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Abstract

Autistic individuals often struggle to successfully navigate emerging adulthood (EA). College is 

an increasingly common context in which individuals learn and hone the necessary skills for 

adulthood. The goal of this paper is to systematically review and assess the existing research 

on college as a context of EA development in autistic individuals, particularly in terms of 

underdressing whether and how this context might be critically different for those who are 

typically developing or developing with other disabilities. Our findings indicate that ASD college 

students report feeling prepared academically, but exhibit weaknesses in daily living and social 

skills. Interventions largely focus on social skills, and rarely evaluate outcomes relevant to 

college success or longer-term emerging adulthood independence. We conclude with hypotheses 

and recommendations for future work that are essential for understanding and supporting 

ASD students as they navigate potentially unique challenges in college and their transition to 

independence during EA.
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Introduction

Autism spectrum disorder (ASD) is a neurodevelopmental disability involving difficulty 

with social interactions and the presence of restricted and/or repetitive behaviors. 

Approximately 1 in every 59 children in the United States is diagnosed with an ASD (Baio 

et al., 2018). Although ASD is often diagnosed in childhood, it is a life-long disability 

that presents different challenges across developmental stages. One developmental transition 

that is especially difficult for those with ASD, even compared to individuals with other 

disabilities, is that from adolescence through emerging adulthood (Ebensen et al., 2010).

Emerging adulthood (EA) is defined by age (18–25 years) and is a distinct developmental 

stage of semi-autonomy that is characterized by increased self-exploration and instability 
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(Arnett, 2000; Arnett, 2007; Arnett, 2014; Arnett et al., 2014). In fact, it may be the 

most heterogeneous period of development, with large individual differences in housing, 

family, and job status, which reflect key developmental tasks of EA (Arnett, 2000; 

Arnett, 2007; Arnett, 2014; Arnett et al., 2014). During EA, young adults work to 

become autonomous from parents financially, acquire independent living status, and explore 

romantic partnerships as they begin to build their own families. Critically, the success with 

which typically developing (TD) individuals accomplish these developmental tasks in EA 

predicts long term outcomes in adulthood (Arnett, 2007; Hill et al., 2011; Hawkins et al., 

2012; Krahn et al., 2015).

Every year, there are an estimated 50,000 autistic1 individuals transitioning through EA 

in the United States alone (Roux et al., 2015). There is mounting evidence that autistic 

individuals struggle to accomplish the social developmental tasks of EA. For example, 

autistic emerging adults struggle with financial independence as evidenced by the finding 

that less than half of them have ever held a paying job (Shattuck et al., 2012; Taylor, 

Henninger & Mailick, 2015; Taylor & Seltzer, 2011). They also struggle with independent 

living; they are less likely than their TD peers to live independently (Anderson, Liang & 

Lord, 2014a; Anderson et al., 2014b; Billstedt, Gillberg & Gillberg, 2005; Howlin et al., 

2004). Also, although autistic emerging adults desire romantic partnerships (Strunz et al., 

2016) and other social connections (Han, Tomarken & Gotham, 2019), these relationships 

are difficult for them to initiate and navigate (Howlin & Moss, 2012; Marriage, Wolverton & 

Marriage, 2009; Stokes, Newton & Kaur, 2007).

College as a Developmental Context for EA

College is an increasingly common context in which individuals navigate emerging 

adulthood (Bureau of Labor Statistics, 2019). For example, among American youth in 

2018, 69% of high school graduates attended colleges or universities (Bureau of Labor 

Statistics, 2019). This is important because the college experience optimizes both academic 

and peer competence, which are both related to success accomplishing developmental tasks 

of emerging adulthood among TD individuals (Bureau of Labor Statistics, 2019; Tropey, 

2018; Trostel, 2015). For example, in terms of financial independence and independent 

living, college graduates are less likely to utilize public and housing assistance programs; 

they are also more likely to volunteer in the community and make charitable donations (Ma, 

Pender & Welch, 2019; Trostel, 2015). In terms of personal relationships, college graduates 

are more likely to be in lasting marriages (Parker & Stepler, 2017; Trostel, 2015), to spend 

time with their children in educational activities (Ma et al., 2019; Trostel, 2015), and report 

being happy overall in their life (Trostel, 2015).

Success in the college environment requires that individuals adapt to new social roles (e.g., 

becoming a roommate), develop new social support systems, and adjust to new social norms. 

Thus, success in college for TD students is influenced by academic and organizational 

abilities as well as social skills, including social support, self-regulation, and the ability 

to adapt to new surroundings (Swenson, Nordstrom & Hiester, 2008; Zarrett & Eccles, 

1Although the American Psychological Association recommends person-first language, we are using identity-first language on the 
basis of recommendations from autism disability advocates (Brown, 2011) and recent literature (Gernsbacher, 2018; Bury et al., 2020)
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2006). Therefore, as with TD individuals, college may provide important developmental 

opportunities for autistic individuals to support the transition to emerging adulthood. In 

fact, many autistic individuals do attend postsecondary educational programs (approximately 

73%); however, there is a larger attrition rate among autistic students (~ 62%) compared to 

students in the general population (~48%) (Newman et al., 2011). Also, when ASD students 

are in college, they are more likely to think about taking time off and withdrawing from 

college than do TD students (Gurbuz, Hanley & Riby, 2019).

However, ASD students with college education fair better than ASD adults with 

no post-secondary education, even though ASD adults are likely to be unemployed 

or underemployed more generally (Hurlbutt & Chalmers, 2004). ASD students with 

postsecondary education are employed at higher rates, work longer hours, and have higher 

wages compared to their ASD peers without postsecondary education (Migliore et al., 

2012); all of which increase their ability to become financially independent. These findings 

indicate that it is important to understand the potentially unique challenges for ASD students 

as they pursue college as a context for development in emerging adulthood.

Current Study

The goal of this paper is to review and assess the existing research on college as a 

context of development for emerging adulthood in ASD. Here, we provide a narrative 

review of the literature investigating how ASD students function and develop in the college 

environment. Our goal is to understand the relative strengths and challenges that contribute 

to the disproportionate levels of attrition rates for ASD students. A longer-term goal is 

that this work can inform the design of interventions that will target skills and behaviors 

that are particularly challenging for ASD students to improve developmental outcomes and 

matriculation rates.

There are several existing papers that review some aspects of this literature (Anderson, 

Stephenson & Carter, 2017; Kuder & Accardo, 2018; Nuske et al., 2019). Importantly, the 

scope of each of these reviews is fairly circumscribed focusing on either intervention or skill 

assessment studies (Kuder & Accardo, 2018; Nuske et al., 2019), which limits opportunities 

for assessing whether and to what extent findings from each of these domains influence 

one another. Although Anderson and colleagues (2017) integrated these literatures in their 

summary review of the ASD college student literature, more than 28 studies have been 

added to this literature since the publication of this article. Critically, none of these existing 

review articles inform the ASD college student literature with findings from the non-ASD 

college student literature to understand whether the challenges that ASD students face are 

unique to ASD or not. Given these gaps in the existing reviews, there is a need for a more 

comprehensive and integrated assessment of this literature.

We begin with a brief overview of the empirical work investigating the academic, 

organizational, and social skills that develop among TD college students, enabling them 

to succeed in college and progress toward the developmental tasks of emerging adulthood. 

Next, we review the existing literature comparing ASD to TD college students in the 

development of these skills to determine the extent to which we understand the challenges 

that ASD students encounter. Third, we review the existing intervention studies that have 
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been designed specifically to support ASD college students. Finally, based on the findings 

from this narrative review, we provide recommendations about the most pressing questions 

that still need to be addressed empirically to understand the nature of the challenges for ASD 

college students in their developmental transition through emerging adulthood, particularly 

in the college context.

Typically Developing Students in the College Environment

Students bring skills with them and develop new skills in the college environment, both 

of which are associated with positive long-term outcomes. For example, performance in 

high school, as assessed by completion of coursework (Warburton, Bugarin & Nunez, 

2001) and grade point average (GPA; Geiser & Santelices, 2007), is associated with strong 

performance in college. In addition, family support is critical to success in the college 

environment. Students who report greater emotional support from their families, particularly 

during their freshman year, are more likely to have a GPA of 3.0 or greater, accumulate 

substantial credits over their first year, and continue their education into the second year of 

college (Roksa & Kinsley, 2019). Also, students whose family emphasizes the importance of 

college are more likely to report being committed to the goal of college graduation (Strom & 

Savage, 2014).

Once students enter college, self-motivated behaviors, including daily living skills and social 

skills, also contribute to college success. For example, students’ time management skills can 

have a large impact on their college performance and persistence (Britton & Tesser, 1991; 

Misra & McKean 2000). Management of health behaviors, like sleep duration (Okano et 

al., 2019; Trockel, Barnes & Egget, 2000) and healthy eating behaviors (Peltzer & Pengpid, 

2015; Phillips, 2005), are positively related to college outcomes. Building social connections 

in college is positively related to academic persistence. For example, students who report 

making more new friends also report achieving more personal and academic goals (Skahill, 

2002). Similarly, students who report establishing positive relationships with faculty (Kelly 

et al., 2012) and peers (Hu, 2011) report being more persistent towards their goal of 

graduating.

In sum, positive developmental outcomes in college among TD students are related to 

strong academic abilities, family support, daily living skills, management of healthy 

habits, and social connections with both peers and faculty. Next, we use these findings 

from the TD college student literature as we review the current literature investigating 

ASD college students’ experiences to evaluate whether and how these same factors 

influence developmental outcomes for ASD college students. Our prediction is that the 

social communication deficits of ASD will lead to a disproportionate difficulty with the 

critical self-motivated and social skills that are essential to this developmental transition, 

particularly in the college context.
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Methods

Study Search and Selection Criteria

We used several sources for identifying relevant articles. First, in the Fall of 2019 and again 

in the Summer of 2020, we conducted a literature search in the PsychINFO, PubMed, ERIC, 

and Google Scholar databases. The diagnostic criteria, and thus nomenclature, of autism 

has changed considerably over the last 20 years. Therefore, we included study search terms 

that would capture the full range of terminology used to classify individuals on the autism 

spectrum (particularly by the multiple versions of the DSM). The search terms included: 

(autism OR autistic OR Asperger’s) AND (college OR university OR undergraduate). 

Second, we conducted a “manual reference search” by screening the reference lists of 

several recent review papers for studies that met full inclusion criteria (Anderson et al., 

2017; Kuder and Accardo, 2018; Nuske et al., 2019).

Inclusion and Exclusion Criteria

We employed the following inclusion criteria: articles must (1) include an ASD group 

in emerging adulthood (ages 18–25 years) attending or having attended college, and (2) 

report first-hand or stakeholder (i.e. parent) accounts or behavior of ASD college student 

experiences. Studies were included as long as ASD groups were characterized as having a 

diagnosis of autism, ASD, Asperger syndrome, autistic disorder, or pervasive developmental 

disorder – not otherwise specified (PDD-NOS). Intervention studies were included if they 

included pre- and post-intervention assessments. Studies were excluded if they were not (1) 

not published in English, (2) available in full-text, (3) peer-reviewed.

