creat-
ing a story unique to each individual. I then attempted 
to reduce the stories to a set of elements that revealed 
important issues or events in the individual’s experienc-
es in college. I identified the common elements to devel-
op cross-case comparisons (Garaway, 1996; O’Reilly & 
Dogra, 2017). I looked for specific patterns or themes, as 
well as contrasts, and let that data drive where the par-
ticipants’ stories of success emerged. Story maps were 
created, and I recounted the success story the participant 
relayed to me. The story maps were then enhanced by 
artistic collages I made of the artifacts provided by the 
participants. I appreciated the idea of the “Cabinets of 
Curiosities or Wonder” that began in the Baroque period 
by well-to-do European travelers who amassed objects 
that were important to their travels (Kim, 2015). I looked 
at my data after I coded it initially, emotionally, and 
structurally and found a cabinet of items that would cre-
ate a sense of curiosity within my readers. That cabinet 

or collage was constructed, and these themes emerged in 
a similarities and differences construct: the importance 
of regular college classes, funding collegiate endeavors, 
independence in college and in the future, the importance 
of a job, and lastly, social interactions with other college 
students. Each participant shared their own experiences 
and painted a word picture for me so that through them, 
I could see their experiences while they were in college. 
Figure 1: Themes that define success and relevant litera-
ture.   This graphic will help the reader organize the per-
tinent experts as they relate to the themes that emerged 
during the story telling.

Results: Emergent Themes

 Importance of Regular College Classes
Obviously, in a collegiate program for people with dis-
abilities, going to class is very important (Scheef et al., 
2018). Both talked about skills they learned in the classes 
designed especially for them. They talked about learn-
ing to cook, clean, shop, get around town, pay bills, and 
take care of themselves, what to do if they need help and 
how to stay safe. Both participants took regular classes 
at the university they attended which is recommended 
by the THINK college standards (Thomasello & Brand, 
2018). Toni took a dance class, a jogging class, and a class 
called, Weather and Climate. He said, “I did the work in 
the class but didn’t take any tests, I could have if I wanted 
to I guess, but I didn’t want to.” When asked about how 
the other students interacted and treated him in class, 
he remembered, “Most everyone was very nice, some 
people talked more to me and I liked that.” Weather and 
Climate was his favorite class because he likes to watch 
the weather and regularly watches the Weather Channel. 
His favorite professor was the jogging class professor. He 
stated, “She was very smart and made me feel very com-
fortable and welcome in the class, and I liked that.” 

Alli took a Women’s Studies class, and a Criminal Justice 
class. She said that she really liked the Women’s Studies 
class because she got to talk a lot and share her opinions 
and shared that she believed that the women in the class 
listened to her. By being listened to, she felt a part of the 
whole experience (Glatter, 2017). She explained, “Some-
times, people think I don’t know when they are pretend-
ing to listen when I talk, but I do. I am smarter, especially 
about people, than they think I am.” She continued, “It is 
sad that some people don’t give people with disabilities 
enough credit. I hope I taught them some things. I would 
like to speak to big groups across the United States and 
tell them to give people with disabilities a chance with 
jobs, and with life. We have a lot to offer.” Alli’s desire 
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to share her story is an example of self-advocacy that is 
defined by Kelty and Prohn (2014) as the ability to tell 
others what type of disability an individual has, and what 
they need to be included in the community. 

Funding their College Endeavors
A commonality of the two participants was a discussion 
about how they paid for their attendance in the colle-
giate program. Alli reports a long, convoluted journey 
that led her from being an orphan, after burying both of 
her parents and a grandparent, becoming emancipated, 
homeless for a while, and in her words, “being led by 
the Lord to a family that took me in and helped me find 
out that I could go to college,” she says gratefully. She 
clarifies, “I hope that doesn’t sound silly to you, but I 
believe it with all of my heart.” She talks about needing 
a job to make ends meet, not wanting to take hand-outs, 
and learning about financial aid. She continues in this by 
saying that the people in the program worked with her to 
enable her to pay as she went, so that she could attend the 
program. They also helped her get some scholarships that 
were available for the program. These scholarships were 
not readily available in the past (Izzo & Shuman, 2014). 
She says proudly, “I am so blessed, now I have a job, a 
house, a vehicle, and people who help me, and I live as 
independently as everyone else! At times, I didn’t know 
if I was going to be able to stay in the program, and I had 
to quit for a while to make some money, but then I came 
back, and I graduated.” Pursuing secondary education is 
expensive for most families, however, financial planning 
should be part of the transition program for students who 
are going to attend PSE to prevent the trend of attending 
college for a while, and then not being able to finish be-
cause an individual runs out of vocational rehabilitation 
funding and does not qualify for traditional funding, and 
are never able to return to college (Cimera, Thoma, Whit-
tenburg, & Ruhl, 2018).

Toni’s financial experience was altogether different. His 
access to post-secondary education was very different 
than the typical student with a mild or moderate intel-
lectual disability (May, 2012). He had no idea how much 
the program cost his parents, and he never had to worry 
about money as his parents took care of all his financial 
concerns. He said, “They wanted me to go to college, and 
they paid for it, and I lived at home while I did. I didn’t 
have to worry about money, but I am learning how to 
budget my money, so I can live by myself one day.” New-
man et al. (2011) describes all the funding sources avail-
able for program participants: Pell Grants, Vocational 
Rehabilitation Grants, Scholarships, and traditional stu-
dent loans which help more individuals participate with-
out worrying about having a job while attending college. 

Independence in College and in the Future
There were unique differences about the participants that 
helped answer the questions about their personal defini-
tions of success. Toni said that he is learning to drive and 
wants to get a car so that he can go work at Graceland. 
The juxtaposition of the employment that he currently has 
versus his dream of employment in the future is some-
thing to consider, but he is glad to have a job now that he 
likes. He knows that to have his dream job, he needs to 
be able to get around independently, and he wants to do 
that in a car that he owns. Alli owns a van and has drivers 
hired through the Medicaid Waiver program that take her 
where she needs or wants to go, thus providing her with 
the independence that she craves. Medicaid Waiver is a 
federally funded program that helps provide services to 
people who would otherwise be in an institution, nursing 
home, or hospital to receive long-term care in the com-
munity (Prohn, Kelley, & Westling, 2017). The approval 
of Federal Medicaid Waiver programs allowed states to 
provide services to consumers in their homes and in their 
communities. Programs like the collegiate classes for 
people with intellectual disabilities help teach self-advo-
cacy skills and independence and support the hopes and 
dreams of everyone (Griffin & Papay, 2017).

Another big difference between the two is that Toni lives 
at home with his parents. He said that he took classes 
in the collegiate program that taught him to cook and 
clean and live independently, but he reported, “I am still 
practicing those things, before I get out on my own.” Alli 
owns a small, starter home that she lives in with the help 
of her Waiver employees and a roommate. Independent 
living is a key component to post-secondary programs for 
individuals with mild to moderate intellectual disabilities 
(Suazo, 2014). She loves her home and said she got to dec-
orate it, just like she wanted, except for her roommate’s 
room. 

