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Abstract

Graduate education is important for career and social mobility, but it is inaccessible to
many students with disabilities. Prior research describes structural and societal barriers—
including but not limited to ableism and discrimination—and their impact on graduate
students with disabilities. This review discusses challenges unique to graduate education
such as faculty-student power differentials, unwillingness to disclose disability for fear
of appearing incapable, classification of graduate students as both students and employ-
ees, and limited applicability of formal accommodations beyond organized coursework.
Informed by our lived experience as disabled graduate students and faculty, we conduct
a qualitative evidence synthesis of 28 articles, theses, book chapters and reports into ac-
tionable steps graduate faculty can take to mentor and support graduate students with
disabilities. Using a mentoring-across-difference framework, we endorse reciprocal men-
toring relationships that support trust, mutual learning, and sustained connection between
mentors and mentees. Recommendations range from developing trust, questioning ableist
disciplinary and graduate program norms, advocating for students and helping students
develop advocacy skills, and providing scaffolding for disabled graduate students’ learning
and professional development.

Keywords: disability; doctoral; graduate training; accessibility; mentorship

1. Introduction
1.1. Background

Graduate training is a bedrock of preparation for many professionals, including
scientists, doctors, nurses, lawyers, school administrators, and numerous others. Whether
for a master’s, professional, or doctoral degree, post baccalaureate education represents
an opportunity to both increase the quality of our workforce and provide opportunities
for individuals to reach their full potential. For example, attainment of graduate degrees
is one factor in increasing income and employability for disabled people! (Gulish et al.,
2024; US Bureau of Labor Statistics, 2022) which may help to close gaps in employment and
salaries between disabled and non-disabled people (National Deaf Center on Postsecondary
Outcomes, 2023).

Despite the benefits, people with disabilities are underrepresented in graduate edu-
cation. Official US figures estimate the proportion of graduate students with disabilities
at 11% (National Center for Educational Statistics, 2023), about half of what is reported
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for undergraduates (20%) and far below estimates for the adult population. An estimated
25% of adults in the US have a disability at any given time (US Centers for Disease Control,
2024), a figure that includes congenital disabilities, temporary conditions, mental health,
and other health-related diagnoses. What these numbers indicate is that graduate students
with disabilities are either far underrepresented compared with the undergraduate and
general population, or that students with disabilities in post baccalaureate programs are
less likely to disclose than those in undergraduate programs (Zimdars, 2022). We assume
that both of the above reasons account for the underrepresentation of disabled students in
graduate training.

After graduate students with disabilities complete their degrees, there is strong evi-
dence of discrimination toward disabled people in the workforce, even when controlling
for age and educational attainment (Sharma et al., 2025). For the highest paying occu-
pations requiring the most advanced education, applicants with disabilities must have
more prior work experience and stronger information and communication skills than
their non-disabled counterparts (Kaye, 2009). Once hired, employees with disabilities
face wage gaps that persist even when controlling for productivity and job characteristics
(Hum & Simpson, 1996, O'Hara, 2004) and increased likelihood of involuntary job changes
(Schumacher & Baldwin, 2000), as compared with non-disabled workers.

It is important that graduate students with disabilities are mentored and supported
through completing their degrees and developing skills needed to navigate the workforce.
Graduate faculty have a duty to prepare graduate students to be successful in their chosen
careers. In addition to the disciplinary proficiency all graduate students need, including
information and analytical skills (Kaye, 2009), graduate students with disabilities also need
specific advocacy skills to be successful. At the graduate level, such advocacy skills include
articulating diverse perspectives and skills they bring to their work, understanding how
their disabilities impact their productivity and work styles, learning which accommodations
or adjustments support their best work, and knowing how to ask for these accommodations
(Test et al., 2005). It is an unfortunate reality that ableism and discrimination persist in
higher education and the workforce, and that the burden of advocacy falls to disabled
persons and their allies (Dolmage, 2017). Faculty can support disabled graduate students by
holding them to high standards, advocating for them and helping them learn to advocate
for themselves (Farran, 2018). Such advocacy pays dividends into the future when graduate
students with disabilities are successful in their careers and mentor others in developing
the same—or more advanced—advocacy skills.

Mentorship is a signature aspect of graduate training (Sverdlik et al., 2018), particularly
in programs with a significant research component including doctorate and thesis master’s
programs. The focus of this paper is on mentorship and training practices that benefit
students with disabilities specifically within the research enterprise, including research and
advocacy skills. Many of these important mentoring and training practices go unexamined
in their degree of accessibility and efficacy for students with disabilities. For example, in one
survey, disabled graduate students reported low self-esteem and lack of confidence more fre-
quently than all other marginalized groups studied (Mattocks & Briscoe-Palmer, 2016). This
finding warrants an examination of why disabled students have such low self-assurance
and how mentorship is failing these students.

This paper focuses specifically on the role of mentorship in positioning disabled grad-
uate students as valued contributors to their fields and in environments what were not
built for them. Using the foundation of a relational mentoring framework (Li et al., 2018),
we posit mentoring works as a two-way street between parties’ personal and profes-
sional development while considering multiple aspects of a successful professional career
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(Ragins & Verbos, 2017). It goes beyond the transaction of tasks and conceptual knowledge
to encompass mutual learning and support.

1.2. Rationale for the Study

Through a qualitative evidence synthesis and personal insights as faculty and graduate
students at a research-intensive institution in the US, we tie together essential information
and recommendations for ways to increase the accessibility of our post baccalaureate train-
ing and build better systems for future cohorts. We argue that the literature is sufficiently
developed and dispersed among disciplines to warrant the type of summarization and
weighing of evidence a qualitative evidence synthesis provides. Qualitative evidence syn-
theses develop more cumulative knowledge than single studies and “rich interpretations
relating to the impact of a condition and can enable a greater understanding of individuals’
and groups’ experiences, views, beliefs and priorities” (Flemming & Noyes, 2021, p. 1).
Applied to mentoring graduate students with disabilities, this synthesis develops a richer
and broader understanding of the experiences of disabled graduate students and how to
best support them than concluded by any single study (Grant & Booth, 2009). We are able to
identify where multiple studies in different settings have identified similar issues, strength-
ening the evidence base while staying consistent with a qualitative research worldview
(Flemming & Noyes, 2021).

The research questions are:

1.  What are the main themes in the extant literature around mentoring master’s and
doctoral students with disabilities?

2. What recommendations for mentoring master’s and doctoral students with disabilities
can be synthesized from this literature?

This paper presents additional background on graduate education for disabled stu-
dents, describes a model of mentoring across difference, describes our review methods,
presents major findings from the literature and synthesizes these into recommendations for
mentoring graduate students with disabilities.