Study Selection

The full study search, identification, and selection process is shown in Figure 1. We applied 

our inclusion criteria in two steps. First, we screened the titles and abstracts of all articles 

returned from the initial database literature searches. Since this was the first level of 

screening, we emphasized overinclusion to maximize yield. For example, abstracts were 

only rejected on the basis of exclusion criteria (i.e., not published in English, not ASD 

group). After this first set of articles was pared down, we assessed the remaining articles for 

inclusion by evaluating each full text article for inclusion criteria. The full set of studies are 

reported in Table 1 and Table 2.

Results

In total we included 62 studies of ASD college students. The full process of study 

identification, screening, and selection is documented in Figure 1. The majority of these 

studies (49 studies; Table 1) evaluated academic, functional independence, or social 

skills of ASD college students. A smaller portion of this literature (13 studies; Table 2) 

assessed interventions designed for ASD college students. The sample sizes, participant 

demographics, study characteristics, and outcome measures of each study are reported in 

Tables 1–2. In the vast majority of studies, data were collected from ASD college students 

directly; however, a small number of studies also acquired responses from parents of ASD 

college students. Approximately 20% of the studies compared findings between the ASD 
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students and another group of college students. A minority of the studies empirically 

confirmed the ASD diagnosis. In total, these studies include 4,211 ASD individuals, 188,894 

TD college students, and 9,214 students from other disability groups.

Investigation of ASD College Student Skills

Academic Skills—The existing literature indicates that ASD college students mostly feel 

prepared academically. ASD college students self-report that they have an intense interest in 

their subject of study, they are receiving good grades, and they have the academic skills to 

succeed in college (Accardo et al., 2019a; Anderson, Carter & Stephenson, 2020; Anderson, 

Carter & Stephenson, 2018; Gelbar, Shefcyk & Reichow, 2015; Gurbuz et al., 2019; Jackson 

et al., 2018; Sturm & Kasari, 2019). For example, Gelbar and colleagues (2015) found that 

80% of the ASD students they interviewed reported having GPAs above 3.0 and that they 

agreed with the statement, “I have the academic skills to succeed in college.” Gurbuz and 

colleagues (2019) found no differences in the percentage of ASD and TD students who 

reported that they were receiving good grades (ASD = 65%; TD = 68%), enjoying academic 

work (ASD = 64%; T = 68%), or had the academic skills to succeed (ASD = 71%; TD 

= 78%). ASD students and their significant others also describe their special interests as a 

strength in course work, driving them to study and putting them ahead of their classmates 

in course knowledge (Casement, Carpio de los Pinos & Forrester-Jones, 2017; Harn et 

al., 2020; Ward & Webster, 2018; Anderson et al., 2020b). Finally, there is evidence that, 

under some contexts, ASD students perform as well academically as do non-ASD students 

(Richardson, 2017).

However, there is also evidence that ASD students may have more difficulty focusing 

attention in the college environment than do their TD peers. For example, ASD students 

report having difficulty concentrating when studying and when following lectures, and 

determining the “gist” of course information from the details (Gelbar et al., 2015; Jansen 

et al., 2017; Anderson et al., 2020b). As one ASD student reported, “…because I have 

to work so hard to get to that level of understanding, that creates a lot of anxiety, and 

because there’s anxiety it’s harder for me to process the content…” (Anderson et al., 2020b). 

ASD students also report finding some related academic accommodations such as note-

takers helpful (Accardo, Kuder & Woodruff, 2019b). Tops and colleagues (2017) provide 

empirical support for this anecdotal evidence. They developed a Thinking-Aloud Protocol 

(TAPs), where ASD and TD college students were asked to complete academic tasks while 

articulating their thought processes aloud. After each task they were given a short quiz 

to measure learning. Although there were no group differences in performance, the ASD 

students reread the material more frequently and had more difficulty ignoring irrelevant 

information and identifying the main ideas in the materials. Further, Cage and colleagues 

found that ASD students who dropped out of college were more likely to report negative 

academic experiences (2020a). These results suggest that ASD college students may have 

to work harder to manage attentional control to achieve similar levels of performance in the 

college environment as their TD peers, and that those who struggle with this may be more 

likely to drop out of college before graduation.
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Based on this small number of findings, it appears that ASD college students largely feel 

prepared and skilled to complete academic coursework, which is evident in their positive 

self-reports about academic work and strong performance in the classroom. However, there 

is also evidence indicating that ASD college students work harder to achieve this level of 

performance than do their TD peers, which may be related to managing attention. It will 

be essential to determine whether these issues are specific to ASD college students or are 

general academic issues that are shared by many students with disabilities.

Skills for Functional Independence—Part of the critical developmental transition 

that is required in emerging adulthood involves becoming functionally independent 

from caregivers. This is particularly relevant for residential college students. Functional 

independence is indicated by the acquisition of financial independence through occupational 

work, high-quality friendships, and independent living (see Howlin et al., 2004). Such 

independence is supported by the development of multiple kinds of adaptive behaviors 

including, daily living skills (DLS), social, and communication skills.

Importantly, cognitive and functional adaptive skills can be quite discrepant in ASD (Howlin 

et al., 2004). Therefore, it may be that the acquisition of functional adaptive behaviors 

in emerging adulthood is especially difficult for ASD emerging adults, particularly in the 

college context. This idea is supported by the finding that ASD college students report 

equally high levels of distress across academic, daily living, and socialization domains 

(Lei et al., 2020b). Several studies have investigated the status of skills for functional 

independence in ASD college students using survey and interview measures.

Daily living skills (DLS) are skills that support maintenance of personal hygiene, meal 

preparation, money, and time management (Bal et al., 2015). DLS contribute to one’s 

well-being and are important to living independently and obtaining employment (Bal et al., 

2015). Two studies find that ASD college students report lower levels of functional adaptive 

behaviors, including DLS, than do their non-ASD peers (Cullen, 2015; Zukerman et al., 

2019). Parents of ASD emerging adults also recognize this gap in DLS (Elias & White, 

2018; Van Hees, Roeyers & De Mol, 2018) and that indicate that their adult children would 

likely benefit from independent living training (Elias & White, 2018).

The most consistent findings regarding difficulties with DLS among ASD college students 

center around time management and organizational skills (Anderson et al., 2018; Anderson 

et al., 2020a; Cage & Howes, 2020b; Cai & Richdale, 2016; Dymond, Meadan & Pickens, 

2017; Gelbar et al., 2015; Van Hees, Moyson & Roeyers, 2015; Ward & Webster, 2018; 

White et al., 2016a). Time management skills include the abilities to effectively and 

efficiently organize time to accomplish well-defined goals and to flexibly alter such plans 

in response to changing demands on one’s time. The ability to adhere to college class 

schedules, which vary by day and hour, and coursework deadlines, particularly during 

intense exam weeks, places strong demands on time management skills. Further, parents 

report needing to significantly support and guide important college decisions for their 

ASD students, such as course registration and financial aid (Pena & Kocur, 2013). The 

symptomatic preference for routine in ASD (Banda & Grimmett, 2008) makes the flexibility 

required for good time management difficult for ASD students (Cai & Richdale, 2016; Van 
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Hees et al., 2015). For example, in one study a student reported, “Yesterday a lesson was 

cancelled. I became so upset by the loss of structure that I could not do anything else for 

the rest of the day” (Van Hees et al., 2015). Indeed, nearly all the ASD students interviewed 

in this same study reported difficulty managing variability in routines. In a similar study, a 

majority of ASD students (67%) reported difficulty managing their time effectively (Gelbar 

et al., 2015). Anderson and colleagues (2018) reported that 75% of the ASD students they 

interviewed reported concerns about the lack of structure in the college environment, which 

may contribute to the time management difficulties.

ASD students report that the struggle to structure and manage time leads them to become 

overwhelmed and physically ill. For example, one ASD student reported, “It was hard to 

get used to routines at first, and I was sick a lot” (Gelbar et al., 2015). One study reported 

that ASD college students reported the highest levels of stress due to trying to balance 

coursework, self-care, and personal responsibilities (LeGary, 2017). In a larger sample, 

the vast majority of ASD students (~87%) reported concerns about time management 

and were fatigued, overwhelmed, and wanted help with DLS (Van Hees et al., 2015). 

Parents of ASD college students also report helping their adult children organize their 

daily schedule (Alverson, Lindstrom & Hirano, 2015; Cullen, 2015). Recall that among TD 

college students, time management skills are related to examination performance (Trueman 

& Hartley, 1996) and predict GPA better than SAT scores (Britton & Tesser, 1991). This 

link has yet to be established in the ASD literature. We propose that the observed and self-

reported challenges with time management likely impact college success and performance 

for ASD college students as well.

DLS also include skills for maintaining good health. Poor physical hygiene impacts health 

outcomes and is also related to worse academic outcomes. For example, among TD college 

students, class attendance is negative associated with rates of physical illness (White et al., 

2003; White et al., 2005), which is likely associated with worse hygiene behavior. ASD 

college students reported being in worse physical health compared to TD students and to 

those with other disabilities (McLeod, Meanwell & Hawbaker, 2019; McLeod, Hawbaker 

& Meanwell, 2020). Based on these findings, one could infer that ASD students may be 

missing more classes than are other students due to physical illness. Also, sleep hygiene, 

which is related to both the quantity and quality of sleep, is positively associated with 

academic performance among TD college students (Gomes et al., 2011; Wong et al., 2013). 

Recent findings indicate sleep disturbances in ASD adolescents and young adults (Goldman 

et al., 2017). Although, one report suggested that ASD college students are less likely to 

self-report being sleep deprived compared to their non-ASD peers (McLeod et al., 2020), 

another survey found that 79% of ASD college students reported their quality of sleep 

as a moderate or large concern (Anderson et al., 2020a). Therefore, both physical and 

sleep hygiene may contribute to relatively poorer overall health and wellbeing among ASD 

students in ways that interfere with success in the college environment (Croen et al., 2015). 

These issues may be particularly difficult for ASD college students to address given the 

strategies they report using to manage academic before daily living stressors, like choosing 

to eat uncooked pasta/rice to save time (Knott & Taylor, 2014; Van Hees et al., 2015).
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Social skills.—Navigating social interactions and relationships is a core challenge for 

ASD individuals, which may be amplified in a college setting. In self-report studies, some 

ASD college students report a desire for friendships and social relationships, but difficulty 

attaining them, while others convey no desire/need to meet people (Accardo et al., 2019a; 

Casement et al., 2017; Cullen, 2015; Dymond et al., 2017; Gurbuz et al., 2019; Harn et al., 

2020; McLeod et al., 2019; Van Hees et al., 2015; Vincent et al., 2017; Ward & Webster, 

2018).

Social connection is critical to the success of TD college students. For example, peer support 

during college is protective and is related to increased school adjustment and belonging 

(Buote et al., 2007; Swenson et al., 2008), which increases positive self-perceptions (Pittman 

& Richmond, 2008) and motivation/engagement in college academics (Zumbrunn et al., 

2014). Importantly, loss of such connection, as indicated by the feelings of loneliness, 

negatively impacts mental health (Zawadzki, Graham & Gerin, 2013), physical health 

(Pressman et al., 2005), and academic persistence (Alkan, 2014; Nicpon et al., 2006) among 

TD college students.