Importance of a Job
Having a job when they left the program was very im-
portant to each participant. Both participants talked 
about internships they completed through the program 
that followed classes that taught them to create a resume 
and how to act during different classes. Toni told me that 
the vocational class was his favorite class in the program 
because the teacher treated them like adults and focused 
on what they could each do well. Toni and Alli both 
completed an internship at a local retirement home. Alli 
laughed and recounted this story: 

They told me to polish the nails of the ladies that 
lived there. Now, I loved to talk to them, but since 
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I have CP (cerebral palsy) my hands shake a lot 
when I am trying to do things like painting nails. 
Heck, I don’t even polish my own nails. (Laugh-
ing) I gave it a try, and polished some nails of the 
ladies, but after I did a few ladies, when I would 
come to see them they would tell me, honey, I don’t 
need my nails done, why don’t you just come sit 
and visit with me. (Grinning) I didn’t blame them a 
bit, but I wish someone would have thought of that 
before they made that my job. I didn’t do very well 
with that job, but the people were nice.

Toni also worked at the same retirement home, but he 
worked in the kitchen, so he did not have as much inter-
action with the residents as Alli did. He said, “All of the 
people in the kitchen were very nice to me and helped me 
learn my job, so that I could do it independently. When 
I made a mistake, they didn’t get mad, they just told me 
what to do next time.” A survey of PSE programs de-
scribed a major barrier to sustained employment was the 
facilitation of paid work experiences that had on the job 
training to support the student as he or she learned the 
skills necessary to be successful (Scheef et al., 2018). Alli 
talked about an internship with Walgreens that was short-
lived. She said she really enjoyed working there putting 
things on the shelves and building relationships with oth-
er employees, and everything was great until they put 
her on the cash register. She recalled, “There I didn’t do 
so well. Math wasn’t one of my favorite classes in high 
school, and it took me a long time to count change and 
customers were always in a hurry. I don’t know what hap-
pened, but suddenly, none of us could go to work there 
anymore, that was sad.” Vocational opportunities that are 
long-lasting are key to the future success of participants 
(Cimera et al., 2018).

She continued later saying, “I always wanted to be a re-
ceptionist because I am good at talking to people…I kept 
asking people in the program to help me find a job as a re-
ceptionist.” Instead, she recounted, that she was placed at 
a local Pizza Hut, where she worked with a job coach who 
basically did the job for her. She said, rather exasperated-
ly, “It’s not like I could go get the boxes myself, because I 
can’t carry a box and use my walker, and I am so short, I 
couldn’t reach where they kept the boxes. So pretty much, 
my job coach did my job and that isn’t the way things are 
supposed to work.” She used the skills she learned in the 
vocational/occupational classes to get a job as a recep-
tionist at a local dentist office through people she went to 
church with on a regular basis. She recalled proudly, with 
a big smile, “They knew I had a disability, obviously, but 
they gave me a chance, and I have been there seven years. 
Sometimes when people with disabilities go looking for 

jobs, they don’t get a chance to get one because all people 
see is what they can’t do, people should look at what we 
can do, not just look at us and see the things we can’t do.” 
Later, she stated, “I love my job, and I make mistakes, 
but everyone does, and they understand that. This is what 
all companies should know about hiring people with dis-
abilities, we can do things!” Knowing the skills of those 
with mild to moderate intellectual disabilities is a selling 
point for many programs, after businesses give students 
an opportunity (Shephard, 2014).

Alli discussed the need to match skills of the participants 
with jobs they are able to do and match participants with 
jobs that they will be successful in. She explained that 
she was not given job opportunities that worked for her 
and that she could be successful at independently. She 
was also concerned that internship opportunities, “start-
ed out great, and then just went away.” She believes that 
if people with disabilities were able to go into the work-
place and let employers know that they are able, then the 
opportunities would flourish. She was quick to tell me, 
“When you start your program, you match abilities with 
jobs, not just put people somewhere to say they have a 
job that makes everyone look bad.” She offered to, “…
go on the road and tell people everywhere to give people 
with disabilities a chance at a job. That is my dream job,” 
she explained with great zeal. According to Rogan et al. 
(2014) the SITE program at IUPUI learning job skills is 
making the dream of a great job a reality. Employment 
rates for graduates of their program are as high as 65% 
some years. Administrators of the program report that 
their staff sees those dreams come true and sees more 
self-reliance, and skills that translate into a more inde-
pendent life for their graduates (Shephard, 2014).

Toni has a job that he has had for the last three years that 
he did obtain through the collegiate program. He works 
at a food service company on campus. He describes his 
job as “cleaning up where people eat and talking to peo-
ple.” He remarked, “I pick up and clean the trays, and the 
tables and I sweep. There is always work to do, and most 
of the time everyone is nice to me.” When asked if he 
liked his job, he said he did, but he dreams of working at 
Graceland one day, but he does not know if that will ever 
happen. He hopes that he is learning enough in his job on 
campus to be hirable at Graceland. If fully inclusive cam-
pus work internships are part of the college experience 
and have illustrated preliminary success, then communi-
ty policies and funding streams should promote compet-
itive employment opportunities and not segregated work 
settings with limited wages and experiences (Kelley & 
Westling, 2013). The thought process being that the in-
ternship ideally would have been established where Toni 
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dreamed of working, so that he learned that job and had 
ultimate choice in where he works, like his non-disabled 
peers. Lack of choice by participants of these programs 
as to where they work is also another barrier to the suc-
cess of the individual (Squires, Burnell, McCarty, & 
Schnackenberg, 2018). 

Social Interactions with Other College Students
Devine (2016) explains in her research that participants 
in her study discussed the importance of the social aspect 
of leisure time and social activities for enjoyment, sus-
taining friendships, meeting new people, and opportuni-
ties to connect with others who have common recreation 
interests. Story duplication between participants about 
the love of the social aspects of the program was probably 
the most surprising to me, as I did not anticipate the par-
ticipants mentioning so many of the same aspects of the 
program as the other one. The commonalities are very in-
teresting. Both participants said that the very best part of 
the program they completed was the participation in the 
Best Buddies program. Best Buddies International is a 
nonprofit 501(c)(3) organization dedicated to establishing 
a global volunteer movement that creates opportunities 
for one-to-one friendships, integrated employment, and 
leadership development for people with intellectual and 
developmental disabilities. The campus has a very active 
chapter of Best Buddies. A concerted effort is made to 
match buddies with others who have similar interests and 
hobbies. Both participants described lasting friendships 
between the buddies they made upon entering the pro-
gram. These relationships are crucial to the whole college 
experience (Glatter, 2017).

A common memory to both participants is that yearly, 
the program participants elected a “Mr. and Ms. Top 
Dog”—a pseudonym. The Mr. and Ms. Top Dog com-
petition is part of the PSE program and students are 
chosen via election of their peers in the program. Unbe-
knownst to me when I was given the names of these par-
ticipants, both were selected as “Mr. and Ms. Top Dog.” 
Their fondest memories are getting to ride in a float that 
members of the program helped to create and winning 
the float competition that year beating all other entries in 
this huge homecoming tradition across all campus social 
organizations. The social organizations that are available 
to the typical college student are available to everyone 
(Griffin & Papay, 2017). Alli remembered that it was “so 
cool to win and get to ride in the float. We were just like 
everyone else in college.” The tradition of tailgating was 
also fondly reported as one of their favorite activities. At 
the tailgates, they mingled with their friends they made 
in regular classes and friends made through the pro-
gram. Toni said, “Everyone treated me very nice. I never 

thought in high school that I would get to do this stuff.” 
Integration into the college community is essential for 
students with mild to moderate disabilities to truly expe-
rience college in the same way other students enjoy the 
experience (Ryan, 2014).