2. Literature Review
2.1. Barriers to Graduate Study for Students with Disabilities

This section focuses on the unique barriers to graduate study for students with dis-
abilities. A full review of the barriers to entry and retention for disabled undergraduate
students is available from other sources (e.g., Bettencourt et al., 2018; Friedensen et al.,
2021b; Toutain, 2019). First, it provides context on master’s and doctoral programs in the
US, which is the reference point of the authors.

In the US, coursework is a major component of both master’s and doctoral programs
(Fleming et al., 2023). It is most common in the US for master’s and doctoral students to
take a full load of organized courses for their first two years, e.g., before starting research
in earnest (Council of Graduate Schools, 2005). Although the doctoral degree is focused on
research in later years, during which the advisor has substantial power over the student,
doctoral students interact with multiple faculty members, particularly in their initial years
of study. Some master’s programs rely entirely on coursework, while others may include
research in the form of a project or thesis (Council of Graduate Schools, 2010). In the
graduate education literature, doctoral students receive the most attention, and the term
“graduate” may be used ambiguously to refer to doctoral students. In this review, the
authors attempt to include findings for master’s and doctoral students, since coursework,
funding concerns, faculty interactions and even advising relationships impact students at
both levels.
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2.1.1. Preparation, Recruitment, and Admission Barriers

Graduate school applications may have inherent barriers to entry, such as standardized
test requirements that are inflexible with regard to accommodations or high bars for
documentation of accessibility needs (Rose, 2010). Further, undergraduate preparation
may not have been fully accessible, leaving disabled students underprepared for graduate
study. Incidental learning, group study, and other informal learning settings are typically
not covered by undergraduate academic accommodations, and students with disabilities
miss out, often doing their best to learn on their own (Leppo, 2015).

Lack of information about accessibility of graduate programs means disabled students
may not know which program can best support them. Graduate program outreach typically
does not include information about accessibility in recruitment materials (Rose, 2010), which
means students are unaware of which program would best support them. Yet in open-ended
survey responses, psychologists and psychology trainees with disabilities advised students
to carefully consider graduate school and work environments to ensure they are supportive
of disability (Lund et al., 2016). In the same survey, half of the respondents indicated
disability was a factor in where to attend graduate school (Lund et al., 2014). Accessibility
considerations included weather, the size of the campus, and parking and transportation
(Lund et al., 2014). Similarly, graduate students may not be aware whether a campus has
a disability services office or whether it serves graduate students (Zimdars, 2022). Finally,
realization and diagnosis that one has a disability can happen during graduate study and
would not be disclosed in the application or fully considered when selecting a graduate
program (Lund & Hanebutt, 2022). Graduate program faculty can mentor students through
these processes, connect them to resources, and advocate for accessible program policies
and procedures.

2.1.2. Power and Ableism in Faculty-Student Relationships

Graduate advisors create and reproduce culture around disability and access (R. J.
Perez et al., 2020; Riggs et al., 2024). Their actions shape perceived safety and inclusivity for
mentees navigating both visible and invisible disabilities. A large percentage of disabilities
cannot be identified from casual conversation or interaction (Goodwin, 2020). Estimates
of nonapparent or “invisible” disabilities are as high as 75-80% of all disabling conditions
(Curda, 2024; DirectEmployers Association, 2023; US Bureau of the Census, 1997). While
one may be able to infer a disability or disabling condition when someone uses a mobility
aid or has a guide dog, disabilities such as mental health, learning disabilities, autism,
cancer, and hearing loss are much subtler. When thinking about graduate students or
applicants, it is possible that if a student does have a disability, that this is not known to the
faculty or student colleagues. In other words, many graduate faculty may be working with
more disabled students than they realize.

As graduate students focus on a particular discipline, they may be more concerned
than ever about how graduate program faculty perceive them as competent, independent
researchers (Rose, 2010). Doctoral students may be less likely to disclose a nonapparent
disability and ask for help (Zimdars, 2022), since relationships with faculty are longer term
and more consequential to career trajectories. Graduate students work closely with their
research advisor, and administrators may be unwilling to intervene in exploitative rela-
tionships (Bodensteiner, 2017). Doctoral training has been described as an apprenticeship,
since many research skills (e.g., application of abstract ideas into concrete problem solving)
cannot be learned in the classroom (Walker et al., 2008). Thus, at the graduate level, faculty
have tremendous power over students (Friedensen et al., 2024), but a good mentor avoids
wielding this power against students.
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Certain aspects of doctoral training lead to a huge disparity in power, including the
view of graduate students as cheap labor and the fact that US students’ salary, tuition,
and often healthcare are dependent upon employment on their advisor’s research projects
(Fuhrmann et al., 2011; Friedensen et al., 2024). International students with disabilities
may additionally be at the mercy of their advisor or program to demonstrate continuous
funding and degree progress to maintain visa status (Rice et al., 2009). Student concerns
for their safety and access to medical care are a critical component of graduate student
life and may strain relationships with supervisors and mentors who expect long hours
or physically demanding work (Friedensen et al., 2024). For many disabled students in
the US, maintaining continuous medical coverage through good academic standing and
on-campus employment that covers insurance premiums and medical expenses is essential
(White, 2002). Mentors who do not see this connection might prematurely cut students’
funding or assign grades that lead to academic probation, inadvertently exacerbating some
disabilities and removing important supports that enable academic progress.

In the academy, there are often few disciplinary role models for how to be a disabled
professional (Friedensen et al., 2021a). Lack of visibility reduces the transparency of disabil-
ity in general and disabled faculty as a potential resource for disabled graduate students in
particular, making it more difficult to broach accessibility conversations in many graduate
programs. Students with disabilities may therefore delay disclosing and seeking support
from their faculty mentors until challenges overwhelm them (O’Shea & Thurman, 2017).
Without a department culture of accessibility and normalizing flexibility, graduate students
may not have sufficient support to successfully complete their degree and transition into
the professional workplace.

2.1.3. Time Demands and Classification as Students and Employees

In the US, Canada, and some European countries, many graduate students fund their
education through on-campus employment such as teaching or research assistantships
(Torka et al., 2022). In these situations, it can be unclear whether graduate students are
students or employees. Employee accessibility may be governed by a different set of laws
and managed through different organizations on campus separate from academic accom-
modations. Due to their dual roles, students—and occasionally staff—may not understand
where students should go for help, sometimes resulting in delays and frustration with little
hope of resolution. Without careful attention, advocacy, and mentoring, their accessibility
needs can fall through the cracks between these two roles (Lund, 2023; Saltes, 2022).