Unfortunately, interview studies have revealed that ASD college students report high 

loneliness and low confidence in their social skills at college (Anderson et al., 2018; Gelbar 

et al., 2015; Jackson et al., 2018; White et al., 2016a). Gelbar and colleagues (2015) 

reported that only 41% of ASD college students believe that they have the social skills 

necessary for college. Additional studies show that ~60% of ASD college students report 

being concerned about loneliness (Anderson et al., 2018), and 75% report feeling left out, 

isolated or lacking in companionship (Jackson et al., 2018). More disturbingly, over 74% of 

the students surveyed by Jackson and colleagues (2018) reported experiencing some form 

of suicidal behavior in their lifetime (including ideation, planning and attempts), which 

was inversely associated with the frequency and severity of their autism behaviors (as 

measured by the Autism Quotient), the number of friends they reported, and their overall 

sense of connectedness. Further, ASD emerging adults who dropped out of college reported 

less organizational and social identification during their college years compared to those 

who graduated (Cage et al., 2020a). Given the influence of these social factors on the 

performance of TD college students, it is reasonable to predict that they provide difficult 

barriers for ASD college students.

More recent studies that included important control groups and very large samples have 

confirmed and extend these findings. Compared to both TD college students and those with 

ADHD, ASD students report being less confident in their interpersonal skills (Sturm and 

Kasari, 2019). Another study reported that although both ADHD and ASD students report 

difficulty with social, emotional, and academic aspects of college, ASD students report more 

negative peer interactions (Bolourian, Zeedyk & Blacher, 2018). A large study of ASD and 

TD students, as well as those with “other disabilities”, found that ASD students are less 

likely to report having a confidant or a romantic partner (McLeod et al., 2019). Finally, a 

large survey of college students found that students with disabilities, including ASD, were 

twice as likely as their TD peers to report unwanted sexual contact (Brown et al., 2017).
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Lei and colleagues report several findings comparing ASD and TD students using survey 

responses. In the first study, the researchers reported that ASD students reported more 

worries about social aspects of college life, smaller social networks, and more distress (Lei 

et al., 2020a). In a longitudinal study, Lei and colleagues surveyed TD and ASD students 

three times over the course of their first year in college (2020b). Although high levels of 

social anxiety for both TD and ASD students were associated with higher rates of perceived 

social distress, the ASD students also reported distress in the domains of daily living and 

academic skills and did not feel attached to their school community.

Together, these studies suggest that ASD college students have difficulties in social 

interactions and relationships that are potentially unique and disproportionately impact their 

experiences in the college environment. The distinctive structure of the college environment 

may contribute to these difficulties.

Distinctive Structure of the College Environment

Overwhelming sensory experiences.—Collegiate learning and social interactions 

often occur in bright, loud, environments with lots of people. For example, libraries, 

classrooms and even dorm rooms are often lit with fluorescent lighting. Classes range from 

as few as a handful of people to hundreds of people. Routines vary in new ways, making 

daily organization and travel a difficult issue to navigate. Overall, college environments are 

reported to be busy, loud, and unpredictable, which is aversive to ASD students (Beardon, 

Martin & Woolsey, 2009; Gurbuz et al., 2019; Knott & Taylor, 2014; Lambe et al., 2019; 

Lizotte, 2018; Madriaga, 2010; Thompson et al., 2018; Van Hees et al., 2015; Vincent 

et al., 2017). As a result, ASD students report that they feel isolated on campus (Gelbar 

et al, 2015). For example, ASD college students report that they avoid areas of campus 

specifically because of noise and crowding, which limits their opportunities for social 

interaction (Madriaga, 2010; Anderson et al, 2020b; Colclough, 2018). ASD students also 

attribute sensory overload to reduce their academic performance and drive to interact in 

social settings (Gurbuz et al. 2019).

Collegiate social structure.—In adolescence, social interactions are largely accessed 

and supported via programs such as classes, clubs, sports teams, and support groups that 

scaffold social interactions. This structure helps some ASD students form social bonds, 

particularly with peers (Alverson et al., 2015). During adolescence, family is also a major 

source of social support, particularly for autistic students, many of whom describe their 

family as a major source of support, socialization, and structure (Anderson & Butt, 2017; 

Bailey et al., 2020; Cai & Richdale, 2016; Cullen, 2015; Lambe et al., 2019; LeGary, 2017; 

Mitchell & Beresford, 2014).

In contrast, much of the socialization in college and young adulthood is self-motivated and 

self-structured. This kind of socialization requires more social competence and confidence, 

which is likely to be challenging for ASD students. Indeed, in one study 29% of ASD 

students reported feeling socially ‘lost’ on campus (Gelbar et al., 2015). Similarly, a major 

theme identified by Bailey and colleagues’ regarding difficulties for ASD college students 

is navigating the new social expectations in college (2020). One student reported, “The 
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most difficult thing about this social transition has been getting up the courage to introduce 

myself.” This anecdotal evidence is supported by empirical evidence suggesting that ASD 

students desire to form social relationships and they report needing more structure and 

clarity about how/where to meet people (Cullen, 2015). Similarly, another study reported 

that ~77% of ASD students reported that they have difficulty introducing themselves to 

others and ~65% mentioned difficulty navigating social activities (Gurbuz et al., 2019).

Some ASD students report that they feel more accepted by and enjoy being around their 

college peers more than their high school peers (Anderson et al., 2018). The ASD students 

who are more successful forming new social relationships in the college environment appear 

to do so by joining structured programs, like school clubs, using social media to find people 

with common interests (Anderson et al., 2018; Bolourian et al., 2018; Cullen, 2015; Drake, 

2014), or finding a job (Madriaga, 2010).

Disability disclosure.—While disability disclosure is not unique to the college 

environment, emerging adulthood may be the first time that ASD individuals have to 

make their own decision about disclosing their disability status. While some students with 

ASD report that disclosure helps with understanding and acceptance by peers, others fear 

judgment (Frost, Bailey & Ingersoll, 2019). Many students delay disability disclosure, even 

to university faculty and offices (i.e. disability services), until there is a negative event 

that requires help (i.e. an adverse mental health event; Cai & Richdale, 2016; Pena & 

Kocur, 2013; Zeedyk, Bolourian & Blacher, 2019). In one study, 50% of ASD students 

felt uncomfortable disclosing their diagnosis and 26% reported experiencing some form 

of disability discrimination on campus (Gelbar et al., 2015). ASD college students report 

feeling the need to “suppress their autism” due to fear of or lived experiences with 

discrimination (Casement et al., 2017; Cox et al., 2017; Frost et al., 2019; McLeod et al., 

2019; Van Hees et al., 2015; Wiorkowski, 2015) and that this masking of symptoms makes 

social interactions exhausting, challenging, and less rewarding (Cage & Howes, 2020b; 

Anderson et al., 2020b). As a result, some ASD students report that they prioritize academic 

performance over the formation of social relationships (Bailey et al., 2020; Wiorkowski, 

2015).

Summary of Literature Investigating ASD College Student Skills

Our review of the literature indicates that there are three categories of skills that researchers 

have focused on assessing in ASD college students and that correlate with the skills 

indicated as important in the TD literature; namely, academic, functional independence, 

and social skills. Skills in each of these domains are related to college performance 

and/or matriculation rates in typically developing students. Objective measures of academic 

performance and self-report measures of confidence indicate that ASD students are well 

prepared academically for college. However, there is also evidence that they work much 

harder to maintain this level of performance than do typically developing students, which 

may reduce resources for coping with bigger challenges.

ASD college students (and their parents) report that developing skills for functional 

independence (e.g., time management, health hygiene, sleep hygiene) is problematic. 
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Among typically developing college students, mastery of these skills is related to success 

in the college environment, both academically and socially. Therefore, supporting the 

development of these skills appears to be an ideal target for intervention for these students.

Finally, the literature overwhelmingly identifies social skills to be particularly difficult 

for ASD college students, which is consistent with the core features of the disability. 

ASD college students report feeling isolated and lonely; they are not engaging in social 

relationships to the same extent that their peers are; and, they have low confidence in their 

social skills, which causes worry and distress. It may be that the inherent organization of 

social interactions in college environments (loud, noisy, bright, crowded) makes it even more 

difficult for ASD students to navigate social relationships. This is particularly concerning 

because peer companionship increases feelings of school belonging and positive adjustment 

(Swenson et al., 2008) and is related to future job attainment and job retention among 

typically developing students (DePape & Lindsay, 2016; Hurlbutt & Chalmers, 2004; Taylor 

& Seltzer, 2011). Therefore, developing interventions that target improving skills to initiate 

and navigate social relationships among ASD college students appears to be critical.

In the following section, we review the existing intervention studies designed for ASD 

college students. In so doing, we will focus on understanding whether and how successfully 

these intervention studies target the skills that are identified to be the focused challenges for 

ASD college students, particularly the functional independence and social skills.

Interventions for ASD College Students

The Americans with Disabilities Act requires that colleges and universities offer appropriate 

support services to students with disabilities, including those with autism. The primary 

accommodations for those who self-disclose their autism status and seek support are 

provided for all students with disabilities, like increased time to complete tests and 

alternative testing sites (Anderson et al., 2018; Anderson & Butt, 2017; Pena & Kocur, 

2013; Zeedyk et al., 2019). Although these accommodations may be helpful for ASD 

students (Lizotte, 2018), they are not necessarily specific to the needs of ASD students. As 

a result, researchers are increasingly evaluating whether interventions designed to support 

ASD college students, more specifically, are effective.

In our review of this literature, we specifically focused on empirical studies that included 

effectiveness measures across time (i.e., prior to and following the intervention). There are 

several studies in the literature that describe intervention programs, which included some 

qualitative assessment, but that did not meet our inclusion criteria (Ames et al., 2016; Lei et 

al., 2020c; Retherford & Schreiber, 2015; Roberts & Birmingham, 2017; Shmulsky, Gobbo 

& Donahue, 2015; Thompson et al., 2018). These studies are informative for the design and 

evaluation of future empirical intervention studies with measures of effectiveness.

Here, we review the intervention studies designed for ASD college studies that do include 

effectiveness measures. As in our review of the of the literature evaluating challenges (i.e., 

deficient skills) that ASD students encounter in the college environment, we organize this 

section according to skills that are targeted for intervention. In so doing, we discovered that 

most of the intervention studies simultaneously target multiple domains of skills, making 
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it difficult to assess which aspects of the intervention have led to improved outcomes. 

Nevertheless, we have discussed these interventions with each targeted domain of skills 

separately so as to facilitate connections between these two literatures.

Academic Skills.—There are only two intervention studies that included academic skills 

in their training (Hillier et al., 2018; Schindler et al., 2015). Hillier and colleagues 

(2018) designed and tested the Connections program for ASD college students. In 

Connections, small groups of ASD student participants met with a single faculty or 

counseling staff member each week for seven weeks. The group sessions involved a focused 

discussion around common challenges observed in ASD students and goal setting. One 

week of this intervention was dedicated to discussing academic skills, including study 

skills, communicating with professors, and accessing university resources. The researchers 

measured the effectiveness of Connections using student report surveys assessing changes 

in self-esteem and loneliness, qualitative analysis of structured focus group interviews, 

and matriculation rates. Analyses of the focus group responses revealed that participants 

reported having more confidence in their academic skills and better knowledge of university 

resources following the intervention. Quantitatively, 41 of the 52 participants successfully 

graduated or retained their student status by the time of publication, which is a higher 

matriculation rate than has been reported previously for ASD students (Newman et al., 

2011).