The last commonality between the interviews was gradu-
ation. With great pride both reported that they did gradu-
ate from the University that they attended. All programs 
report graduation results (Sanford et al., 2011). When 
asked if they attended graduation with all the other stu-
dents on campus, both participants reported that they 
did not. The program had a private graduation ceremony 
apart from the other students. Alli stated, “It would have 
been cool to graduate with the others, but we didn’t get 
to do that.” Toni said the graduation ceremony for the 
program was “good.” Both regularly tell people that they 
graduated from college. Alli said, “Sometimes people 
look at me like I am crazy when I tell them I went to col-
lege, but I tell them I did. I wish people understood that I 
can do lots of things like them.” Programs are changing 
the views of people across the United States and showing 
others that people with mild to moderate intellectual dis-
abilities can go to college and graduate (Thomasello & 
Brand, 2018).

Conclusions and Recommendations

Suggestions by the Participants
Alli and Toni pointed out areas that concerned each of 
them or things they want me to do differently or change if 
I am ever involved in the creation of a program. Toni said 
that he enjoyed his independence on campus but did not 
care for everyone having to return to the program class-
room if someone left the group and was not accounted for. 
It seemed to him that everyone else should go about his 
or her business while the staff located the missing person. 
He explained, “None of the other college students had to 
stop what they were doing and all go back to a classroom 
because someone was lost. It made us stand out and look 
different.” Independence is crucial to the success of the 
collegiate student with mild to moderate intellectual dis-
abilities (Kelty & Prohn, 2014). Alli described having job 
internships come to an abrupt stop without any notice, 
she said that “one day we would have a job, and the next 
day we would think we were going to work, and we would 
find out there was no place to work, it made us feel use-
less”, she explained.  Employment is a hallmark of PSE 
programs in the United States (Kelty & Prohn, 2014). 
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The Definition of Success by the Participants
• Social Interaction.  

It is clear after talking to both graduates of the collegiate 
program at a university that the component of the pro-
gram that defined success in their minds was overwhelm-
ingly the social aspect. Both participants spent more time 
discussing the social activities and experiences far more 
than any of the other activities or events that they partic-
ipated in. 

• Active on Campus

When specifically asked what they liked best about the 
program, it was being out on campus, with the other stu-
dents and not being different than anyone else. Being on 
campus was being treated just like everyone else, which 
is what college represented to both Alli and Toni.  

• Meeting new People.

They both enjoyed meeting new people and having the 
same opportunities that people their age without disabili-
ties often take for granted. They learned new social skills 
and were given opportunities for interaction and partic-
ipation in the college community that as children they 
never dreamed they would have. 

• Lasting Friendships

Both are pleased to have lasting meaningful friendships, 
acquaintances, and experiences that would never have 
been given to them if there were not programs for them 
in local universities. Alli told me that she thinks that ev-
ery school should have one of these programs, especially 
because, “They can’t have lots of people at a time in the 
programs, lots of people are not getting help, and that is 
sad.” Programs such as these are key to fully inclusive 
communities and allow many individuals with disabili-
ties the opportunity to achieve their own personal dreams 
and goals and have an improved quality of life because 
of their attendance at college (Kelley & Westling, 2013). 

Going Forward
People with disabilities are faced with the ongoing con-
cerns of what will happen to them after they graduate 
from high school and if they will have the same oppor-
tunities to attend college as others. Going to college rep-
resents the natural progression for students who have had 
access to an inclusive education from elementary through 
high school graduation, and just as it represents a path to 
success for their non-disabled peers, it allows for more 

vocational and social opportunities for those with mild 
to moderate intellectual disabilities (Papay et al., 2018). 
People with disabilities are often left out of the college 
experience because of the belief that they “aren’t college 
material.” They have few advocates who believe in their 
abilities instead of looking at the disability or label as-
signed to them. Many people take their job opportunities 
and their collegiate opportunities for granted, but peo-
ple with intellectual disabilities still remain overlooked 
as candidates for college and ultimately gainful employ-
ment (Scheef et al, 2018). 

 The development of these programs requires research 
into the practical areas of program standards, funding, 
staffing, and the day to day procedures. They also need 
to hear from other people who have completed these pro-
grams to hear what worked for them and what did not. 
For the graduates of the program it is the ultimate form 
of acceptance for  them,  having people listen to them, 
and hear their opinions about their individual definitions 
of success of the program they attended. Keeping in mind 
that Post-Secondary Education is an umbrella term that 
describes many options for attaining skills and training, 
it just requires finding the right fit for everyone to be suc-
cessful (Cimera, Thoma, Whittenburg & Ruhl, 2018). 
This opinion enables those who have been labeled dis-
abled and therefore, historically marginalized to be heard 
and that is a step towards acceptance and in Alli’s words, 
“We just want to be treated like everyone else.”
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• Kelty & Prohn (2014) 
• Cimera, Thoma, Whittenburg, & Ruhl 

(2018)
• Newman et al. (2011) 
• Glatter (2017).
• Izzo & Shuman (2014)
• May (2012)
• Thomasello & Brand (2018).
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Insert:  Table 1.1 Interview Questions
• Explain the services or resources you used to help with 

your classes.
 ○ Tell me how those helped you get a job.
 ○ Tell me about your current job.
 ○ Describe how you obtained this job.

• Describe the services or resources you used to help 
you learn to live independently.

 ○ Where are currently living?
 ○ Do you have a roommate?
 ○ Do you live with your family?

• Tell me about the social activities you participated in.
 ○ Talk to me about the services or resources did 

you use to help you meet other students.
 ○ Tell me about the services or resources were 

the most helpful to you. 
 ○ Which of the services or resources you de-

scribed helped you feel the most successful in 
the program?

 ○ What friends have you stayed in contact with 
since you left school? 

 ○ How do you stay in contact with them?
 ○ Who made the biggest impact on you while 

you were in college?

• Describe some of the challenges you faced.
 ○ How did you overcome these challenges?
 ○ Who helped you overcome these challenges? 

Describe what this person did to help you.
 ○ How can the program directors make the pro-

gram better for new students?
 ○ If you were in charge of the program, what 

would you change to make the program bet-
ter?

 ○ What could people and organizations on cam-
pus do differently to help you?

• Describe how attending college change the way you 
saw your future before college.

• What traditional college classes did you take?
 ○ What was your favorite traditional college 

class?

• What is your favorite memory about your time in col-
lege?

Post-Secondary Collegiate ProgramsBryant and Hunter
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Abstract. Since the establishment of the Higher Education Opportunity Act (2008), opportunities for stu-
dents with Intellectual Disabilities (ID) to attend and complete post-secondary programs on the campuses 
of 4-year, 2-year, and technical/vocational colleges/universities have increased. Research has indicated 
that there is a gap in terms of access to post-secondary programs for students from marginalized back-
grounds compared to their counterparts. One route option to increase access to post-secondary options 
is through capacity building. One of the major focus areas of the capacity component of the BRIDGE 
Transition and Postsecondary Programs for Students with Intellectual Disabilities (TIPSID) funded grant 
project is to be a partner with Historically Black Colleges and Universities (HBCUs) and rural universi-
ties through the development of new post-secondary programs on their campuses. Within the article, there 
will be a discussion in regard to the capacity building of new post-secondary programs through establish-
ing summits as a result of collaboration between partner universities. The conceptual model in terms of 
establishing new summit of post-secondary programs for students with disabilities involve the components 
of planning, implementation, and reflections which will be addressed in this manuscript. A brief descrip-
tion of a pilot study involving an analysis of data from a community conversation will be included within 
the reflection component. Limitations of the pilot study and future research implications will be discussed.

Keywords: capacity building, community conversations, intellectual disabilities, hybrid model, post-sec-
ondary programs

The Individuals with Disabilities Education Act’s (2004) 
definition of the category of Intellectual Disability in-
cludes limitations in general intellectual functioning and 
adaptive behavior, which manifests during the develop-
mental stage. There is also the possibility that Individ-
uals with intellectual disability (ID) are diagnosed with 
other developmental disorders, i.e., Autism Spectrum 
Disorders, etc. (American Psychiatric Association, 2013). 