In US higher education, including post baccalaureate training, individual students
must both disclose and request accommodations from their institution, which then man-
ages the implementation of approved requests with individual faculty and advisors
(Toutain, 2019). While faculty and advisors are free to provide flexibility and accommo-
dations without this central approval, legal compliance can only be facilitated through
the official request, review, and approval process (Toutain, 2019). Graduate students with
disabilities may need to be encouraged and mentored through this process. Although
educational accommodations are governed by different legislation in different countries,
there are many similarities between US, Scandinavian, UK, Irish and Australian systems
(Cliffe et al., 2020; Jorgensen et al., 2018; Magnus & Tessebro, 2014).

Academic accommodations tend to focus on formal instruction (e.g., courses), so
disability services may not offer accommodations for graduate-specific research experiences,
and disability services staff have less experience adapting accommodations to qualifying
exams and research settings (Tamjeed et al., 2021; Zimdars, 2022). Fewer graduate students
access formal academic accommodations than undergraduates for reasons including being
unaware of the process, assuming graduate students are not eligible for services, and
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negative experiences requesting accommodations at their prior institutions (Hanrahan,
2024; O’Shea & Thurman, 2017; L. E. Perez, 2013; Spier & Natalier, 2023; M. A. Sukhai, 2019;
Zimdars, 2022).

Additionally, long hours and time demands often characterize graduate study. Like
staff, graduate students are expected to take fewer breaks between academic terms during
which they can rest and recover from academic demands. Graduate training workloads
often require balancing large amounts of coursework, research, employment, and per-
sonal obligations (Martinez et al., 2013). For some disabled students, these tasks require
double or triple the time to complete due to the inaccessibility of materials, the nature
of their disability, and the paperwork involved in documenting their disability and ob-
taining formal accommodations (Hannam-Swain, 2018; Hanrahan, 2024; M. A. Sukhai,
2019; Teichman, 2010). Mentors and peers who are familiar with the institution may be
able to help navigate these delays (Lund et al., 2016). In many graduate programs, there is
the expectation of longer class periods as compared to undergraduate programs. A class
or meeting of 2-3 h can be a long time for people with a disability or health condition
that requires frequent breaks and attention to physical endurance needs. In laboratory
sciences, there is a similar multiplicative increase in expected hours spent in a lab con-
ducting dissertation research and associated expectations for focus and mental endurance
(Friedensen et al., 2024). Such expectations have been critiqued as exclusionary and ableist
(Dolmage, 2017; Spier & Natalier, 2023).

2.2. A Different Kind of Mentoring

Given these many barriers, faculty mentors are arguably the most crucial link between
disabled students and strategies to mitigate the negative effects of accessibility barriers
(Sverdlik et al., 2018). This section offers insights on mentoring frameworks that represent
a shift in thinking from accessibility as only relating to classroom accommodations to how
graduate faculty can make their training and preparation for the workforce more accessible
for all, including students with disabilities.

Mentoring disabled graduate students is not, for many faculty, something they may
intentionally set out to do. When embarking on a faculty career, many individuals focus
mostly on the possibility of working with students like themselves, rather than considering
the full spectrum of students they may encounter. Given the prevalence of disability in
the adult population, and the knowledge that a large majority of those disabilities are non-
apparent (e.g., US Centers for Disease Control, 2024), academia needs to better equip its
faculty to include accessibility in their mentoring practices. Faculty need an understanding
of how to navigate mentoring in times of crisis, skills to identify where accessibility barriers
may lie, and strategies to mitigate their impact on student performance and the larger
research enterprise (Reddick & Young, 2012). Helping graduate students develop skills that
will help them not only in higher education but throughout their careers ensures the future
of our fields (Fuhrmann et al., 2011). Attending to accessibility enables diverse viewpoints
and talents to enrich research and practice (Mannix & Neale, 2005).

Reddick discusses the concept of “mentoring across difference” with students or junior
colleagues who come from a different racial, ethnic, gender, sexual orientation, or familial
backgrounds (Li et al., 2018; Reddick & Young, 2012). This framework assumes that mentors
come from more highly resourced and less marginalized backgrounds than mentees. For
example, only 3% of the disabled graduate students and professionals in Lund et al.’s (2014)
survey were mentored by a faculty member or professional with a disability. One of the
key ideas behind this framework is that there must be a sustainable, two-way relationship,
where each person is finding value and purpose and connection, drawing upon the co-
mentoring or reciprocal partnership model of mentoring (Mullen, 2000). This requires
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the mentor to embrace vulnerability, depart from the familiar, and move instead toward
purposeful disruption of understanding (Reddick & Young, 2012).

3. Methods
3.1. Author Positionality

The first two authors are full professors with many years of experience advising
our own graduate students and serving as graduate coordinators in our departments,
responsible for admissions and dealing with tough cases of students falling behind or
needing to switch advisors. We share many years of experience that help us identify gaps
in the graduate student pipeline when it comes to disability and accessibility, and we are
committed to learning from the experiences of our students as part of a relational mentoring
approach. We acknowledge that as full professors, we have the privilege and responsibility
to provide flexibility and customize workloads for our advisees, as slower student progress
is unlikely to negatively impact our careers. We triangulate this experience with feedback
from our own graduate mentees and a systematized search of the literature on supporting
graduate students with disabilities. Ariel is a STEM Education researcher and ecologist
currently working as a National Science Foundation postdoctoral fellow. She is a deaf/hard
of hearing individual whose research focuses on accessibility and identity in lab and field
environments. Lily is a blind woman and a PhD student in educational psychology. Her
research explores how socio-cultural contexts influence how people experience and identify
with disability. Emily is a disabled white woman and a PhD candidate in Mechanical
Engineering. She researches disability in higher STEM education, with current projects
looking at disabled PhD student experiences and the impact of acoustics on disabled
university students. Madeline is a PhD student in Educational Psychology with a research
focus on disabled college students. She is currently a student fellow at National Disability
Center for Student Success. Desiree is a doctoral candidate in the Department of Educational
Psychology. Her research focuses on initiatives to improve accessibility and inclusion for
queer disabled students of color on college campuses and institutions. Soren is a graduate
student in Educational Psychology. She has personal, relational, and academic experience
with disability and comes from a non-traditional educational background. Her research
interests understanding human development from a systems perspective, with special
attention to digital impact.

3.2. Qualitative Evidence Synthesis Approach

The methodology for this review is a qualitative evidence synthesis, which relies on
qualitative approaches to compare themes across individual studies (Grant & Booth, 2009).
Qualitative evidence synthesis is gaining popularity in education to answer research ques-
tions related to understanding phenomena (such as the experiences of graduate students
with disabilities) and associate the broader environment with interventions (such as how
mentoring can counteract structural barriers to the success of graduate students with
disabilities; Flemming & Noyes, 2021). The current synthesis deviates slightly from es-
tablished qualitative evidence synthesis methods by including quantitative and mixed
methods studies such as surveys in the dataset.