Schindler and colleagues (2015) designed an individualized, peer-mentored intervention 

for freshmen ASD college students with the goal of facilitating the transition into post-

secondary schooling. Following an extensive assessment of relevant skills (e.g., study and 

writing skills), students and peer mentors worked together to develop both long- and short-

term goals to improve problem areas for each participant. Participants and mentors met 

regularly to assess progress over the course of the entire first year of college. Effectiveness 

of the intervention was assessed quantitatively using a standardized, semi-structured 

interview that identified and rated performance on self-identified problem areas. Seven 

ASD college students completed the intervention. The researchers reported performance 

improvements in the self-identified problem areas and 6 of the 7 participants who completed 

the program continued to matriculation.

Together these findings indicate that including a focus on improving academic skills may 

enhance the academic performance of ASD college students. However, it is important to 

remember that the academic skills training within these interventions was embedded in a 

much broader intervention that was designed to improve skills across multiple domains, 

making it difficult to ascertain how much influence the academic skills training had on these 

improvements.

Daily Living Skills.—Despite the consistent findings that ASD college students have 

difficulty with daily living skills that are essential for achieving functional independence 

as emerging adults, the existing literature is minimally focused on these skills as targets 

for intervention. When daily living skills are included in the intervention training, they are 

not a focus of the intervention (Capriola-Hall et al., 2020 & White et al., 2019; Hillier et 

al., 2018; Lucas & James, 2018; Rando, Huber & Oswald, 2016; Schindler et al., 2015; 
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Weiss & Rohland, 2015; White et al., 2016b). The Connections intervention described above 

dedicated a week of training to discussing and improving time management skills (Hillier 

et al., 2018). Focus group interviews with the ASD students revealed that improvements in 

time management skills were a common theme. In another intervention designed specifically 

to help ASD college students transition into the college environment, time management 

skills were one of five core competencies of focus for training (e.g. time management 

& organization, resiliency, technology use; Rando et al., 2016). In this year-long, peer-

mentored intervention, individualized training plans were developed for the ASD student 

participants following initial assessment. The retention rate of the participants by the end 

of the academic year was higher than that of the overall university’s first year retention 

rate for the same period. The number of faculty concerns was also reduced compared to 

pre-intervention.

In addition to time management skills, a few studies mentioned incorporating other aspects 

of daily living skills training into their intervention programs. For instance, Weiss and 

Rohland (2015) evaluated the success of the Communication Coaching Program, wherein 

ASD students attended weekly meetings with a team of mentors. Disability counselors 

helped students learn management skills and peer mentors helped them develop more 

customized DLS, like navigating public transportation. A qualitative analysis of weekly 

progress reports suggested that participants improved their abilities to plan academic and 

social activities, and set and achieve goals.

Together, these findings hint at the notion that including daily living skills training, such 

as work on time management skills, in intervention strategies for ASD college students is 

beneficial and can improve college retention rates. Again, it is critical to note that each 

of these interventions incorporated DLS skills in a much broader intervention strategy that 

was designed to improve skills across multiple domains, making it difficult to ascertain how 

much influence the time management skills training had on these improvements.

Social Skills.—Given the nature of the social communication deficits in ASD, it is not 

surprising that the majority of intervention studies for ASD college students focus on 

improving social skills. Most of these interventions were designed to have mentors scaffold 

skills during the training. The mentors vary from peers (Ashbaugh, Koegel & Koegel, 2017), 

to graduate students (Capriola-Hall et al., 2020; Pugliese & White, 2014; Schindler et al., 

2015), to psychologists or staff from disability services (Furuhashi, 2017; Lucas & James, 

2018), or include a whole team (Hotez et al., 2018; Koegel et al., 2013; Rando et al., 2016; 

Weiss & Rohland, 2015). For example, the study assessing the Connections intervention 

described above was administered by faculty and/or counseling center mentors. Multiple 

weeks of the intervention focused on improving social skills, including learning to work 

in groups, meeting people on campus, dating, and friendships. As mentioned before, the 

contribution of any one of these components to the effectiveness of this program is difficult 

to evaluate because it was embedded in a multi-faceted program.

Many of these social skills interventions target improvements in social communication 

(Ashbaugh et al., 2017; Capriola-Hall et al., 2020; White et al., 2019; Lucas & James, 

2018; Rando et al., 2016; Schindler et al., 2015; Weiss & Rohland, 2015). For instance, 
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the Communication Coaching Program described above was largely focused on training 

social communication skills (Weiss & Rohland, 2015). The qualitative analysis of weekly 

progress reports suggested that participants improved skills in perspective taking, managing 

conversations, and reading non-verbal cues, as well as a growing confidence in their 

conversational skills.

Some interventions also provide structured social activities so that ASD students could 

observe and practice learned skills (Ashbaugh et al., 2017; Koegel et al., 2013; Capriola-Hall 

et al., 2020 & White et al., 2019; White et al., 2016b). Ashbaugh and colleagues (2017) 

developed and tested a social skills intervention for ASD college students that was mediated 

by peer mentors who modeled social behavior in real social settings. The outcome measures 

included the number of self-reported peer interactions and attended social events. Only three 

students participated in the intervention, two of whom reported increased social interactions 

following the intervention.

One of the most comprehensive social skills interventions that has been empirically 

tested is the Stepped Transition in Education Program for Students (STEPS; White et al., 

2019; Capriola-Hall et al., 2020). STEPS is a developmentally sensitive, multi-component 

intervention designed specifically for ASD students to improve the postsecondary school 

experience (White et al., 2019). The program is customized to individual participants, 

delivered via individual sessions with a mentor, and includes community-based social 

outings. In the first empirical evaluation of the effectiveness of STEPS, an ASD STEPS 

treatment group was compared to an ASD treatment as usual group over the course of 

a semester in a randomized clinical trial. Effectiveness was assessed using a self-report 

measure designed to measure student adaptation to college across multiple domains. There 

was low attrition, indicating good program feasibility, and modest findings of improved 

adaptation to college (White et al., 2019). Participants also reported fewer depressive 

symptoms following STEPS compared to the control group (Capriola-Hall et al., 2020). 

Together, these findings suggest that interventions that are designed specifically for ASD 

college students and provide opportunities to practice learned skills in live collegiate social 

settings may improve mental health outcomes for ASD students, which could certainly have 

indirect effects on college performance and success. There is less strong evidence that this 

program has a direct impact on developing social skills for ASD college students.

Finally, there is limited understanding about whether interventions targeting social skills 

need to be administered by mentors or can be delivered in more scalable ways, like 

in the form of a computer-based intervention. One study compared the feasibility of a 

mentor-based, highly individualized social skills training intervention with a computer-based 

training program to improve recognition of emotion facial expressions and social interaction 

skills (White et al., 2016b). The study was not powered to evaluate effectiveness of either 

intervention strategy. It was merely designed to assess the relative feasibility of each 

approach. The duration of each intervention was approximately 10–14 weeks, the length 

of an academic semester. The researchers reported that both intervention approaches were 

feasible to implement in parallel with academic work during a college semester with ASD 

students. These findings indicate that interventions targeting social skills for ASD college 

students are feasible and could be implemented in multiple forms.
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Other Skills.—A number of studies targeted skills for intervention that have not 

been specifically identified as problematic behaviors for ASD college students in the 

existing literature. For example, improved self-advocacy is often part of multi-component 

intervention strategies (Capriola-Hall et al., 2020; Hotez et al., 2018; Rando et al., 2016). 

Researchers argue that improving self-advocacy supports the ability to disclose disability 

status, which enables access to support services and may indirectly improve social skills by 

reducing anxiety and reliance on support personnel (i.e., parents, mentors). Unfortunately, 

outcome measures of these interventions do not assess improvements in self-advocacy 

behaviors, or disability disclosure status.

Several studies that used the STEPS program targeted the construct of self-determination for 

improving college success among ASD students (White et al., 2017, 2019; Capriola-Hall et 

al., 2020). In the context of the STEPS program, self-determination is operationalized as the 

ability to identify and achieve one’s own set goals (White et al., 2017). Importantly, none of 

these studies reported treatment-related improvements in self-determination among the ASD 

college students.

Researchers also target emotion regulation behaviors within multi-component intervention 

strategies (Furuhashi, 2017; Hotez et al., 2018; White et al., 2016b). Difficulty with 

emotion regulation is widely reported in ASD (see Mazefsky & White, 2015), and targeting 

improvements in emotion regulation skills could lead to reduced internalizing symptoms 

(White et al., 2016b). One intervention program specifically focused on improving emotion 

understanding and emotion regulation in ASD college students in a group therapy context 

(Furuhashi, 2017). The researchers reported an improvement in self-reported state-anxiety, 

depression, and self-esteem among ASD students. Although these results suggest that 

targeting emotion perception and regulation skills could improve mental health outcomes 

for ASD students, there are no findings to indicate whether or how targeting these skills 

specifically improves college performance or success.

In sum, our review of this literature indicates that the majority of interventions designed 

for ASD college students are multi-component, largely focus on social skills, and are 

delivered using a mentorship model. This literature provides some promising initial findings. 

However, there are also some critical methodological and conceptual limitations that must 

be addressed in future work to move the field forward and understand whether and how 

targeted interventions can facilitate college retention, success, and matriculation rates among 

ASD students.

Going Forward

A strength of the existing work is that it provides a foundation of preliminary findings upon 

which to build future work. Importantly, this systematic narrative review has also identified 

some critical gaps in this literature. In this section, we identify these gaps and articulate 

several recommendations for identifying critical skills that are especially challenging for 

ASD students to develop in college and that could be essential targets for future intervention 

studies to help ASD students adapt to and succeed in the college environment. We identify 

several methodological and conceptual limitations in the current literature that will need 
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to be addressed in future work. To facilitate this effort, we provide recommendations to 

address these limitations in the hope that they will be useful to researchers identifying and 

addressing these most pressing challenges for ASD college students.

Recommendation 1: Targeted approaches that integrate findings from the intervention and 
skills literatures will be most effective.

A finding from this narrative review is that there is minimal integration of findings between 

the skills and intervention literatures. For example, although there are converging findings 

indicating that daily living skills (DLS) necessary for wellness and self-organization are 

deficient and likely interfere with adaptation to college, interventions for ASD college 

students rarely focus on improving (DLS). Similarly, findings indicate that ASD students are 

academically prepared for college, but that they appear to be exhausted by the challenges 

of accommodating to the sensory demands of the learning environment. However, current 

interventions designed to improve academic skills tend to focus on study skills and accessing 

resources. Further, social connectedness is a strong predictor of college adaptation and 

success among TD students (Alkan, 2014; Nicpon et al., 2006; Zawadzki et al., 2013) 

and ASD students report feeling socially isolated and lonely. However, very few of the 

social skills interventions for ASD college students target strategies for improving social 

connectedness. Finally, several intervention programs target behaviors that have not been 

evaluated for deficiencies in the skills literature. For example, a number of intervention 

programs target self-advocacy skills among ASD college students. However, there is little 

empirical work exploring whether and to what extent self-advocacy skills are weak among 

ASD students and whether such shortcomings specifically interfere with college success.