With the Higher Education Opportunity Act (HEOA, 
2008), opportunities have increased for students with ID 
to enroll in post-secondary programs including commu-
nity college, vocational-technical colleges, and four-year 
universities (Hart, 2006; Yell, 2012). The HEOA (2008) 
provides opportunities for grant funded model programs 
to oversee transitional services for students with intellec-
tual disabilities (Farley, Gibbons, & Cihak, 2014). Stu-
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dents with ID participating in post-secondary education 
programs are also accessing general college level cours-
es, and have an opportunity to learn a variety of skills re-
lated to job training (Christopher-Allen, Hunter, Brown, 
Carter, & Schiro-Geist, 2017).  Providing post-secondary 
programs for students with ID is essential, as the employ-
ment rate for persons with ID is among the lowest of any 

other disability subgroups (Butterworth, Hall, Migliore, 
& Winsor, 2008; Siperstein, Parker, & Drascher, 2013). 
Furthermore, young adults with ID who obtained a job 
were twice more likely to be fired or laid off  compared 
to their counterparts without disabilities (Newman, Wag-
ner, Cameto, & Knokey, 2009). 

Building the BridgeHunter et al.

Table 1. Similarities and differences of the Inclusive Individual Support Mode, Substantially Separate Model, and 
Mixed/Hybrid Model 
Program 
Model 

Diploma or 
Certificate 

upon 
completion 

Class 
Settings 

Support 
Services 

Programming 
Focus 

Coursework 
focus 

Academic 
advisement 

style 

Inclusive 
Individual 
Support 

Certificate 
and/or 

diploma 

With 
typical 
college 
students 

Educational 
coach, tutor, 
peer mentor, 
technology 

Students’ career 
goals and 

individual visions; 
Course of study 
and employment 
experience (on or 

off campus) 

Traditional 
university 
academic 

coursework (for 
credit or audit) 

with typical 
college students 

University 
advisors 

Substantial 
Separate 

Certificate With other 
students 
with ID 

Job coach, 
paraeducator, 

behavior 
specialists 

Life skills, may 
offer employment 

opportunities   

Independent 
living skills, job 

readiness, 
socialization 

skills with other 
students with 

ID 

Program 
advisors  

Mixed/ 
Hybrid 

Certificate Some 
classes 

with 
typical 
college 
students 

and some 
with other 
students 
with ID 

Educational 
coach, tutor, 
peer mentor, 

technology, job 
coach, 

paraeducator, 
behavior 

specialists 

Independent living 
skills, university 

course work, 

may offer 
employment 

opportunities   

With typical 
college 
students: 
academic 
classes and 
social skills 

With other 
students with 
ID: Independent 
living skills, 
employment, 
personal 
banking 

Program 
advisors 
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There are currently 266 post-secondary programs for 
students with ID, including 101 community college pro-
grams, 139 4-year college or university programs, nine 
technical or vocational/trade school, and 16 “other” 
post-secondary programs (Think College, 2019b; Ryan, 
Randall, Walters, & Morash-MacNeil, 2019). Post-sec-
ondary education programs offer students with ID var-
ious opportunities and options at the college level, such 
as enrolling in college classes for credit or not for credit 
(auditing a class), participating in intramural sports, stu-
dent clubs and extracurricular activities, and experienc-
ing on-campus housing. As the amount of post-second-
ary programs for students with ID continues to increase, 
there are different models used for service delivery (Far-
ley, Gibbons, & Cihak, 2014). Grigal and colleagues 
(2012) identified three models of service delivery op-
tions: (a) Inclusive Individual Support Model, (b) Sub-
stantially Separate Model, and (c) Mixed/Hybrid Model.  
 The Inclusive Individual Support Model completely inte-
grates students with ID into all university aspects includ-
ing coursework, for either credit or audit (Cook, Hayden, 
Wilczenski, & Poynton, 2015). These programs offer 
individualized services such as an educational coach, 
tutor, peer mentor, or assistive technology to help stu-
dents with ID access all college courses (Grigal, Hart, & 
Weir, 2012). These intensive wrap-around services allow 
students with ID to have a full college experience. The 
coursework focus tends to be on course access to content 
rather than independent living or employment skills (Gri-
gal, Hart, & Weir, 2012). al., 2019). There is a great deal 
of variability among existing programs in the inclusive 
individual support model (Grigal, Hart, & Weir, 2012). 
Depending on the program, a certificate and/or a diplo-
ma are offered (Cook, Hayden, Wilczenski, & Poynton, 
2015). 

In the Substantially Separate Model, students with ID 
are separated from the general college student popula-
tion (Cook, Hayden, Wilczenski, & Poynton, 2015), and 
students with ID receive services in a college setting but 
participate only in classes with other students with ID 
(Grigal, Hart, & Weir, 2012). While the coursework is 
completely distinct, some programs offer students with 
ID opportunities to intermingle with university students 
through options such as going to the cafeteria, attending 
sporting events, or engaging in extracurricular activi-
ties. Coursework in these programs are designed to teach 
independent living and employment skills rather than 
increase specific content knowledge that occurs in typ-
ical university coursework. The goals of these programs 
focus on inclusivity as well as independent living and 
employment experiences (Cook, Hayden, Wilczenski, & 
Poynton, 2015). 

The Mixed/ Hybrid Model incorporates aspects from both 
the inclusive and separate programs. Students participate 
in academic classes with typical college students and oth-
er classes with other students with ID (Cook, Hayden, 
Wilczenski, & Poynton, 2015). The classes with typical 
students without disabilities tend to be remedial, health/
fitness, or art classes (Grigal, Hart, & Weir, 2012). Other 
classes taken alongside other students with ID are related 
to life skills and work skills. The goals of these programs 
focus on inclusivity as well as independent living and 
employment experiences (Cook, Hayden, Wilczenski, & 
Poynton, 2015). Table 1 summarizes the similarities and 
differences of these three program models. Inclusivity 
for all students with disabilities is essential for transition 
(high school) and post-secondary programs; however, re-
search has demonstrated that minorities from historically 
marginalized populations have not had equal access to 
special education services, including transition (Ferri & 
Connor, 2005).

Diversity within Post-Secondary Programs 
National data indicates that Black students are overrep-
resented in the ID population and underrepresented in 
postsecondary programs (Wagner, Newman, Cameto, & 
Lavine, 2005). Analyses of data conducted by Wagner 
and colleagues (2005) using the National Longitudinal 
Transition Study (NLTS) data in 1987 and NLTS 2 data 
in 2005 indicated a decrease of 5% in White students with 
ID and an  increase of 2.3% in black students with ID 
(Wagner et al., 2005). Conversely, the full-time employ-
ment rate of Black youth with ID was only two thirds that 
of White youth with ID two years post high school grad-
uation (Wagner et al., 2005). Black youth with disabili-
ties, including those with ID, are more likely to live in 
poverty and be unemployed (Hasnain & Balcazar, 2009). 
Students with disabilities and from low socioeconom-
ic (marginalized) backgrounds are less likely to attend 
post-secondary programs (Newman et al., 2011). This 
is also the case for students with disabilities from rural 
low socioeconomic backgrounds (Kushner, Maldonado, 
Pack, & Hooper, 2011). Although there is an increase in 
the number of post-secondary programs for students with 
disabilities, it is evident that the development of post-sec-
ondary programs needs to consider diversity (Newman et 
al., 2011). One way to increase post-secondary programs 
for all students with disabilities is by promoting aware-
ness through capacity building (Cook et al., 2015). 