The first author conducted an initial Google Scholar search for “mentoring graduate
students with disabilities.” Among the first 100 search results, just nine were relevant
sources specifically addressing graduate-level education for students with disabilities.
Stated formally, the inclusion criteria were:

1.  Focus on doctoral or master’s-level students with disabilities as the mentees. For
studies with broad sampling, presentation of least some results specific to graduate
students with disabilities.
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2. Published in English.
3. A full text could be reasonably obtained by the researchers.

There were no limits on publication date, but the search was conducted in Fall 2024.
The exclusion criteria were:

1.  Undergraduates as mentees and/or graduate students serving as mentors rather than
as mentees.

2. Graduate student mentees who did not identify as disabled, e.g., mentoring teaching
assistants to better teach undergraduates with disabilities.

3.  Disability was not the focus nor presented as a subset of findings, e.g., disability
mentioned only as a facet of diversity addressed by mentoring.

4. No mention of mentoring in title or abstract.

Careful reading of the initial 9 qualifying sources identified an additional 19 relevant
cited references, resulting in 28 total qualifying sources, listed in Table A1 in the Appendix A.
Among these qualifying sources are 18 journal articles, 7 dissertations/theses, 2 book
chapters and 1 report. Overwhelmingly, the sources described the perspectives of graduate
students with disabilities, many focusing on barriers and support during their graduate
study, n = 19 of the sources. Taken together, they represent a tight citation network
building across academic fields and countries (17 US, 3 UK, 5 Canada, and one each from
South Africa, Australia, and Belgium), representing a form of saturation in sampling.
In terms of discipline, 11 of 29 sources are situated in psychology; only two others are
discipline specific.

What is missing from this body of literature is a review that translates it into actionable
advice for faculty members who supervise and teach graduate students. The current
analysis seeks to fill that gap. Specifically, the first author extracted data in two phases
as suggested by Flemming and Noyes (2021). First, she tabulated contextual details of
each source including country, population and study design for inclusion in an Table A1.
Second, she copied and summarized relevant findings from each of the 28 qualifying
studies into a single document for analysis. The most useful sources described student
experiences, mostly challenges. With iterative feedback from the other authors, the first
author conducted thematic synthesis (Flemming & Noyes, 2021) to group the findings,
e.g., formal accommodations, teaching assistantships. The findings section summarizes
results from the 28 qualifying sources and is organized according to the final coding scheme.
Although thematic synthesis can lead to analytical themes which provide explanations or
pose hypotheses (Thomas & Harden, 2008), the current data are limited in terms of new
insights since many studies are focused on description of student experiences within a
specific graduate training setting.

The are limitations to this approach. More extensive use of educational literature
databases, keywords and Boolean operators would likely have identified additional sources
but not enough to warrant the extensive additional effort. As recommend by Flemming and
Noyes (2021), we “privilege[d] specificity. . .over sensitivity” (p. 3) and employed additional
strategies including searching the reference lists of all qualifying sources. Additionally, a
subset of the authors recently completed a scoping review (Borrego et al., 2025), screening
12,000 abstracts for studies of undergraduates with disabilities but found few, if any, studies
of graduate students with disabilities. We seek to counteract these limitations of the formal
literature search with our extensive lived experience as graduate students and faculty
with disabilities.
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4. Findings
4.1. Disclosure to Faculty

One of the most prevalent topics in the extant literature on graduate students with
disabilities is disclosure of disability status to advisors and other faculty members. It
is interesting to note that few sources discuss disability disclosure from the students’
viewpoint. Rather, advice simply encourages graduate students to disclose to their advisors
or search for an advisor to whom it would be safe to disclose. M. Sukhai and Latour (2023)
advocate for students to disclose to their advisor directly to build trust. They emphasize
the need for open communication about expectations, workload, and the evolving nature
of their research and their disability. Similarly, Collins (2015) emphasizes that graduate
students with disabilities need to get along with their advisor and find an advisor with
whom they can be open about their needs. A good advisor needs to be flexible, not too
demanding, and accommodating of differences (Collins, 2015). Oledzka and Darby (2025)
recommend faculty members get to know graduate students whether or not the students
mention disability, which can support academic and career success even if students never
disclose their disability. Beyond the characteristics of a ‘good advisor,” there is little direct
advice on how advisors can signal to students their openness to these conversations, placing
much of the burden on students.

Beyond the advisor, graduate students struggle with whether, when, and to whom
to disclose their disability. Advice about disclosure from Lund et al.’s (2016) disabled
participants was very mixed, but more apparent disabilities aligned with early disclosure.
Yet in many studies, participants reported negative or mixed reactions to disclosing to
faculty (Lund et al., 2014; Lund & Hanebutt, 2022), such as discrimination, microaggressions,
stereotyping, and stigma in their graduate programs (Hanrahan, 2024). The power dynamic
between advisor and student may be exacerbated by an advisor’s attitude that disabled
persons should do as they are told and challenge the advisor less often than non-disabled
students (M. Sukhai & Latour, 2023). Struggling with disclosure and discussing disability
with others can lead to social isolation in a graduate program (L. F. Perez, 2013). In
one survey study, 10% of respondents never disclosed their disability to anyone in their
graduate program, while 78% disclosed it to program faculty (Lund et al., 2014).

Ableist expectations also play a role in decisions to disclose disability status to grad-
uate program faculty. Shame about disability prevents some students from disclosing
(Lund & Hanebutt, 2022). Multiple participants of Spier and Natalier (2023) had unsup-
portive advisors who made students question themselves and work even harder to prove
their worth. Students in Vergunst and Swartz’s (2022) study hesitated to disclose out of
anticipated misconceptions from faculty and not wanting to be treated differently. These
students observed psychology faculty questioning the legitimacy of disability, such as
denying the existence of mental illness. Similarly, boundary issues may arise if the ad-
visor researches disability and is overconfident that they know what is best for disabled
students (M. Sukhai & Latour, 2023). Students were also concerned about crossing bound-
aries in their advising relationship with respect to “personal care and professional care”
(Vergunst & Swartz, 2022).

4.2. Formal Accommodations

As mentioned, graduate students with disabilities may also be less likely to disclose
to their institution and use formal accommodations, even though they tend to be more
aware of their access needs than undergraduates (Zimdars, 2022). In one survey, only
45% of graduate students with disabilities disclosed to their disability office at any point
during graduate study (Lund et al., 2014). Some graduate students do not realize they are
eligible for formal accommodations (Hanrahan, 2024; M. A. Sukhai, 2019). Teichman (2010)
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found that social work graduate students worked much more closely with faculty than
disability services staff because the faculty gave them more benefit of the doubt about their
disabilities. Faculty may be less likely to insist on documentation from graduate students
than from undergraduates. Academic support services tend to be targeted to undergrad-
uates (Zimdars, 2022), but there is disagreement about whether this is because graduate
students are more independent or simply unaware of support services (Zimdars, 2022).
One participant in L. F. Perez’s (2013) study had less need for formal accommodations as a
PhD student than a master’s student because they knew the professors better and could
discuss accommodations case by case.