Going forward, we recommend that there be a much more integrated approach to 

studying challenging skills and targeted interventions for ASD students. For example, we 

suggest that researchers developing intervention strategies look to this skills literature to 

identify targets for intervention. We recommend that DLS, including time management, 

organizational skills, flexibility around routines, sleep and physical health hygiene, and 

social connectedness are particularly important candidates for future interventions designed 

for ASD college students. Also, researchers working to identify skills of strength and 

weakness for ASD students can look to the intervention literature to assess whether there 

is ongoing developmental change in these skills, particularly in control groups. This could 

inform the skills literature in important ways, particularly in terms of thinking about when 

particular skills are needed and how they develop among college students.

Another finding from this narrative review is that most existing interventions designed 

for ASD college students are designed as holistic, multi-component programs that are 

evaluated for effectiveness with measures that are not related to college adaption or 

success. This approach makes it difficult to identify which aspects of the intervention 

contribute to changes in behavior and whether the interventions are relevant for helping 

ASD students adapt to and/or succeed in the college environment specifically. Going 

forward, we recommend that future intervention studies be designed using a more 

experimental therapeutics approach to developing and evaluating psychosocial interventions. 

This approach is borrowed from experimental medicine and has been adapted for the 
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development of novel psychosocial interventions for mental disorders (see Heckler et al., 

2020; Sheeran, Klein & Rothman, 2017). In the experimental therapeutics approach, the 

design of an intervention starts with identifying a “target.” A target is a factor that can be 

modified, resulting in improved symptoms, behavior, functional outcomes, or even lower 

risk. An appropriate target is a factor that has been empirically associated with a clinical 

symptom or functional deficit or is hypothesized to impact the psychological pathway 

through which a clinical or functional benefit would occur. Critical to this approach is the 

measurement of the target and change in the target over time as well as the ability of the 

intervention to modulate the target. Because so much of the intervention work for ASD 

college students is not designed to reduce ASD symptoms per se, but instead to help ASD 

students adapt to and succeed in the college environment, it is essential that the outcome 

measures of interventions actually reflect this goal. For example, college success can be 

operationally measured in terms of class attendance, grades, and matriculation rates, which 

has been addressed in several existing studies. However, adaptation to college life is not 

often measured. We suggest that researchers consider using (or adapting) measures such 

as the Student Adaptation to College Questionnaire (SACQ; Baker & Siryk, 1984; Baker 

& Siryk, 1989). The SACQ consists of 67 items comprising four subscales of academic 

adjustment, social adjustment, emotional/personal adjustment, and institutional attachment. 

This measure has good reliability for all subscales and has been used extensively in the TD 

college literature (i.e., Buote et al., 2007; Swenson et al., 2008).

An example of this approach is to consider the development of an intervention for ASD 

college students that targets the improvement of DLS. There is existing empirical evidence 

that poor physical health and sleep are associated with reduced functional adaptation 

to college life, increased missed classes, and reduced grades. Therefore, these DLS are 

appropriate targets because they are associated with functional outcomes (i.e., college 

adaption and success) and altering them could potentially lower risk (i.e., withdrawal or 

dropout) in the college environment. Next, we would identify (or develop) assessments 

of the target behaviors (i.e., physical health, sleep hygiene) as well as of the functional 

outcomes (i.e., adaptation to college, class attendance, grades) and level of risk (intention 

to or actual withdrawal from school). The intervention would be designed with the specific 

goal of improving the target behaviors over a designated period of time that was informed 

by prior work. Evaluating the effectiveness of the intervention would require implementing 

appropriate control conditions and having sufficient power to estimate differences over time.

There are important considerations regarding decisions about control conditions and/or 

groups. A critical finding from this review is that very few of the existing intervention 

studies test sufficiently large samples to evaluate effects or employ control groups for 

comparison (See Table 2). This is one of the largest limitations of the current literature. 

The two intervention studies that did design a control condition included ASD college 

students in both the experimental and control conditions. This is an important strategy 

to control for factors related to ongoing development in the ASD students (regardless of 

the intervention effects), test-retest effects on the outcome measures, and feasibility issues 

of the intervention. It can also be useful for comparing intervention strategies, as in the 

experimental intervention under investigation versus a standard care group (i.e., ongoing 
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access to resources through disability center) or versus a sham intervention that controls for 

all of the structural components of the intervention (e.g., interactions with mentors).

However, comparing two ASD groups limits the ability to assess whether and to what 

extent the students benefit from the intervention approach compared to typically developing 

(TD) students. In other words, without including TD students as a comparison group, there 

is no way to assess the potential gains and relative skills of ASD students with respect 

to their primary peers. Importantly, many of the skills identified as weaknesses in ASD 

college students are also continuing to develop among TD college students. Therefore, it 

is important to understand whether ASD students are within the same distribution or are 

qualitatively different in skills than are their primary peers.

Another important approach is to include students with a different disability (e.g., ADHD) 

in a control group. This approach would help determine the extent to which identified 

challenges are due to having a disability in the college environment versus the specific 

challenges associated with ASD. For example, there are consistent findings of executive 

dysfunction in both autism and ADHD (Antshel & Russo, 2019; Lai et al., 2017; Craig et 

al., 2016). EF skills are implicated in academic performance at multiple levels, including 

college for typically developing students (Knouse et al., 2014). Therefore, it would be 

valuable to understanding whether deficiencies in EF skills among ASD college students 

interfere with college success (performance, adjustment) and if so, whether those difficulties 

are specific to ASD, or whether they impact a wider group of students. We recommend 

that future research use comparison groups thoughtfully to help hone our mechanistic 

understanding of how and why ASD students succeed or not in college. Importantly, clinical 

trial specialists are particularly helpful in making recommendations about these important 

factors of intervention design. We recommend that researchers designing psychosocial 

interventions to improve outcomes for ASD college students collaborate with clinical trial 

specialists even in the early design phase of their study.

Recommendation 2: Study Challenges for ASD Students as Cascading Effects

Building on existing findings from both the skills and intervention literatures reviewed here, 

we propose that there is a cascade of challenges for ASD college students. We suggest that 

poor social communication skills interfere with the ability to build new social relationships, 

particularly peer and romantic relationships, that are so important for success in the college 

environment. The lack of parental scaffolding to help build these new peer relationships 

in the college environment is likely to isolate ASD students even more. As a result, this 

difficulty forming a new social network at college jeopardizes the development of a sense of 

belonging (i.e., integration into the college community), which contributes to poor academic 

outcomes and higher drop-out rates for ASD students. Note that this hypothesis is focused 

on the early years of the college experience and on difficulty developing the skills necessary 

for building social networks that will sustain students throughout their college experience.

Although parts of this hypothesis have been articulated in the existing literature (STEPS; 

White et al., 2019; Capriola-Hall et al., 2020), the studies have not been designed 

to test the proposed directionality of the relations among these factors (i.e., social 

communication skills – peer relationships – sense of belonging – academic outcomes). 

Flegenheimer and Scherf Page 19

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



Testing these hypotheses will require a series of experiments that are longitudinal in 

nature and evaluate potential differences in the way new social networks are built and 

emerge over time for autistic college students and those who are typically developing. It 

also involves understanding whether and how social communication skills, in particular, 

limit the formation of new social relationships for autistic students. This could involve 

very basic deficits in social communication like difficulty understanding turn taking in 

social conversations, to more complicated deficits in understanding emerging adult-specific 

pragmatic uses of language, and ultimately understanding how to initiate a conversation with 

a social partner.

Going forward, testing this hypothesis requires that researchers leverage every tool 

available to empirically validate the ASD diagnosis of the study participants. ASD is 

a heterogenous diagnosis because of its spectrum nature. Therefore, reducing potential 

unrelated heterogeneity in the sample is critical for interpreting results. A finding from 

this review is that the majority of existing studies only required a self-reported community 

diagnosis of ASD (see Tables 1–2). ASD is a complicated disorder to diagnose because 

there are no diagnostic biomarkers. In research, the gold standard diagnostic tools involve 

extensive behavioral interviews with either the participant (Autism Diagnostic Observation 

Schedule, ADOS-2; Lord et al., 2012) or an informant (Autism Diagnostic Interview-

Revised, ADI-R; Rutter et al., 2003). Importantly, training to conduct these interviews and 

become reliable in scoring the results is extensive and expensive. For projects that do not 

have the ability to employ these practices, we recommend that a community diagnosis is 

confirmed using a combination of other measures with established ASD cut-offs, including 

the Autism-Spectrum Quotient (AQ; Baron-Cohen et al., 2001), the Social Responsiveness 

Scale, 2nd edition (Constantino & Gruber, 2012) and the Broader Autism Phenotype 

Questionnaire (Hurley et al., 2007), which can all be completed as a self-report or an 

informant-based measure.

Second, testing this hypothesis requires valid and reliable measures of social communication 

skills, social network organization, sense of belonging in the college environment, and 

academic outcomes for ASD adults. A finding from this narrative review is that many 

existing studies employed outcome measures of self-report by ASD college students. 

Previous findings indicate that autistic individuals have limited insight into their own 

social skills and symptoms (Hill, Berthoz & Frith, 2004), which leads to concerns 

about the validity of self-report symptom measures, especially if they are not used in 

conjunction with performance- or informant-based measures. There are several measures 

of social communication skills that are not self-repot, including the Social Communication 

Questionnaire (SCQ: Berument et al., 1999; Rutter, Le Couteur & Lord, 2003). The SCQ is 

a caregiver rated screening measure that assesses behavioral impairments in reciprocal social 

interaction, communication, and repetitive and restricted or stereotyped behaviors. The SCQ 

has good internal consistency, particularly for social interaction, and is negatively associated 

with measures of adaptive behaviors in ASD adults (Brooks & Benson, 2013), providing 

support for its external validity. The SCQ could conceivably be completed by a parent and/or 

a school counselor who has the opportunity to observe a change in behavior over time. A 

performance-based measure of social interactions that is appropriate for use with autistic 

adults is the Contextual Assessment of Social Skills (Ratto et al., 2011).
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The social relationships and networks of autistic students can also be measured in 

more quantitative ways. For example, the Social Network and Perceived Social Support 

(SNaPSS) is a new online tool that was recently validated to assess the structure (i.e., 

size) and functional perceived social support (in terms of frequency and quality) of social 

networks in autistic adults making a transition to college (Lei et al., 2019). It was also 

validated for typically developing adults, which makes the measure especially useful for 

understanding critical differences in how social networks are organized and change in the 

college environment. Finally, as described previously, the Student Adaptation to College 

Questionnaire (SACQ; Baker & Siryk, 1984; Baker & Siryk, 1989) can be used to measure 

college adjustment.

In sum, we expect that this line of work could help address critical questions about the 

primacy of deficient skills in ASD college students and how they contribute to college 

adjustment and/or success; intervention strategies for modifying these skills; and ultimately, 

an understanding about how successful college experiences relate to long-term functional 

outcomes for ASD adults, particularly in terms of accomplishing the social developmental 

tasks of emerging adulthood (i.e., attaining employment, social success, financial and living 

independence).

Recommendation 3: Understanding challenges regarding the physical environments of 
colleges will support ASD students.