Purpose statement
The purpose of this study is twofold: (a) to promote 
awareness and opportunities of post-secondary educa-
tion programs for marginalized students with ID through 
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hosting a summit at a rural predominantly white and pre-
dominantly black higher education institutions in Mid-
South region, and (b) examine the outcomes of commu-
nity conversation to drive capacity building. The authors 
of this article propose that capacity building is an option 
to increase the opportunities for students with disabilities 
from marginalized backgrounds through targeting strat-
egies to provide academic supports for identified defi-
cits. The capacity building process is a component of the 
BRIDGE grant project/University of Memphis Institute 
on Disability. The BRIDGE grant project receives fund-
ing from the US Department of Education, Transition and 
Postsecondary Programs for Students with Intellectual 
Disability (TIPSID). One of the ways that the BRIDGE 
program engages in capacity building is through estab-
lishing summits on post-secondary programming for stu-
dents with disabilities and hosting community conversa-
tions. 

A community conversation is a structured process that 
creates a forum for the discussion about the needs of 
people with intellectual disability and their communities 
(Carter et al., 2009). Communities include community 
stakeholders (business leaders/representatives, commu-
nity organization representatives, etc)., families, and state 
educational department representatives. One of the cen-
tral purposes of a summit is to promote capacity building 
of post-secondary programs for students with disabilities 
at four-year institutions, as well as vocational/techni-
cal schools. The purpose of this article is to highlight a 
component of the capacity-building process, establishing 
summits that brings awareness and encourages collabo-
ration of professionals across disciplines that works with 
students with disabilities from diverse backgrounds. In 
order to establish an effective partnership to organize a 
summit on post-secondary programs for students with 
disabilities, the authors recommend the essential compo-
nent of planning which requires communication, shared 
focus, and resources between institutions in partnership. 

 
Planning the Summit
Prior to planning a summit on post-secondary programs 
for students with disabilities, it is essential to establish 
one team from each participating institution. For the two 
summits conducted, the Bridge/University of Memphis 
team collaborated with the university that hosted the sum-
mit on its campus. The authors recommend that there is an 
administrative representative (Department Chair, Dean, 
Executive Administration) on the planning team and a 
memorandum of understanding. Establishing a summit 
on disability at an HBCU or rural university requires a 
considerable amount of planning amongst faculty and the 

executive administration of a university. Planning can 
take place in person or using virtual means of communi-
cation (Hunter, Jasper, & Williamson, 2014) and agenda 
items can be shared virtually (email, dropbox, etc.) prior 
to the standing meeting. Each standing meeting should 
include an agenda, which includes establishing a summit 
theme, identifying venues for presentations to take place, 
identifying community partners, partner intuitions, state 
department representatives, and local organizations. A 
primary purpose of a summit might be to provide a forum 
for universities (within the state), K-12 school districts, 
and non-profit organizations to disseminate, exchange, 
and obtain information about the planning, implemen-
tation, and evaluation of programs that support students 
with intellectual disabilities at the post-secondary level. 
Once a date and venue have been established for the sum-
mit, the focus on implementation is essential.

Implementation
The implementation component features information-
al sessions within the summit/conferences. The summit 
provides examples of post-secondary model programs 
such as the hybrid model featured in Table 1. For an ex-
ample of sessions featured in a summit, see Figure 1. 
One of the feature items in the summit is a discussion on 
establishing a new post-secondary program for students 
with disabilities at 4-year, 2-year, or vocational-techni-
cal colleges. Information from the Think College Cre-
dential Action Planning tool is a resource for institutions 
implementing new post-secondary programs for students 
with disabilities. The summits/conferences also include 
examples of how master level and doctoral level students 
from various programs, including special education pro-
grams, can provide academic and behavioral modifica-
tion support for students with intellectual disabilities 
on a university campus. Interdisciplinary collaboration 
amongst departments, including through the creation of 
collaborative research opportunities, is a crucial topic to 
be discussed in the summit format. Curriculum options, 
including the integration of the Council of Exceptional 
Children’s (CEC) transitional standards within inclusive 
post-secondary courses (job preparation focus), is an ex-
ample of content that can be featured within the summits/
conferences. 

Reflection
The reflection stage includes post-summit follow-up on 
the part of the planning committee, as well as data col-
lection after the completion of a summit. To improve the 
structure of future summits, data collection through sur-
veying the participating community stakeholders is rec-
ommended. Post-summit surveys provide an opportunity 
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to get information from the summit participants that may 
be used to enhance future summits, as well as post-sec-
ondary program implementation. Another avenue for 
data collection is through recording/scribing communi-

ty conversations. Figure 1 provides examples from the 
planning, implementation, and reflection stages with the 
University of Memphis Institute on Disability Conceptu-
al Capacity Building Model. 

Building the BridgeHunter et al.
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Planning  

*Establish a Planning Team, at 
the university/college level, 
include a representative from 
administration (Department 
Chair, Dean, Executive 
Administration Member) and 
develop a memorandum of 
understanding. 

Items to Consider  

1. Create Standing 
Meetings with 
Agendas 

2. Establish the Theme of 
the Summit 

3. Determine the 
Audience (Community 
Stakeholders, Faculty, 
Students, Parents) 

4. Confirm the Venue of 
the Summit 

5. Consider the 
Curriculum/Content of 
the Presentations 

6. Plan the Community 
Conversation 

7. Determine Data 
Collection Plan  

 

Implementation 

* Determine the Content of 
Information Presented at the 
Summit. Have structure for 
Community Conversation ready 
to go.  

Items to Consider  

I. Provide Examples of 
Programming/Presentations- 

1. Courses offered within an 
Inclusive Individual Support 
Model, Substantially Separate 
Model, and Mixed/Hybrid Model  

-Workforce Advocacy 

-Workforce 
Learning/Employability  

-Independent Living For 
Community Inclusion 

2. Interdisciplinary Research 
doctoral students/faculty 
Discussion 

3. Navigating through Financial 
Aid 

4. College Life 

II. Community Conversation  

 

 

Reflection 

*This step involves 
identifying activities that 
families can do within the 
context of their unique social 
world that can assist them in 
creating rich emergent 
literacy environments.  

 
Items to Consider 

 
1. Establish/Complete a 
Follow-Up meeting with the 
Planning Team. 
 
2. Analyze Data collected 
from Surveys/Community 
Conversations. 
 
3. Consider Data while 
planning for Next Summit. 
 
4. Consider Data for Planning 
New Courses within Post-
Secondary Program.  
 
 
 

 Framework for Summit on Post-Secondary Programs  
for Students with Disabilities  

 

Figure 1. Frame for Capacity Building/Establishing Post-Secondary Summits for Students with Disabilities 
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Community Conversation Pilot Study 
The first two authors of this article conducted a pilot 
study by facilitating a small-group community conver-
sation, afterward analyzing the data from the conversa-
tion. The first two authors facilitated an informational 
seminar that summarized information provided during 
the previous two summits on post-secondary programs 
prior to the start of the community conversation. Prior 
to the community conversation, the session highlighted 
information—featured in the previous two summits—on 
post-secondary programing or students with disabilities 
mentioned previously within this article. The pilot study 
was designed to provide a frame for future research in-
vestigations. To obtain foundational needs of area HB-
CU’s and rural universities, a modified replication of a 
“community conversation” (Carter & Bumble, 2018) was 
conducted as a session during a post-secondary confer-
ence held at an urban university in the mid-south. The 
purpose of the modified community conversation was to 
glean foundational information from a convenience sam-
pling of conference participants that were in attendance 
at a designated community conversation session. This 
modified replication was based on the Carter and Bum-
ble (2018) investigation where a cross-section of citizens 
attended a two-hour event, comprised of three rounds of 
small-group discussions and one whole-group discussion. 
To modify this larger study, authors utilized parallel ma-
terials, methods, and questions with the goal of targeting 
specific capacity-building deficits, and provide support to 
local area HBCU’s and rural universities. 