However, most studies conclude that fear of stigma (Zimdars, 2022) and wanting to
appear independent (L. F. Perez, 2013) are the main reasons graduate students do not use
formal accommodations. In surveying disability service officers, O’Shea and Thurman
(2017) found fear of stigmatization and disclosure as the most frequent reasons doctoral
students do not use accommodations. However, they also found that test-taking accommo-
dations were perceived as most useful and most often used accommodations (O’Shea &
Thurman, 2017), which calls into question the extent to which accommodation processes
have been adapted to graduate-level research work. Advisors may have concerns it will
cost too much money, time or effort to accommodate graduate students with disabilities
(M. A. Sukhai, 2019). Finally, Spier and Natalier (2023) interviewed six doctoral candidates
about their experiences requesting reasonable accommodations and being frequently de-
nied. The authors critique the provision of “reasonable” accommodations that allows
normalized ableism to continue. Faculty have immense power to define what is reasonable
in their discipline, often relying on traditional, ableist expectations of long hours and
arduous work instead of questioning the core competencies of the discipline.

4.3. Graduate Study Timelines and Institutional Policies

The research suggests students with disabilities may need more time or flexibility with
academic timelines. In one survey, 80% of respondents faced academic barriers keeping
up with the pace of their program, and 85% reported needing more time to manage their
disabilities (Hanrahan, 2024). M. A. Sukhai (2019) explains that reduced course loads
extend time to degree and may cause students to accrue more debt. Time to manage
their disabilities may encompass dealing with emotions and expectations of bodies (e.g.,
frustration when rest breaks interrupt work) or taking a leave of absence for surgery
(Spier & Natalier, 2023).

Many institutions have policies that do not provide the flexibility needed for students
with disabilities. Students in three studies reported difficulties with course load and
tuition, including flat-rate tuition (i.e., not reduced for part-time enrollment, Teichman,
2010), scholarships and fellowships that require full-time enrollment (Montoya, 2009),
and scholarship payments being stopped after a student has taken the maximum allowed
medical leave (Spier & Natalier, 2023). Students with disabilities spend considerably more
time dealing with such policies and paperwork, and sometimes institutional bureaucracy
is the cause of delays related to accommodations, financial aid and assistive technology
(Teichman, 2010). Graduate students with disabilities need—but do not often get—more
assistance with course registration, such as priority registration, modified course schedules,
and permission to withdraw from courses after published deadlines (Montoya, 2009).
M. A. Sukhai (2019) suggests that longer times to completion need to be considered case
by case; for example, students could be enrolled full time with a reduced load. Norman
(2021) studied disabled students in an online master’s program, which provided flexibility
for participants to “minimize damage” to their health from graduate study, but since many
were still trying to work while in a full-time program, stress offset many of the benefits.
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4.4. Workspace Accessibility

Several studies discussed inaccessible materials (L. F. Perez, 2013; M. A. Sukhai, 2019)
and inaccessible physical spaces (Saltes, 2022; Spier & Natalier, 2023). The teaching assis-
tants interviewed by Saltes (2022) mentioned being assigned to teach and hold office hours
in inaccessible spaces: small offices which did not fit their bodies and assistive devices,
classrooms with steps and graduated levels and buildings with no elevators, heavy outer
doors, overly steep ramps, or no retrofitting. Similarly, Spier and Natalier (2023) highlight
how graduate students do not have as much access to modified workstations or accessible
parking, even when requesting disability accommodations. Lack of accessible workspaces
forces students to work from home, resulting in a loss of networking and belonging benefits
(Spier & Natalier, 2023). Other studies mention social isolation or exclusion from graduate
programs experienced by students with disabilities (Mattocks & Briscoe-Palmer, 2016;
L. F. Perez, 2013). Lack of belonging undermines students’ ability to advocate for their
needs. Teichman’s (2010) participants question, “how much can you fight if you don’t feel
like you belong?”

Travel to professional conferences to network and present one’s research is an im-
portant component of doctoral education, yet it is one that excludes many students with
disabilities. Hannam-Swain (2018) mentions the impracticalities of conference travel with
a disability. M. Sukhai and Latour (2023) suggest that extra funding may be needed for
students with disabilities to travel to conferences, as disabled students are often not eligible
for scholarships that would offset additional costs (De Picker, 2020). In attempts at equity,
programs award students the same amount of travel funded regardless of disability status
and actual expenses. Hidden costs of conference travel include taxis and close hotels for
rest breaks, as well as the need to bring a caregiver (De Picker, 2020). De Picker (2020) gives
a detailed personal account of conference travel as a wheelchair user with Cerebral Palsy.
They must contact organizers in advance to ask about presenter seating, microphone sys-
tems, and the possibility of video or remote participation. They must carefully research the
venues and travel logistics related to airports, train stations and public transit. Conference
organizers should consider accommodations that do not isolate disabled attendees, such as
multiple options for wheelchair seating and sufficient seating at meals for participants who
cannot balance a plate of food in their hands or on their laps.

4.5. Teaching Assistantships

Teaching roles are one place where it is especially unclear whether graduate students
are governed by academic policies or human resources (Lund, 2023; Saltes, 2022). Even
when a student has already obtained formal accommodations through their disability office,
accommodations for teaching may still fall through the cracks (Lund & Hanebutt, 2022).
Special teaching considerations for students with disabilities include requesting a teaching
schedule at certain times, in certain rooms and in certain buildings, as well as dealing
with expectations to stand while teaching, walk around the room, learn students’ names
and dress professionally instead of for comfort or accessibility (Saltes, 2022). Participants
in Saltes” (2022) study struggled with wanting to disclose their disability to students to
encourage them to seek help but feeling like disclosure backfires when students have
fixated on the disability, for example, in their end of course evaluations. Lund (2023) posits
faculty need to reconsider the “essential functions of teaching” without falling back on “the
way we’ve always done it” (p. 102). Lund and Hanebutt (2022) suggest that mentors and
peers are helpful to brainstorm when and how to change classroom norms. Having allies
with whom to address teaching concerns is important, since negative teaching experiences
and the heavy workload deter many students with disabilities from faculty positions
(Saltes, 2022).
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4.6. Scaffolds

A few studies suggested scaffolds to support disabled graduate student success.
Writing is a major component of any graduate program, and multiple studies recommend
additional writing support for students with disabilities (Montoya, 2009). For example,
an advisor can offer specific help with proofreading (Collins, 2015). However, issues have
been raised regarding credit. If a student receives assistance with their research, some
advisors may interpret this as reduced right to authorship (M. Sukhai & Latour, 2023) or
intellectual property (M. A. Sukhai, 2019).