Our review also revealed that ASD college students report difficulties functioning in the 

physical structure and organization of the college environment. Importantly, we found that 

neither intervention studies nor disability centers appear to be developing strategies to help 

ASD students address these challenges. Therefore, we suggest that the physical environment 

of a school can influence the relative adaptation and/or success of ASD students.

The physical environments of colleges can vary enormously in ways that have not been 

considered in the existing literature. For example, colleges vary in residential status and 

size, which influences how students adjust to the college environment. Although most 

research investigating college student adjustment largely focuses on the experiences of 

residential students, approximately 75% of all college students in the United State do not 

live in university-owned housing on campus, but commute from local and surrounding areas 

(Newbold et al., 2011). There are important differences about the college experience to 

consider for residential and commuter students that impact academic success and sense of 

belonging for typically developing students (Melendez, 2019). This is especially important 

to consider regarding ASD college students because the vast majority of ASD students who 

go on to college start at a 2-year public community college (Brown & Cooms, 2019).

We predict that the residential status will also influence the success with which ASD 

students adapt to the college environment. For example, ASD students who commute to 

college and continue to live at home with their family may benefit from familiarity in 

their daily routine of living at home and continued social support from family in ways that 

residential students do not. On the other hand, being a commuter student could contribute to 

social isolation as ASD students struggle to develop a sense of belonging within the college 
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community. We suggest that the residential status of students be evaluated and investigated 

in future studies of ASD college students.

The size and structure of the school may also influence the success with which ASD 

students adapt to college. Large universities are more likely to have well-funded disability 

resource centers, research opportunities evaluating intervention strategies for ASD college 

students, and a wider range of potential peer groups. At the same time, these large schools 

may be overcrowded, loud, bright and noisy, making it particularly challenging for ASD 

students to function in them. In contrast, smaller schools may offer more opportunities for 

faculty and peer mentorship but may not be as well positioned to support ASD students. 

Further, community colleges may offer more support in a smaller environment, but may 

lack the academic resources and opportunities of the 4-year universities. Going forward, 

we recommend that the organization of schools be considered in terms of assessing ASD 

student adaptation to and success in college.

Limitations

There are some limitations to the current review. First, this manuscript includes a narrative 

review, not an empirical meta-analysis of effects in the literature. This limitation is a 

reflection of the largely qualitative nature of the majority of existing studies in this literature. 

Our hope is that our synthesis of the findings and recommendations for future work will 

motivate a quantitative meta-analysis in the future.

We chose to focus this narrative review on published, peer-reviewed work. We appreciate 

that there may be ongoing, unpublished work that is relevant and informative to this 

review and that excluding this research may lead to a bias in reporting. We balanced this 

consideration with our understanding that this literature is only just emerging. As a result, 

we are unable to empirically estimate systematic differences in findings between published 

and unpublished findings using a sensitivity analysis, which would be an important step 

were we to include both kinds of studies. Therefore, as a first step, we have decided to only 

include published, peer-reviewed studies in this narrative review.

We also recognize that there may be college-relevant skills for ASD college students that 

have not been explored in this paper. For example, ASD adolescents and young adults are 

prescribed more psychotropic medications compared with similarly functioning individuals 

without ASD (Esler et al., 2019). It is possible that the effects of these medications 

and/or their daily management could lead to disproportionate difficulties during emerging 

adulthood for ASD college students. However, there is no research to date to evaluate 

this possibility. Again, this is an unfortunately limitation of the existing literature that we 

hope will be mitigated by the inspiration of researchers reading this work and investigating 

questions in the domain going forward.

Conclusions

College is becoming an increasingly common and important context for development during 

emerging adulthood (Bureau of Labor Statistics, 2019). While an increasing number of 

students attending college are autistic, these students have higher attrition rates and are more 

likely to consider leaving school before they matriculate. This is especially problematic 
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because success in the academic, social and emotional skill gained in college is associated 

with long-term developmental outcomes in adulthood for TD individuals. Therefore, autistic 

students who struggle in college are losing out on learning opportunities that will likely 

snowball into longer-term difficulties adjusting to independent life in adulthood. This is 

an unfortunate waste of talent and opportunity and leads to a disproportionate burden on 

caretakers and society. As a result, it is critical that the field use the best practices to 

design studies to investigate the strengths and weaknesses that autistic students bring to the 

college environment and intervene in targeted ways that will optimize their learning and 

developmental experiences so that they can adapt and succeed in the college environment. 

We expect that this work will ultimately have relevance for understanding how ASD 

emerging adults can be supported to accomplish developmental tasks of emerging adulthood, 

which will improve functional outcomes, including acquiring and maintaining employment, 

engaging in social relationships, and living independently. In turn, this can lead to improved 

mental health, life satisfaction, and relative independence, which improves the quality of life 

for individuals with ASD and their caregivers.

Acknowledgments.

C.M. Flegenheimer and K. S. Scherf both conceptualized and wrote the manuscript together. Both authors approved 
the final version of the manuscript for publication. Research reported in this publication was supported by the 
Pennsylvania State University Center for Online Innovation in Learning, the National Institute of Mental Health 
(Grant R33-MH110624). The content is solely the responsibility of the authors and does not necessarily represent 
the official views of the National Institutes of Health. The author(s) declared that there were no conflicts of interest 
with respect to the authorship or the publication of this article.

References

Accardo AL, Bean K, Cook B, Gillies A, Edgington R, Kuder SJ, & Bomgardner EM (2019a). 
College access, success and equity for students on the autism spectrum. Journal of autism and 
developmental disorders, 49(12), 4877–4890. [PubMed: 31482372] 

Accardo AL, Kuder SJ, & Woodruff J. (2019b). Accommodations and support services preferred by 
college students with autism spectrum disorder. Autism, 23(3), 574–583. [PubMed: 29475372] 

Alkan N. (2014). Humor, loneliness and acceptance: Predictors of university drop-out intentions. 
Procedia-Social and Behavioral Sciences, 152, 1079–1086.

Alverson CY, Lindstrom LE, & Hirano KA (2015). High school to college: Transition experiences 
of young adults with autism. Focus on Autism and Other Developmental Disabilities, 
1088357615611880.

Ames ME, McMorris CA, Alli LN, & Bebko JM (2016). Overview and evaluation of a mentorship 
program for university students with ASD. Focus on Autism and Other Developmental Disabilities, 
31(1), 27–36.

Anderson AH, Carter M, & Stephenson J. (2020a). An on-line survey of university students with 
autism spectrum disorder in Australia and New Zealand: Characteristics, support satisfaction, and 
advocacy. Journal of Autism and Developmental Disorders, 50(2), 440–454. [PubMed: 31659596] 

Anderson AH, Stephenson J, & Carter M. (2020b). Perspectives of Former Students with ASD from 
Australia and New Zealand on Their University Experience. Journal of autism and developmental 
disorders, 1–16. [PubMed: 31729599] 

Anderson AH, Carter M, & Stephenson J. (2018). Perspectives of university students with autism 
spectrum disorder. Journal of autism and developmental disorders, 48(3), 651–665. [PubMed: 
28756552] 

Anderson AH, Stephenson J, & Carter M. (2017). A systematic literature review of the experiences 
and supports of students with autism spectrum disorder in post-secondary education. Research in 
Autism Spectrum Disorders, 39, 33–53.

Flegenheimer and Scherf Page 23

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



Anderson C, & Butt C. (2017). Young adults on the autism spectrum at college: Successes and 
stumbling blocks. Journal of Autism and Developmental Disorders, 47(10), 3029–3039. [PubMed: 
28699052] 

Anderson DK, Liang JW, & Lord C. (2014a). Predicting young adult outcome among more and less 
cognitively able individuals with autism spectrum disorders. Journal of Child Psychology and 
Psychiatry, 55(5), 485–494. [PubMed: 24313878] 

Anderson KA, Shattuck PT, Cooper BP, Roux AM, & Wagner M. (2014b). Prevalence and correlates 
of postsecondary residential status among young adults with an autism spectrum disorder. Autism, 
18(5), 562–570. [PubMed: 23996904] 

Antshel KM, & Russo N. (2019). Autism spectrum disorders and ADHD: Overlapping 
phenomenology, diagnostic issues, and treatment considerations. Current psychiatry reports, 21(5), 
1–11. [PubMed: 30637488] 

Arnett JJ (2014). Emerging adulthood: The winding road from the late teens through the twenties. 
Oxford University Press.

Arnett JJ (2007). Emerging adulthood: What is it, and what is it good for?. Child development 
perspectives, 1(2), 68–73.

Arnett JJ (2000). Emerging adulthood: A theory of development from the late teens through the 
twenties. American psychologist, 55(5), 469.

Arnett JJ, Žukauskienė R, & Sugimura K. (2014). The new life stage of emerging adulthood at ages 
18–29 years: Implications for mental health. The Lancet Psychiatry, 1(7), 569–576. [PubMed: 
26361316] 

Ashbaugh K, Koegel RL, & Koegel LK (2017). Increasing social integration for college students with 
autism spectrum disorder. Behavioral development bulletin, 22(1), 183. [PubMed: 28642808] 

Bailey KM, Frost KM, Casagrande K, & Ingersoll B. (2020). The relationship between social 
experience and subjective well-being in autistic college students: A mixed methods study. Autism, 
24(5), 1081–1092. [PubMed: 31845592] 

Baio J, Wiggins L, Christensen DL, Maenner MJ, Daniels J, Warren Z, … & Durkin, M. S. (2018). 
Prevalence of autism spectrum disorder among children aged 8 years—autism and developmental 
disabilities monitoring network, 11 sites, United States, 2014. MMWR Surveillance Summaries, 
67(6), 1.

Baker RW, & Siryk B. (1984). Measuring adjustment to college. Journal of counseling psychology, 
31(2), 179.

Baker RW, & Siryk B. (1989). Student adaptation to college questionnaire: Manual. Western 
Psychological Services.

Bal VH, Kim SH, Cheong D, & Lord C. (2015). Daily living skills in individuals with autism spectrum 
disorder from 2 to 21 years of age. Autism, 19(7), 774–784. [PubMed: 25922445] 

Banda DR, & Grimmett E. (2008). Enhancing social and transition behaviors of persons with autism 
through activity schedules: A review. Education and Training in Developmental Disabilities, 324–
333.

Baron-Cohen S, Wheelwright S, Skinner R, Martin J, & Clubley E. (2001). The autism-spectrum 
quotient (AQ): Evidence from asperger syndrome/high-functioning autism, males and females, 
scientists and mathematicians. Journal of autism and developmental disorders, 31(1), 5–17. 
[PubMed: 11439754] 

Beardon L, Martin N, & Woolsey I. (2009). What do students with Asperger syndrome or high-
functioning autism want at college and university?(in their own words). Good Autism Practice 
(GAP), 10(2), 35–43.