Method
Investigators used convenience sampling during a 
post-secondary conference held at a large urban universi-
ty in the mid-south. A specific “community conversation” 
session was held during the conference to request direct 
feedback from stakeholders, faculty members, and uni-
versity students that attended two previous summits on 
post-secondary programs for students with disabilities. 
The session was advertised in the conference program 
and website with invitation extended to all conference 
participants. The participants attended a two-hour con-
ference session that included two rounds of small-group 
discussions followed by a whole-group discussion. Two 
faculty member investigators served as whole-group con-
versation moderators, with six university graduate stu-
dents serving as “table hosts” to facilitate small group in-
troductions, encourage active responses to the questions 
presented, and record reactions and responses. 

Investigators adhered to a common structure outlined by 
Carter and Bumble (2018) to include: (a) an initial pre-

sentation explaining the context for the event, (b) two 15-
20 minute rounds of small-group discussions based on 
posed questions, (c) a 15-30 minute whole-group discus-
sion, and (d) recording of all ideas generated during the 
small-and whole-group discussions (Swedeen, Cooney, 
Moss, & Carter, 2011). 

Participants
A total of 28 participants attended the community con-
versation session. On anonymous end-of-event surveys, 
attendees identified themselves as having one or more 
of the following roles: one identified as a person with a 
disability (n =1), one identified as other (Academic Tran-
sition Teacher; n =1), three identified as a current college 
student (n =3), one identified as a family member/sibling 
(n =1), three identified as college or university faculty/
staff (n =3), and six identified as two or more roles (n 
=6): one college or university faculty/staff and campus 
administrator (n =1), one current college student and 
community organization or non-profit (n =1), one fami-
ly member/sibling and college or university faculty/staff 
(n =1), one family member/sibling (n =1), one college or 
university faculty/staff, person with a disability, campus 
administrator, disability agency or service provider, and 
community organization or non-profit, and two college 
or university faculty and current college student (n =2). 
The remaining three participants did not identify their 
role (n =3).

Structure
This session followed the community conversation ap-
proach (see Carter & Bumble, 2018), which employs an 
adaptation of the World Café model (Brown & Isaacs, 
2005), with the session being two hours in length. When 
attendees arrived, they sat in a grouping of 4-6 partici-
pants or community members. A faculty moderator from 
the local planning team welcomed everyone, discussed 
the relevance and importance of inclusive post-secondary 
programs, and shared the agenda for the session (10-30 
minutes). Next, the faculty moderator posed the ques-
tions for each round, and participants exchanged ideas 
and responses to the questions over two rounds of small-
group discussions (about 15-20 minutes each) while the 
table host facilitated engagement and scribed responses 
on a data collection sheet. Questions addressed during 
the session were:

• Round 1 Small Group: What would inclusion for 
students with intellectual disability look like on our 
campus? 

Building the BridgeHunter et al.
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• Round 2 Small Group: Which people, resources, or 
supports would be important to involve ‘within and 
beyond our campus’ to be successful? 

• Round 3 Whole Group: What were the most promis-
ing ideas that were discussed? What should our next 
steps be? 

At each table, a “table host” led introductions and record-
ed participant-generated ideas and responses. A faculty 
moderator from the research team provided a brief ori-
entation (5-10 minutes) to the table hosts in which they 
emphasized the importance of capturing complete ideas, 
provided facilitation guidelines, and distributed data col-
lection sheets. Although there were no specific criteria 
for table hosts, they were individuals who were part of the 
planning team, instructed to record comprehensive notes, 
who could keep the conversations solutions-focused. 

The event closed with a whole-group discussion (10-20 
minutes) in which attendees shared the most compelling 
ideas they heard, as well as suggestions on next steps. 
The faculty moderators had all comments and responses 
transcribed and projected them onto a large screen so at-
tendees could review and reflect on all the ideas generated 
by the whole group. At the conclusion of the session, the 
participants were asked to complete a short, anonymous 
survey about their experience and campus perceptions. 

Data Sources
The table host’s conversation notes, whole group re-
sponses, and end-of-event surveys served as primary 
data sources. Graduate students assisted with the process 
through serving as table hosts.

Conversation notes
We compiled a comprehensive list of all the ideas gener-
ated at each of the events by combining attendee notes, 
whole-group discussion notes, and notes taken by table 
hosts during the two small-group and whole group dis-
cussions rounds. Data collection sheets (notes) were col-
lected.

Whole group responses
The first and second author facilitated the question and 
answer session. Table hosts recorded responses during 
the community conversation. The responses were pro-
jected on a large screen for all participants to review, re-
flect, and respond to with key discussion points noted. 

End-of-event surveys

After the whole-group discussion, we invited attendees to 
complete an anonymous 7-item survey. Three questions 
addressed their perceptions of the events, one question fo-
cused on future action they might take on their campus as 
a result of attending the event, and three questions asked 
about their campus’ potential to house an inclusive higher 
education program. We also asked attendees to rate their 
agreement with the following statement—It is important 
to expand access to youth with intellectual and devel-
opmental disabilities in these areas—across 13 areas of 
campus life. Attendees used a 4-point, Likert-type scale 
ranging from 1 = strongly disagree to 4 = strongly agree. 
Further, we asked attendees which of 10 community or 
campus roles best identified them (e.g., family member, 
campus administrator, disability provider). A total of 28 
surveys from all 28 participants were collected (100%).

Brief Data Analyses of Pilot Study
Community conversation small group and whole group 
responses were transcribed from the session, making 
note of key ideas and discussion points. The end-of-event 
survey data were analyzed using descriptive statistical 
analyses (see Tables 2 and 3). Due to a very small por-
tion of missing data, mean imputation strategy was used. 
Descriptive statistical analysis was conducted using Sta-
tistical Package for the Social Science (SPSS) version 25. 
Throughout the brief visual analysis process, an audit 
trail was kept that included raw data (i.e., original data 
sheets and transcriptions), and process notes (i.e., meet-
ing notes, personal memos, team communications) to be 
included with future community conversation sessions to 
analyze a larger, deeper breadth of feedback and input. 

Results from the Pilot Study 
The participants worked together to identify actionable 
solutions that align with their community’s culture, pri-
orities, and available resources. By design, the summit 
process introduces new opinions, backgrounds, and ex-
periences, while remaining focused on local solutions, 
providing an efficient way to engage a large group in di-
alogue, and increased local awareness of the issue (Car-
ter & Bumble, 2018). In line with the Carter and Bumble 
(2018) study, focus remained on higher education’s ear-
ly considerations around inclusion of students with ID 
on their campus. The top five key ideas and responses 
from small group conversation notes, and whole group 
responses, included: 

1. Sustainability of (local) Support Services for students 
with ID (during/after program completion) is essential. 

2. More faculty members from universities need to be 
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involved within post-secondary programs for students 
with ID. 

3. Involvement from the community (including local and 
national companies/businesses) can help the plight of 
students with ID in post-secondary programs at col-
leges/universities. 

4. Inclusion within campus activities/organizations is es-
sential for the success of post-secondary programs for 
students with ID. 