There are limited research findings on the other types of structure that might
assist graduate students with disabilities. As compared with undergraduates with
learning disabilities, graduate students reported needing more one-on-one instruction
(Montoya, 2009). Zimdars’ (2022) survey of advisors concludes that students with attention-
deficit/hyperactivity disorder (ADHD) and learning disabilities (LD) need support in orga-
nization, time management, writing, and self-advocacy. Oledzka and Darby (2025) found
that deadlines are also important for graduate students with ADHD/LD. They recommend
flexible deadlines or giving students autonomy to make their own deadlines, even for quali-
fying exams and defenses. However, a few participants mentioned that too much flexibility
can be detrimental to success; occasional firmness is good (Oledzka & Darby, 2025).

4.7. Advocacy

A majority of disabled graduate students (72%) report having to advocate for them-
selves in graduate programs, with 48% of disabled students not having mentors and allies
for their disabilities within the university (Hanrahan, 2024). Collins (2015) emphasizes that
a good advisor of graduate students with disabilities is someone who can help navigate
rigid structures and expectations of universities and doctoral programs. Lund et al. (2020)
similarly reinforces the need for supportive mentors who can act as advocates when barriers
are met. Barriers may include inappropriate questions, inaccessible learning materials, and
negative experiences with faculty knowledge and attitudes (Joshi, 2006). Thus, Oledzka
and Darby (2025) recommend that faculty advocate for students. For example, one of their
research participants gave their advisor permission to disclose their ADHD diagnosis to
other faculty members when it helps with advocacy. This advocacy sometimes involves
questioning the essential competencies of the discipline, which may lead to flexibility in
course and degree requirements (Rose, 2010; M. A. Sukhai, 2019).

4.8. Resilience and Peer Support

Multiple studies discuss the importance of resilience, advocacy and a supportive
network. Participants in L. F. Perez’s (2013) study said their perseverance, resilience,
and stubbornness served them well. Some reframed their disability as an asset, and
they worked to cultivate supportive relationships to help them through graduate study
(L. E. Perez, 2013). Similarly, resilience was a major finding in Teichman’s (2010) study, citing
persistence in advocating for themselves with upper-level administrators and viewing
misunderstanding with faculty as no reflection of their own inadequacies. They also
emphasized the importance of “supportive mentors:” family, staff and faculty who helped
them navigate graduate study with a disability. Lund et al. (2016) summarized advice
from disabled graduate students to others: find mentors and support groups; advocate
for your rights, know your rights, make connections with offices that can help you, get
comfortable talking about your needs, get creative; ask professors very directly for specific
accommodations; register with the disability service office; and document everything.
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5. Comparison of Findings with Prior Studies

Several of the main findings identified for graduate students with disabilities are also
present in the literature on undergraduates with disabilities. The main differences arise from
the graduate-level commitment to a particular discipline, program and set of faculty mem-
bers. Disclosure to faculty is a major concern for undergraduates (Friedensen et al., 2021b),
but for graduate students, the decision is higher-stakes because they will interact with
program faculty for multiple semesters and have a finite pool from which to request rec-
ommendation letters and other job-seeking assistance. Formal accommodations are also
a strong consideration for undergraduates, as they relate to disclosure and negotiation
with instructors (Bettencourt et al., 2018). For graduate students, there are additional
concerns that formal accommodations may not effectively address non-course tasks related
to research and degree milestones (Tamjeed et al., 2021; Zimdars, 2022). Timelines and
policies related to enrollment can negatively impact undergraduates in similar ways to
graduate students (Friedensen et al., 2021b). In the US, more graduate students thant
undergraduates rely on the institution for their funding and may be in a riskier financial
position when considering part-time enrollment or leave of absence. Workplace accessi-
bility concerns are more salient for graduate students who may spend years assigned to
an office or laboratory, whereas undergraduates deal with accessibility of new spaces each
academic term (Jeannis et al., 2018; Stumbo et al., 2011). Writing is arguably more impor-
tant at the graduate than undergraduate level, with higher expectations that it be done
unassisted. Zimdars’ (2022) finding about organization, time management, writing and
self-advocacy needs for ADHD/LD students applies to their graduate and undergraduate
study participants. Finally, advocacy, resilience, and peer support are similarly important
for disabled undergraduates (Pfeifer et al., 2021).

In terms of similarities to other studies of graduate student experiences, disabled
students do not necessarily have unique experiences, but the challenges are more salient.
Degree progress timelines and enrollment policies can negatively impact graduate stu-
dents with other responsibilities such as caring for family members or working full time
(Sallee, 2015). For non-disabled graduate students, office space is rarely mentioned as a
concern, and professional conference experiences may actually expand students’ views
of diversity and belonging in their field (Campbell et al., 2021). All graduate students
are subject to the confusion and frustration of being employees, students, both or neither,
but graduate students with disabilities have more time-consuming, accessibility-related
requests that can fall through these cracks (Lund & Hanebutt, 2022; Saltes, 2022). Among
teaching assistants, concerns about authority and professionalism are also found in stud-
ies of other marginalized groups (Gomez et al., 2011). Much has been written about the
importance of writing training in graduate study (e.g., Kamler & Thomson, 2014), and
advice specific to supporting neurodivergent students is just beginning to emerge (e.g.,
Wallbank, 2025). Advocacy, resilience, and peer support are important for all graduate
students. The difference may be that students from marginalized groups may find it
more difficult to find such peer support and role models in their graduate programs (e.g.,
Burt et al., 2025), similarly to the documented experiences of disabled graduate students.

6. Recommendations

The opening of this paper identified challenges experienced by individuals with
disabilities as they consider graduate study. It concludes with a targeted list of specific
opportunities for faculty and administrators working with graduate students to support
disabled students and others. Overall, we encourage our faculty colleagues to embrace
the additional but important and rewarding work of advising research students with dis-
abilities. It takes effort to advise graduate students with disabilities, getting to know their
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goals, understanding how their disability impacts graduate study, and finding solutions to
barriers as they arise. Each student is different, and not all of these recommendations will
have positive effects on all students with disabilities. It is crucial to work toward making a
difference in an area where many students would otherwise fall through the cracks. This
requires a proactive attitude, being creative, and questioning the way your graduate pro-
gram has always done things. In short, the detailed recommendations provide a roadmap
for (a) committing to supporting disabled graduate student success, (b) building a trusting
relationship with students that supports honest discussions, and (c) advocating for students
in a variety of ways grounded in understanding institutional policies and resources.