Berument SK, Rutter M, Lord C, Pickles A, & Bailey A. (1999). Autism screening questionnaire: 
diagnostic validity. The British Journal of Psychiatry, 175(5), 444–451. [PubMed: 10789276] 

Billstedt E, Gillberg C, & Gillberg C. (2005). Autism after adolescence: population-based 13-to 
22-year follow-up study of 120 individuals with autism diagnosed in childhood. Journal of autism 
and developmental disorders, 35(3), 351–360. [PubMed: 16119476] 

Bolourian Y, Zeedyk SM, & Blacher J. (2018). Autism and the university experience: Narratives 
from students with neurodevelopmental disorders. Journal of autism and developmental disorders, 
48(10), 3330–3343. [PubMed: 29744704] 

Flegenheimer and Scherf Page 24

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



Britton BK, & Tesser A. (1991). Effects of time-management practices on college grades. Journal of 
educational psychology, 83(3), 405.

Brooks WT, & Benson BA (2013). The validity of the social communication questionnaire in adults 
with intellectual disability. Research in Autism Spectrum Disorders, 7(2), 247–255.

Brown L. (2011, August 4). Identity-first language. Autism Self Advocacy Network. https://
autisticadvocacy.org/about-asan/identity-first-language/

Brown KB, & Coomes MD (2016). A spectrum of support: Current and Best practices for students 
with autism spectrum disorders (ASD) at community colleges. Community College Journal of 
Research and Practice, 40, 465–479.

Brown KR, Peña EV, & Rankin S. (2017). Unwanted sexual contact: Students with autism and other 
disabilities at greater risk. Journal of College Student Development, 58(5), 771–776.

Buote VM, Pancer SM, Pratt MW, Adams G, Birnie-Lefcovitch S, Polivy J, & Wintre MG (2007). The 
importance of friends: Friendship and adjustment among 1st-year university students. Journal of 
adolescent research, 22(6), 665–689.

Bureau of Labor Statistics, U.S. Department of Labor (2019). College Enrollment and Work Activity 
of Recent High School and College Graduates Summary. Economic News Release at https://
www.bls.gov/news.release/hsgec.nr0.htm

Bury SM, Jellett R, Spoor JR, & Hedley D. (2020). “It Defines Who I Am” or “It’s Something I 
Have”: What Language Do [Autistic] Australian Adults [on the Autism Spectrum] Prefer?. Journal 
of Autism and Developmental Disorders, 1–11. [PubMed: 31729599] 

Cage E, De Andres M, & Mahoney P. (2020a). Understanding the factors that affect university 
completion for autistic people. Research in Autism Spectrum Disorders, 72, 101519.

Cage E, & Howes J. (2020b). Dropping out and moving on: A qualitative study of autistic people’s 
experiences of university. Autism, 1362361320918750.

Cai RY, & Richdale AL (2016). Educational experiences and needs of higher education students 
with autism spectrum disorder. Journal of Autism and Developmental Disorders, 46(1), 31–41. 
[PubMed: 26216381] 

Capriola-Hall NN, Brewe AM, Golt J, & White SW (2020). Anxiety and Depression Reduction as 
Distal Outcomes of a College Transition Readiness Program for Adults with Autism. Journal of 
Autism and Developmental Disorders.

Casement S, Carpio de los Pinos C, & Forrester-Jones R. (2017). Experiences of university life 
for students with Asperger’s Syndrome: a comparative study between Spain and England. 
International Journal of Inclusive Education, 21(1), 73–89.

Colclough PhD MN (2018). Exploring student diversity: College students who have Autism Spectrum 
Disorders. Inquiry: The Journal of the Virginia Community Colleges, 21(1), 5.

Constantino JN, & Gruber CP (2012). Social responsiveness scale: SRS-2. Torrance, CA: Western 
Psychological Services.

Cox BE, Thompson K, Anderson A, Mintz A, Locks T, Morgan L, … & Wolz A. (2017). College 
experiences for students with autism spectrum disorder: Personal identity, public disclosure, and 
institutional support. Journal of College Student Development, 58(1), 71–87.

Craig F, Margari F, Legrottaglie AR, Palumbi R, De Giambattista C, & Margari L. (2016). A review of 
executive function deficits in autism spectrum disorder and attention-deficit/hyperactivity disorder. 
Neuropsychiatric disease and treatment, 12, 1191. [PubMed: 27274255] 

Croen LA, Zerbo O, Qian Y, Massolo ML, Rich S, Sidney S, & Kripke C. (2015). The health status of 
adults on the autism spectrum. Autism, 19(7), 814–823. [PubMed: 25911091] 

Cullen JA (2015). The Needs of College Students with Autism Spectrum Disorders and Asperger’s 
Syndrome. Journal of Postsecondary Education and Disability, 28(1), 89–101.

DePape AM, & Lindsay S. (2016). Lived experiences from the perspective of individuals with autism 
spectrum disorder: A qualitative meta-synthesis. Focus on Autism and Other Developmental 
Disabilities, 31(1), 60–71.

Drake S. (2014). College experience of academically successful students with autism. Journal of 
Autism, 1(5), 1–4.

Flegenheimer and Scherf Page 25

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

https://autisticadvocacy.org/about-asan/identity-first-language/
https://autisticadvocacy.org/about-asan/identity-first-language/
https://www.bls.gov/news.release/hsgec.nr0.htm
https://www.bls.gov/news.release/hsgec.nr0.htm


Dymond SK, Meadan H, & Pickens JL (2017). Postsecondary education and students with autism 
spectrum disorders: Experiences of parents and university personnel. Journal of Developmental 
and Physical Disabilities, 29(5), 809–825.

Elias R, & White SW (2018). Autism goes to college: Understanding the needs of a student population 
on the rise. Journal of autism and developmental disorders, 48(3), 732–746. [PubMed: 28255760] 

Ebensen AJ, Bishop S, Seltzer MM, Greenberg JS, & Taylor JL (2010). Comparisons between 
individuals with autism spectrum disorders and individuals with Down syndrome in adulthood. 
American Journal on Intellectual and Developmental Disabilities, 115(4), 277–290. [PubMed: 
20563296] 

Esler A, Hewitt A, Hall-Lande J, Pettingell SL, & Houseworth J. (2019). Psychotropic medication 
use for adults with autism spectrum disorder who receive services and supports through adult 
developmental disability services in the United States. Journal of autism and developmental 
disorders, 49(6), 2291–2303. [PubMed: 30706350] 

Frost KM, Bailey KM, & Ingersoll BR (2019). “I Just Want Them to See Me As… Me”: Identity, 
Community, and Disclosure Practices Among College Students on the Autism Spectrum. Autism 
in Adulthood, 1(4), 268–275.

Furuhashi Y. (2017). Group therapy for Japanese university students with autism spectrum disorder. 
Psychology, 8(05), 771.

Geiser S, & Santelices MV (2007). Validity of high-school grades in predicting student success beyond 
the freshman year: High-school record vs. standardized tests as indicators of four-year college 
outcomes. Center for Studies in Higher Education

Gelbar NW, Shefcyk A, & Reichow B. (2015). A comprehensive survey of current and former college 
students with autism spectrum disorders. The Yale journal of biology and medicine, 88(1), 45. 
[PubMed: 25745374] 

Gernsbacher MA (2018). Editorial perspective: The use of person-first language in scholarly writing 
may accentuate stigma. Journal of Child Psychology and Psychiatry, 58(7), 859–861

Goldman SE, Alder ML, Burgess HJ, Corbett BA, Hundley R, Wofford D, … & Malow BA (2017). 
Characterizing sleep in adolescents and adults with autism spectrum disorders. Journal of autism 
and developmental disorders, 47(6), 1682–1695. [PubMed: 28286917] 

Gomes AA, Tavares J, & de Azevedo MHP (2011). Sleep and academic performance in 
undergraduates: a multi-measure, multi-predictor approach. Chronobiology International, 28(9), 
786–801. [PubMed: 22080785] 

Gurbuz E, Hanley M, & Riby DM (2019). University students with Autism: The social and academic 
experiences of University in the UK. Journal of autism and developmental disorders, 49(2), 617–
631. [PubMed: 30173311] 

Han GT, Tomarken AJ, & Gotham KO (2019). Social and nonsocial reward moderate the relation 
between autism symptoms and loneliness in adults with ASD, depression, and controls. Autism 
Research, 12(6), 884–896. 10.1002/aur.2088 [PubMed: 30825364] 

Harn M, Azios J, Azios M, & Smith D. (2020). The lived experience of college students with autism 
spectrum disorder: A phenomenological study. College Student Journal, 53(4), 450–464.

Hawkins MT, Villagonzalo KA, Sanson AV, Toumbourou JW, Letcher P, & Olsson CA (2012). 
Associations between positive development in late adolescence and social, health, and behavioral 
outcomes in young adulthood. Journal of Adult Development, 19(2), 88–99.

Hekler E, Tiro JA, Hunter CM, & Nebeker C. (2020). Precision health: The role of the social and 
behavioral sciences in advancing the vision. Annals of Behavioral Medicine.

Hill PL, Jackson JJ, Roberts BW, Lapsley DK, & Brandenberger JW (2011). Change you can believe 
in: Changes in goal setting during emerging and young adulthood predict later adult well-being. 
Social psychological and personality science, 2(2), 123–131. [PubMed: 23493639] 

Hill E, Berthoz S, & Frith U. (2004). Brief report: Cognitive processing of own emotions in individuals 
with autistic spectrum disorder and in their relatives. Journal of autism and developmental 
disorders, 34(2), 229–235. [PubMed: 15162941] 

Hillier A, Goldstein J, Murphy D, Trietsch R, Keeves J, Mendes E, & Queenan A. (2018). Supporting 
university students with autism spectrum disorder. Autism, 22(1), 20–28. [PubMed: 28683558] 

Flegenheimer and Scherf Page 26

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



Hotez E, Shane-Simpson C, Obeid R, DeNigris D, Siller M, Costikas C, … & Gillespie-Lynch, K. 
(2018). Designing a summer transition program for incoming and current college students on the 
autism spectrum: A participatory approach. Frontiers in Psychology, 9, 46. [PubMed: 29487547] 

Howlin P, Goode S, Hutton J, & Rutter M. (2004). Adult outcome for children with autism. Journal of 
child psychology and psychiatry, 45(2), 212–229. [PubMed: 14982237] 

Howlin P, & Moss P. (2012). Adults with autism spectrum disorders. The Canadian Journal of 
Psychiatry, 57(5), 275–283. [PubMed: 22546059] 

Hu S. (2011). Reconsidering the relationship between student engagement and persistence in college. 
Innovative Higher Education, 36(2), 97–106.

Hurlbutt K, & Chalmers L. (2004). Employment and adults with Asperger syndrome. Focus on autism 
and other developmental disabilities, 19(4), 215–222.

Hurley RS, Losh M, Parlier M, Reznick JS, & Piven J. (2007). The broad autism phenotype 
questionnaire. Journal of autism and developmental disorders, 37(9), 1679–1690. [PubMed: 
17146701] 

Jackson SL, Hart L, Brown JT, & Volkmar FR (2018). Brief Report: Self-reported academic, social, 
and mental health experiences of post-secondary students with autism spectrum disorder. Journal 
of autism and developmental disorders, 48(3), 643–650. [PubMed: 29022149] 

Jansen D, Petry K, Ceulemans E, Noens I, & Baeyens D. (2017). Functioning and participation 
problems of students with ASD in higher education: which reasonable accommodations are 
effective?. European Journal of Special Needs Education, 32(1), 71–88.

Kelly J, LaVergne D, Boone H, & Boone D. (2012). Perceptions of college students on social factors 
that influence student matriculation. College Student Journal, 46(3), 653–664.