5. Students with ID need more access to activities/organi-
zations on college campuses. 

According to the end-of-event survey results, most par-
ticipants indicated that they felt their campus had the ca-
pacity to support an inclusive higher education program 

(Agree and Strongly Agree =100%), and the session was 
a good investment of their time (Agree/Strongly Agree 
= 96%). The majority of participants responded to the 
statement, “It is important to expand access to youth 
with intellectual and developmental disabilities in these 
areas” by choosing from the following options: academ-
ic classes (Agree/Strongly Agree = 96%), disability ser-
vices (Agree/Strongly Agree = 96%), medical and mental 
health services (Agree/Strongly Agree =93%), academic 
supports (Agree/Strongly Agree = 100%), and intramural 
and sports teams (Agree/Strongly Agree =96%). Mean 
and standard deviations of all survey items are organized 
in Tables 2 and 3. This information lends itself to under-
standing a foundational starting point for improvement 
and adds to the capacity building components in provid-
ing support for HBCU’s and rural universities seeking 
to implement and/or improve their post-secondary pro-
grams.

Building the BridgeHunter et al.

Table 2. Descriptive Statistics of the End-of-Event Survey 
 

Item 
 

Mean 
 

SD 
 

This event was a good investment of my time. 
 

3.50 .69 

This conversation improved my understanding of what an 
inclusive higher education program might look like. 
 

3.46 .51 

I learned about resources, opportunities, or connections on 
campus/ in my community that I previously did not know about. 
 

3.11 .63 

I am leaving this conversation with specific steps I plan to take 
toward expanding access to higher education for youth with 
disabilities. 
 

3.25 .52 

Strong partnerships exist between faculty, administration, key 
campus services, local high schools, families, and disability 
organizations to support an inclusive higher education program 
on our campus. 
 

3.18 .77 

I feel that our campus has the capacity to support an inclusive 
higher education program.  
 

3.68 .48 

I feel that our campus needs further education on the benefits 
and importance of inclusive higher education 
 

3.50 .64 

 
Note:  
1. n = 28.  
2. 4 point Likert Scale: 1 = Strongly Disagree, 2 = Disagree, 3 = Agree, 4 = Strongly Disagree 
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Concluding Thoughts 
Enrolling in a post-secondary education program (PSE) 
is an important option in establishing independence for 
students with intellectual disabilities (ID), as well as an 
important factor in terms of obtaining gainful employ-
ment. Federal funding under the HEOA (2008) has of-
fered higher education institutions funding opportunities 
to develop or expand model transition and postsecondary 
programs for students with ID (TPSIDs) to assist with 
gaining employment. These 5-year TPSIDs grants seek 
to establish high quality model comprehensive transition 
and postsecondary programs to serve students with ID 
and focus on areas in academic enrichment, socializa-
tion, independent living skills and integrated work expe-

riences and career skills that lead to gainful employment 
(Think College, 2019a). Capacity Building in terms of 
establishing or enhancing post-secondary programs for 
students with disabilities can increase access to employ-
ment opportunities. 

Limitations/Implications for Research
The implementation of the summit on disability trans-
pired at the campuses of two universities. Utilizing re-
sources from Think College was a part of the develop-
ment, however, the capacity-building process was organic 
and did not grow through an established framework. An-
other limitation is that there was a pilot study centering 
on community conversations conducted, whereas a com-
prehensive study on the impact of community conversa-

Building the BridgeHunter et al.

Table 3. 

*Note-Indicates not all participants responded to item.  
 

 

 

It is important to expand access to youth 
with intellectual and developmental 

disabilities in these areas: 

Strongly 
Disagree Disagree Agree Strongly Agree 

Academic classes (i.e., from the general course 
catalog)* 
 

 1 6 19 

On-campus housing* 
  1 8 16 

Clubs and student organizations* 
   8 18 

Disability services* 
  1 5 20 

Medical and mental health services* 
  2 5 19 

Greek life* 
 2 1 8 13 

Academic supports (i.e., tutoring center, 
writing center)* 
 

  7 19 

Student government*   11 14 
Campus events (e.g., football games, dances, 
concerts)* 
 

 1 7 18 

Intramural and sports teams* 
  1 5 19 

Fine and performing arts (e.g., participating in 
choir or a theatrical production)* 
 

1  6 18 

Religious Organizations* 
  1 7 18 

Service opportunities* 1  6 19 
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tions during the summit on post-secondary programs for 
students with disabilities is recommended. A qualitative 
study examining the experiences of the summit planning 
team would be potentially fruitful, considering the po-
tential themes/outcomes associated with capacity build-
ing and working with community stakeholders. With 
the gaps of access for students from marginalized back-
grounds, examining the capacity building process could 
prove to have a positive impact in the world of post-sec-
ondary transition for students with disabilities. 

Summary
There has been an identified gap in post-secondary ed-
ucation enrollment and employment outcome rates be-
tween individuals with ID and their counterparts without 
disabilities. Research suggests that students with ID lack 
the required skills needed to obtain and maintain employ-
ment and would benefit from enrollment and addition-
al support in PSE programs (Migliore & Butterworth, 
2008). One option to increase access to post-secondary 
options is through capacity building process in the form 
of establishing summits on programs for students with 
disabilities. Information gathered from the summits is 
a resource to enhance post-secondary programing for 
students with disabilities from diverse backgrounds 
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Within Canada, retirement patterns have been changing 
over the past two decades.  This article will address the 
changing retirement patterns of Canadians during this 
period of time.  

In 1997, retirement age bottomed for men, at age 62, and 
for women, at age 60.5.  Thereafter, it has been rising so 
that in 2007, it was at age 63 for men, and 62 for women.  
By 2018, the retirement age for all retirees was 63.8.  For 
those employed in the public sector, the average retire-
ment age was 61.7, for those in the private sector 64.4, 
with self-employed individuals having a retirement age 
of 67.7. 

The question that occurs is what accounts for these al-
tered retirement patterns.  A significant driving reason 
has been that seniors are living longer.  Although the 
number of years spent in retirement has not altered, with 
retirees living longer, there are more years during which 
seniors need to provide for themselves.  Furthermore, due 
to the number eligible for defined benefits having become 
reduced, pension plan income has dropped.  This has left 
more seniors dependent on other sources of income that 
includes consideration for employment.  Another major 
reason was that for many seniors their financial situation 
altered with the Great Recession of 2008, and resultant 
requirement for a number of workers to postpone retire-
ment.

There are various factors that predicate whether seniors 
remain working in the job market for a longer period of 
time.  The single strongest reason for working beyond 
age 65 is financial.  For seniors who do not have access 
to a pension that can adequately support them, or expe-
rience lack of savings in the form of RRSPs, or in the 
U.S. 401K savings, they need to remain working to a lat-
er age.  Another reason is that seniors who enjoy their 
work, whether this is a continuation of an original job, or 

change of occupation to one they enjoy, remain working 
longer.  Having a higher level of education, this provides 
more vocational options. For those with higher levels of 
education, their work is likely to be less physically de-
manding, is an additional positive factor to remain work-
ing longer.

In examining the above reasons, to remain working for 
financial reasons, Schellenberg and Ostrovsky, in their 
review of the 2007 General Social Survey, reported that 
between 1991 and 2000 the proportion of near retirees, 
aged 45 to 49, planning on retiring before age 60, de-
creased by 4%, while the share planning on retirement 
at age 65 or older, increased by about 7 percentage 
points.  With respect to the correlation between certainty 
of planned age of retirement, for near retirees with ade-
quate or more than adequate income means, 46.5% were 
certain, compared to 17.2% whose finances were barely 
adequate, and 14.6% for those with less than adequate 
retirement income.  Consequently, there was a direct cor-
relation between certainty of planned age of retirement 
and adequate means of retirement or better, compared to 
those with less than adequate retirement income.