6.1. Increase Awareness Among Prospective Students of Resources to Support Them in
Postbaccalaureate Training

Partner with your institution accommodations and student support offices to include
these resources when at graduate school fairs, at open houses, and in degree marketing
materials. Continue this information sharing throughout the academic degree-seeking
process (Riggs et al., 2024).

6.2. Commit to Supporting the Success of Disabled Students Who Have Been Admitted to
Your Program

Once a student has been admitted to a graduate program, program faculty have an
obligation to do everything they can to support their degree completion. Applicants do not
always disclose their disabilities in their applications, while others may not be diagnosed
until after starting a graduate program (Lund & Hanebutt, 2022). For applicants who do
disclose, faculty need to be conscientious of their own and their program'’s capacity during
admissions time. A caveat: “I can’t mentor disabled people” is not an excuse and borderline
illegal. This hesitation is understandable, but it is more productive to think along the lines of
“how and what can I do to support the success of this student?” during admissions decision
making. Graduate admissions committees should consider using multiple forms of data
to make admissions decisions and reducing reliance on standardized tests, which are less
predictive of future academic performance for students with disabilities than for their non-
disabled peers (Gregg & Nelson, 2012; Miller et al., 2019). Standardized test requirements
that are inflexible with regard to accommodations or high bars for documentation may be
inherent barriers to entry into graduate programs requiring them.

6.3. Cultivate Trust and Get to Know Students

To be an effective advisor, students must trust you enough to disclose their disabil-
ity status and be open to discussing how it impacts their learning and degree progress
(Collins, 2015). Be flexible and accommodating of differences by giving students options
for how to complete their work. Communicate your expectations about workload to stu-
dents (M. Sukhai & Latour, 2023). Get to know graduate students so you can support their
success whether they disclose a disability or not (Oledzka & Darby, 2025).

6.4. Provide Additional Scaffolding for Research Training

Many disabled students need more support for conducting research, such as inter-
mediate or more structured research tasks, outlines, or assistance taking meeting notes
(Oledzka & Darby, 2025; Montoya, 2009; Zimdars, 2022). Neurodivergent students may
need more structure before, during and after a meeting (e.g., agendas and notes). Students
may also need more explicit guidance translating their ideas into academic language. Ar-
tificial intelligence (AI) tools that can provide meeting transcriptions and summaries as
well as support editing may be particularly helpful, and additional Al supports are rapidly
being developed and accepted in academic research. Specialized research software can
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vary widely in its accessibility, for example, to screen readers (Joshi, 2006; L. E. Perez, 2013;
M. A. Sukhai, 2019). You may need to think more carefully when selecting software or
inventing workarounds to ensure accessibility for all research team members.

6.5. Understand and Educate Students About Your Institution’s Policies and Degree
Progress Norms

Students with disabilities tend to try to succeed without accommodations, only to
realize it is too late to request accommodations when they are really needed (O’Shea &
Thurman, 2017). Support students through these difficult times by cultivating a trusting
relationship allowing frank discussion of options (Collins, 2015). Encourage students to
register with the disability service office even if they do not think they will need accom-
modations (Lund et al., 2016). It is easier to complete registration steps without additional
stress and anxiety over falling behind. Slower pace and medical leaves mean students may
not take foundational courses when you assume they would have. Help students map
out what a reduced course load or semester leave means in terms of their degree progress
(Montoya, 2009). Students may be upset about not being on pace with their peers. Talk
about this explicitly. Give them perspective on how long and winding their career is likely
to be. Traditional-aged students without work experience are most likely to view graduate
study as a race.

6.6. Normalize Longer Time to Degree

Consider normalizing longer timeframes for degree completion (Hanrahan, 2024;
Spier & Natalier, 2023). Examine what tasks are essential to occur concurrently and where
steps and high stakes deliverables might be conscientiously sequenced (Montoya, 2009).
Graduate training workloads often require balancing large amounts of coursework, re-
search, employment, and personal obligations (Martinez et al., 2013). Limiting flexibility
in how these are managed excludes some disabled students, due to the inaccessibility of
materials or the nature of their disability.

6.7. Intervene as Needed in the Timing and Structure of Qualifying Exams and Other
Degree Milestones

Many graduate programs have a deadline of a certain number of years or semesters by
which exams must be taken. Help students with disabilities advocate for flexibility on these
timelines (Montoya, 2009). Then, consider the format of the exam, specifically whether it
is accessible, and suggest accommodations (Bellamy & Sullivan, 2025; McLaughlin et al.,
2024). Question the core competencies of the discipline and whether these competencies
need to be assessed in the way they always have been (Rose, 2010; M. A. Sukhai, 2019).
Being proactive is key—we too often see students fail first, then think about what we could
have done to avoid it.

6.8. Run Interference with Other Faculty in Your Graduate Program

Consistent with ableist notions of academic work, faculty may be judgmental about
any student who cannot carry a full course load and volunteer for unpaid research or other
professional experiences (Joshi, 2006; Spier & Natalier, 2023; Vergunst & Swartz, 2022).
Students with disabilities are more likely to have other, more urgent needs related to their
health and wellbeing to which they need to attend before taking on optional graduate
training opportunities. Your colleagues may need to be reminded of these considerations
when setting or enforcing policies and degree requirements.
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6.9. Question Ableist Norms in Your Discipline and Department

Think creatively to leverage the collaborative nature of graduate study while giving ev-
eryone an opportunity to demonstrate their skills and knowledge. Question academic work
norms such as long work hours with limited breaks, as well as thinking and responding
quickly in discussions and meetings (Rose, 2010; M. A. Sukhai, 2019). Are these required
learning outcomes for success in the discipline or profession, or simply the way we have
always done things?

6.10. Support Graduate Students with Disabilities in Navigating the Unique Challenges of
Teaching Roles

Graduate students already occupy a liminal space between student and employee
(Lund, 2023; Saltes, 2022). When they are employed as instructors or teaching assistants, it
can be even less clear who should provide accommodations and flexibility to support them.
Help teaching assistants with disabilities to advocate for what they need and brainstorm
creative solutions for how they manage their classroom (Lund & Hanebutt, 2022).

6.11. Attend to the Accessibility of Workspaces to Support Student Belonging

Many graduate programs provide offices to graduate students to hold teaching office
hours or work on research (Saltes, 2022; Spier & Natalier, 2023). These shared spaces can
support incidental learning, collaborating with peers on coursework and research, and
integrating socially and professionally with the department. Yet when these spaces are inac-
cessible to students with disabilities, it detracts from their sense of belonging—and in turn,
their success—in the graduate program (Mattocks & Briscoe-Palmer, 2016; L. F. Perez, 2013).
The ad hoc nature of identifying and assigning graduate student workspace often means
not all spaces are completely uniform to begin with, so flexibility, creativity, and advocacy
are needed to ensure that different students’ accessibility needs are met.