For persons with a spouse or in common-law relation-
ships, they were more likely to be confident in their re-
tirement savings than non-married individuals.  In fact, 
it was reported that non-married individuals planned on 
retiring almost seven months later than their married/
common-law counterparts, net of other factors.

Additional interesting data was provided from a financial 
perspective, and this concerned immigrants who arrived 
since the 1990s.  As a group, they had less favorable re-
tirement outlooks than Canadian born persons.  This was 
attributable to the employment and financial characteris-
tics of immigrants.  While 70.6% of Canadian born near 
retirees expected their income to be adequate, 50.1% im-
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migrants who arrived since 1990 expected their retire-
ment income to be adequate.  While 35.2% of Canadian 
born near retirees planned to retire at 65 years or older, 
for immigrants who arrived since 1990, 60.3% planned to 
retire at age 65 or older.

Regarding the influence of health on retirement planning, 
for those with self-assessed excellent health, 65.3% were 
somewhat/very certain about their retirement plans.  For 
those with self-assessed excellent health, 78.4% expect-
ed their retirement income to be more than adequate or 
adequate.  By contract, for those with self-assessed fair 
or poor health, 49.9% expected more than adequate or 
adequate retirement income.  While only 5.6% of those 
with excellent health expected inadequate or very inad-
equate income, for those with self-assessed fair or poor 
health 18.9% expected inadequate or very inadequate re-
tirement income.

Regarding, plans for retirement for self-employed per-
sons, 47.2% expressed that they planned to retire at age 
65 or older, compared to age 35.6% for paid employees. 
Expectations of adequate retirement income was very 
similar for both groups.  While 26.0% of those with pen-
sion plan income planned to retire at 65 years or older, al-
most double, 59.1%, who did not have pension plan cover-
age planned to retire at 65 years or older.  For pre-retirees 
planning to retire before 60 years, more, 38.5% vs. 13% 
of those with pension plan coverage compared to those 
without pension plan coverage planned on retiring be-
fore this age.  In additional data related to a pre-retiree’s 
income situation, there was clear demarcation between 
those with pension and RRSP savings, with between 
76.5% and 69.4% with one or both, being somewhat cer-
tain of their retirement, compared to 35.7% of those with 
no pension or RRSP savings being certain of their retire-
ment plans.

Having their own home without a mortgage added to 
retirement certainty, with 67.3% in this category being 
somewhat or very certain about their age of retirement 
compared to 61.8% of those who owned a home with a 
mortgage, and 48.1% of those who rented.  Renters were 
almost twice as likely compared to owners of homes to 
have no intentions of retiring, at 16.3%, compared home 
owners without or with a mortgage at 9.5% and 9.3%, 
respectively.

In their Statistics Canada 2011 study, Carrier and Galar-
neau reported that there continued to be an upward trend 
in the employment rate of those 55 and over, which they 
anticipated would continue, given that boomers were 
more highly educated, and there was a downward trend 

in the coverage rate of defined benefit pension plans.  
Furthermore, this trend had been amplified by the re-
cent recession and financial crisis, as well as debt load 
of workers nearing retirement, prompting a number of 
workers to postpone their retirement.  As a result, the 
employment rate for both men and women, particularly 
women in the age groups of 55 to 59, 60 to 64, and 65 to 
69, all increased from 2001 to 2010.  It was reported that 
the employment rate of those 55 and over increased from 
29.8% in 1996 to 39.4% in 2010.  For men aged 65 – 69, 
this showed the most pronounced change, with an almost 
doubling of the employment rate between 2000 and 2010.  
For women 60 to 64, the employment rate almost doubled 
from 21.5% to 41.4% from 1996 to 2010.  Significantly, 
employment rate for women aged 65 to 69 increased at 
the fastest pace, from 6.9% in 2000 to 16.6% in2010.  
Carrier and Galarneau reported that aging of the boomer 
generation and its transition to retirement will have a ma-
jor impact in the labour market and the overall economy.  
They pointed out that an important trend in recent years 
for men and women was the growth in the employment 
rate of people 55 and over.

Based on recent Census data, Statistics Canada reported 
that in 2015, one in five Canadians, ages 65 and over, 
reported working during the year.  This was the highest 
proportion reported since the 1981 census.  The number 
of senior persons working nearly doubled from 1995 to 
2015.  Most were engaged in part-time / part year em-
ployment.  Seniors with a Bachelor’s degree or higher, 
and those without private retirement income, were more 
likely to work.  Older men were more likely to work than 
older women.

In 2015 25.7% of senior men were employed including 
8.5% working full year/ full time.  For senior women, 
14.6% worked during the year including 3.5% in full time 
/ full year work.

While age 65 was the traditional retirement age, some 
seniors have remained active in the labour market.  As se-
niors age, they were likely to reduce their work hours.  In 
fact, for senior men, in 2015 approximately 57% reported 
working at age 65.  This dropped to 29% for senior men 
age 70.  For 65-year-old men, while 23% reported work-
ing full time, 34% were employed part time or part year.  
At age 70, these numbers had dropped to 13% of working 
males engaged in full time work, 21% in part time /part 
year work.  By age 80, 10% were working, with approxi-
mately one third in full time work and two thirds in part 
time / part year employment.

Changing Patterns of RetirementLychenko
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For women, in 2015, at age 65, approximately 38% were 
working, with approximately 13% full time and 25% part 
time / part year.  By age 70, 17% of women were work-
ing, with approximately 5% full time and 12% part time 
/ part year.

At age 80, approximately 10% of men were working full 
time / part year / part time, and 4% of women.

For those with a Bachelor’s degree of higher, in each five-
year category, starting from age 65 to age 75, there was 
greater likelihood of this group working.  For those who 
did not have a private income, this was a strong influenc-
ing factor to work.  While 15% of seniors with private 
income worked at age 75, 40% of seniors without private 
income worked.  The ratio of seniors without private in-
come was higher when it came to working full time com-
pared to part time / part year.

By the year 2018, more senior people were working.  
There was a near doubling of the labour force participa-
tion among the older population.  This phenomenon was 
also observed in the United States.  In fact, 2.7 million 
people age 60 plus representing approximately 1/3 of the 
population aged 60 plus, reported working or wanting to 
work.  There is an almost even split between working 
by necessity, 49.0%, than those doing so by choice, 51%.  
Highly educated men were more likely to work by choice.  
Approximately 55% of older persons with a high school 
diploma or less did so out of necessity compared to 44% 
of older persons with a Bachelor’s degree or higher. (cor-
rect 56% to 56.5%) For those engaged in agriculture and 
in professional, scientific and technical service, they 
were most likely be working by choice.  The percentage 
of people working by necessity fell with age, decreasing 
to 28.4% for those aged 70 or over, as people became eli-
gible to public and private pension plans.

A recent study by Carriere and Galarnbau dealt with the 
question as to how many years to retirement.  Specifi-
cally, this study provided data concerning the expected 
working life at age 50, that is the number of years some-
one at that age can expect to stay employed before retir-
ing.  The study provided expected work life according to 
education levels in 2009.  Accordingly, it reported that for 
those with less than a high school diploma, these workers 
had a working life of about 14.25 years.  For those with 
a high school diploma, or a trade certificate or post-sec-
ondary school education it was approximately 14.5 years.
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