6.12. Help Students Develop Skills and Strategies to Support Their Success as a Student and
Professional with a Disability

Navigating graduate study with a disability requires grit, persistence, self-advocacy,
creativity and problem-solving skills. Once you have built the trust necessary to openly
discuss how their disability impacts graduate study and professional opportunities
(Collins, 2015), help students articulate the strategies and skills they bring to graduate
study and their future careers (Farran, 2018; Test et al., 2005). Celebrate milestone achieve-
ments as you would with any graduate student. Readers are reminded that graduate
students with disabilities are likely to encounter discrimination in hiring and the work-
place, including but not limited to higher expectations for skills and experience (Kaye, 2009;
Sharma et al., 2025). The best way to prepare disabled students for a successful career is
not to practice the same discrimination, but to hold them to high professional standards
in an environment safe for practicing advocacy skills, building confidence, and learning
about their accessibility needs.

7. Future Work

Few qualifying studies included planning and guidance for the transition into the
workforce. Many of the psychology studies focus on supervised internships in counseling
or rehabilitation. Yet, in other fields, career planning and transitions to work went unad-
dressed. Related to this, study participants mentioned difficulty finding disabled mentors
in their future fields. More work is needed to understand how graduate students with
disabilities can be supported in their job search and early careers. Similarly, we noted the
literature on disabled graduate students does not address the laboratory environment that
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characterizes many STEM disciplines. More research is certainly needed to understand the
experiences of graduate students with disabilities in lab and field sciences.

8. Conclusions

In closing, an accessibility mindset is beneficial for all students. All kinds of graduate
students need flexibility and access. Some students may be dealing with undiagnosed
disability, supporting family, caring for others, and/or working long hours off campus.
Much has changed in higher education over the past several years. Do we have legacy
expectations that graduate students are on campus for 8 or 10 h days? If the campus is in an
area where housing is expensive, do students have a long commute and inaccessible parking
to manage? Since graduate students are on reduced incomes, mindfulness around expenses
related to time and resources are often connected to expenses related to access. Disability-
and accessibility-related costs for individual students are at a higher proportion of their take
home income than their non-disabled peers. It is time to rethink how to preserve the most
important benefits and outcomes of graduate education while maintaining accessibility for
all students. We acknowledge that academic departments, institutions and society must
change to create fully accessible graduate experiences. Yet much can be done by individual
mentors committing to supporting students, questioning norms and changing practices
within their spheres of influence.
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Table A1 lists details of all 28 qualifying sources.
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Table A1. Details of qualifying sources.

Citation Type Country Population Study Design
Supervision experiences of
. psychology trainees with . .
Andrews et al. (2013) Journal article Us disabilities in rehabilitation Literature review
training settings
. . 38 doctoral students .
Collins (2015) Journal article UK with disabilities Interview study
. students and professionals Presents a model
Daughtry et al. (2009) Journal article Us with disabilities of mentoring
De Picker (2020) Journal article Belgium PhD student with cerebral palsy Exploratlon Of. authors
lived experiences
Hannam-Swain (2018) Journal article UK PhD student with Brittle Bones Persor}al account. of author’s
lived experiences
Hanrahan (2024) 'Doctorz.al Us 46 disabled stu'dents in graduate Interview study
dissertation and professional programs
. . Semi-structured interviews
Joshi (2006) .Doctor.al Us 19 blind students in psychology with some
dissertation graduate programs o .
quantitative questions
. 56 psychologists and psychology
Lund et al. (2014) Journal article us trainees with disabilities Survey study
Lund et al. (2020) Journal article Us 41 pSYC:hOIOgIS.t > anfi psyphology Analysis of open-ended
trainees with disabilities survey responses
12 disabled psychology graduate
. students who had teaching .
Lund and Hanebutt (2022) Journal article UsS . . Interview study
experienceas part of their
graduate programs
Lund (2023) Journal article UsS Gradu.ate student teachers Literature review
in psychology
Lund et al. (2016) Journal article us 4lp syc.hologls.t > an.d P s.y'chology Analysis of open-ended
trainees with disabilities survey responses
70 women, black minority
ethnicgroups, and students
. Mattocks and Journal article UK living with a disability Survey and 4 interviews
Briscoe-Palmer (2016)
throughout the course ofdoctoral
study in political science
61 graduate and
Doctoral 232 undergraduate students with
Montoya (2009) dissertation us LD enrolled at their institution’s Survey study
disability services office
Four graduate learners in an
Norman (2021) Master’s thesis Canada online counseling Interviews and journaling
psychology program
. 20 Doctoral students with LD .
Oledzka and Darby (2025)  Journal article us and/or ADHD Interview study
O'Shea and Thurman . 66 staff.m c.hsa?blhty services at
(2017) Journal article us institutions with Survey study
doctoral programs
Author and 3 co-researchers, all .. .
L. E Perez (2013) .Doctorél Us graduate students with Heu.r istic case .study.analysm
dissertation . i including interviews
visual disabilities
Rose (2010) Report Canada Graduate students Working paper

with disabilities
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Table Al. Cont.

Citation

Type

Country

Population

Study Design

Saltes (2022)

Journal article

Canada and

9 disabled graduate students

Photographs taken by

us with experience teaching participants and interviews
Spier and Natalier (2023) Journal article Australia 6 disabled PhD candidates Interview study
Task force findings based on
. Graduate students surveys, focus groups
M. A. Sukhai (2019) Book chapter Canada with disabilities interviews, data mining and
literature review
M. Sukhai and Latour Graduate students . .
(2023) Book chapter Canada with disabilities Literature review
Psychology internship or
Taube and Olkin (2011) Journal article Us practicum students with Literature review
obvious disabilities
Teichman (2010) Master’s thesis Canada Two female graduate students Interviews
with LDs
15 postgraduate students with
Vergunst and Swartz (2022)  Journal article South Africa diagnosed Interviews
psychological disabilities
Wilbur et al. (2019) Journal article Us 143 supervisors of psychology Survey stud
o trainees with disabilities y y
Doctoral 81 faculty advising psychology
Zimdars (2022) . . Us doctoral students with Survey study
dissertation

LD/ADHD

Note

1 This paper will interchangeably use “students with disabilities” and “disabled students.” There are many different perspectives

on whether to use person first or identify first language when describing this population, with variations within different fields
and disability communities (e.g., Brown, 2011; Liebowitz, 2015).
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