Knott F, & Taylor A. (2014). Life at university with Asperger syndrome: A comparison of student and 
staff perspectives. International Journal of Inclusive Education, 18(4), 411–426.

Knouse LE, Feldman G, & Blevins EJ (2014). Executive functioning difficulties as predictors of 
academic performance: Examining the role of grade goals. Learning and Individual Differences, 
36, 19–26.

Koegel LK, Ashbaugh K, Koegel RL, Detar WJ, & Regester A. (2013). Increasing socialization in 
adults with Asperger’s syndrome. Psychology in the Schools, 50(9), 899–909.

Krahn HJ, Howard AL, & Galambos NL (2015). Exploring or floundering? The meaning of 
employment and educational fluctuations in emerging adulthood. Youth & Society, 47(2), 245–
266.

Kuder SJ, & Accardo A. (2018). What works for college students with autism spectrum disorder. 
Journal of Autism and Developmental Disorders, 48(3), 722–731. [PubMed: 29249012] 

Lai CLE, Lau Z, Lui SS, Lok E, Tam V, Chan Q, … & Cheung EF (2017). Meta-analysis of 
neuropsychological measures of executive functioning in children and adolescents with high-
functioning autism spectrum disorder. Autism Research, 10(5), 911–939. [PubMed: 27874266] 

Lambe S, Russell A, Butler C, Fletcher S, Ashwin C, & Brosnan M. (2019). Autism and the transition 
to university from the student perspective. Autism, 23(6), 1531–1541. [PubMed: 30582345] 

LeGary RA Jr (2017). College Students with Autism Spectrum Disorder: Perceptions of Social 
Supports That Buffer College-Related Stress and Facilitate Academic Success. Journal of 
Postsecondary Education and Disability, 30(3), 251–268.

Lei J, Ashwin C, Brosnan M, & Russell A. (2020a). Differences in anxieties and social networks in 
a group-matched sample of autistic and typically developing students transitioning to university. 
Autism, 24(5), 1138–1151. [PubMed: 31852210] 

Lei J, Ashwin C, Brosnan M, & Russell A. (2019). Developing an online tool to measure social 
network structure and perceived social support amongst autistic students in higher education: A 
feasibility study. Journal of autism and developmental disorders, 49(9), 3526–3542. [PubMed: 
31119511] 

Lei J, Brosnan M, Ashwin C, & Russell A. (2020b). Evaluating the Role of Autistic Traits, Social 
Anxiety, and Social Network Changes During Transition to First Year of University in Typically 
Developing Students and Students on the Autism Spectrum. Journal of Autism and Developmental 
Disorders, 1–20. [PubMed: 31729599] 

Flegenheimer and Scherf Page 27

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



Lei J, Calley S, Brosnan M, Ashwin C, & Russell A. (2020c). Evaluation of a transition to university 
programme for students with autism spectrum disorder. Journal of Autism and Developmental 
Disorders, 50(7), 2397–2411. [PubMed: 30315485] 

Lizotte M. (2018). I Am a College Graduate: Postsecondary Experiences as Described by Adults with 
Autism Spectrum Disorders. International Journal of Education and Practice, 6(4), 179–191.

Lord C, Rutter M, DiLavore PC, Risi S, Gotham K, Bishop SL, & Gutrie W. (2012). (ADOS-2) 
Manual (Part I): modules 1–4. Autism Diagnostic Observation Schedule.

Lucas R, & James AI (2018). An evaluation of specialist mentoring for university students with autism 
spectrum disorders and mental health conditions. Journal of Autism and Developmental Disorders, 
48(3), 694–707. [PubMed: 28918532] 

Ma J, Pender M, & Welch M. (2019). Education pays 2019: The benefits of higher education 
for individuals and society. College Board: Trends in Higher Education Series at https://
research.collegeboard.org/pdf/education-pays-2019-full-report.pdf

Madriaga M. (2010). ‘I avoid pubs and the student union like the plague’: Students with Asperger 
Syndrome and their negotiation of university spaces. Children’s Geographies, 8(1), 39–50.

Marriage S, Wolverton A, & Marriage K. (2009). Autism spectrum disorder grown up: A chart review 
of adult functioning. Journal of the Canadian Academy of Child and Adolescent Psychiatry, 18(4), 
322. [PubMed: 19881941] 

Mazefsky CA, & White SW (2015). Emotion regulation: Concepts & practice in autism spectrum 
disorder. Child and adolescent psychiatric clinics of North America, 23(1).

McLeod JD, Hawbaker A, & Meanwell E. (2020). The health of college students on the autism 
spectrum as compared to their neurotypical peers. Autism, 1362361320926070.

McLeod JD, Meanwell E, & Hawbaker A. (2019). The Experiences of College Students on the Autism 
Spectrum: A Comparison to Their Neurotypical Peers. Journal of autism and developmental 
disorders, 49(6), 2320–2336. [PubMed: 30734173] 

Migliore A, Timmons J, Butterworth J,m & Lugas, J. (2012). Predictors of employment and 
postsecondary education of youth with autism. Rehabilitation Counseling Bulletin, 55(3), 176–
184.

Misra R, & McKean M. (2000). College students’ academic stress and its relation to their anxiety, time 
management, and leisure satisfaction. American journal of Health studies, 16(1), 41.

Mitchell W, & Beresford B. (2014). Young people with high-functioning autism and Asperger’s 
syndrome planning for and anticipating the move to college: what supports a positive transition? 
British Journal of Special Education, 41(2), 151–171.

Newman L, Wagner M, Knokey AM, Marder C, Nagle K, Shaver D, & Wei X. (2011). The Post-High 
School Outcomes of Young Adults with Disabilities up to 8 Years after High School: A Report 
from the National Longitudinal Transition Study-2 (NLTS2). NCSER 2011–3005. National 
Center for Special Education Research.

Nicpon MF, Huser L, Blanks EH, Sollenberger S, Befort C, & Kurpius SER (2006). The relationship 
of loneliness and social support with college freshmen’s academic performance and persistence. 
Journal of College Student Retention: Research, Theory & Practice, 8(3), 345–358.

Nuske A, Rillotta F, Bellon M, & Richdale A. (2019). Transition to higher education for students with 
autism: A systematic literature review. Journal of Diversity in Higher Education, 12(3), 280.

Okano K, Kaczmarzyk JR, Dave N, Gabrieli JD, & Grossman JC (2019). Sleep quality, duration, and 
consistency are associated with better academic performance in college students. NPJ science of 
learning, 4(1), 1–5. [PubMed: 30886740] 

Parker K, & Stepler R. (2017). As U.S. marriage rate hovers at 50%, education gap in marital 
status widens. Pew Research Center at https://www.pewresearch.org/fact-tank/2017/09/14/as-u-s-
marriage-rate-hovers-at-50-education-gap-in-marital-status-widens/

Peltzer K, & Pengpid S. (2015). Correlates of healthy fruit and vegetable diet in students in low, 
middle and high income countries. International journal of public health, 60(1), 79–90. [PubMed: 
25504430] 

Peña EV, & Kocur J. (2013). Parents’ experiences in the transition of students with autism spectrum 
disorders to community college. Journal of Applied Research in the Community College, 20(2), 
25–32.

Flegenheimer and Scherf Page 28

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

https://research.collegeboard.org/pdf/education-pays-2019-full-report.pdf
https://research.collegeboard.org/pdf/education-pays-2019-full-report.pdf
https://www.pewresearch.org/fact-tank/2017/09/14/as-u-s-marriage-rate-hovers-at-50-education-gap-in-marital-status-widens/
https://www.pewresearch.org/fact-tank/2017/09/14/as-u-s-marriage-rate-hovers-at-50-education-gap-in-marital-status-widens/


Phillips GW (2005). Does Eating Breakfast Affect the Performance of College Students on Biology 
Exams? Bioscene: Journal of College Biology Teaching, 30(4), 15–19.

Pittman LD, & Richmond A. (2008). University belonging, friendship quality, and psychological 
adjustment during the transition to college. The Journal of Experimental Education, 76(4), 343–
362.

Pressman SD, Cohen S, Miller GE, Barkin A, Rabin BS, & Treanor JJ (2005). Loneliness, social 
network size, and immune response to influenza vaccination in college freshmen. Health 
Psychology, 24(3), 297. [PubMed: 15898866] 

Pugliese CE, & White SW (2014). Brief report: Problem solving therapy in college students 
with autism spectrum disorders: Feasibility and preliminary efficacy. Journal of autism and 
developmental disorders, 44(3), 719–729. [PubMed: 23963592] 

Ratto AB, Turner-Brown L, Rupp BM, Mesibov GB, & Penn DL (2011). Development of the 
contextual assessment of social skills (CASS): A role play measure of social skill for individuals 
with high-functioning autism. Journal of autism and developmental disorders, 41(9), 1277–1286. 
[PubMed: 21287253] 

Rando H, Huber MJ, & Oswald GR (2016). An Academic Coaching Model Intervention for College 
Students on the Autism Spectrum. Journal of Postsecondary Education and Disability, 29(3), 
257–262.

Retherford KS, & Schreiber LR (2015). Camp Campus: College preparation for adolescents and 
young adults with high-functioning autism, Asperger syndrome, and other social communication 
disorders. Topics in Language Disorders, 35(4), 362–385.

Richardson JT (2017). Academic attainment in students with autism spectrum disorders in distance 
education. Open Learning: The Journal of Open, Distance and e-Learning, 32(1), 81–91.

Roberts N, & Birmingham E. (2017). Mentoring university students with ASD: a mentee-centered 
approach. Journal of autism and developmental disorders, 47(4), 1038–1050. [PubMed: 
28132120] 

Roksa J, & Kinsley P. (2019). The role of family support in facilitating academic success of low-
income students. Research in Higher Education, 60(4), 415–436.

Roux AM, Shattuck PT, Rast JE, Rava JA, and Anderson KA (2015). National Autism Indicators 
Report: Transition into Young Adulthood. Philadelphia, PA: Life Course Outcomes Research 
Program, A.J. Drexel Autism Institute, Drexel University.

Rutter M, Le Couteur A, & Lord C. (2003). Autism diagnostic interview-revised. Los Angeles, CA: 
Western Psychological Services, 29(2003), 30.

Schindler V, Cajiga A, Aaronson R, & Salas L. (2015). The experience of transition to college for 
students diagnosed with Asperger’s disorder. The Open Journal of Occupational Therapy, 3(1), 2.

Shattuck PT, Narendorf SC, Cooper B, Sterzing PR, Wagner M, & Taylor JL (2012). Postsecondary 
education and employment among youth with an autism spectrum disorder. Pediatrics, 129(6), 
1042. [PubMed: 22585766] 

Sheeran P, Klein WM, & Rothman AJ (2017). Health behavior change: Moving from observation to 
intervention. Annual review of psychology, 68, 573–600.

Shmulsky S, Gobbo K, & Donahue A. (2015). Groundwork for Success: A College Transition Program 
for Students with ASD. Journal of Postsecondary Education and Disability, 28(2), 235–241.

Skahill MP (2002). The role of social support network in college persistence among freshman students. 
Journal of College Student Retention: Research, Theory & Practice, 4(1), 39–52.

Stokes M, Newton N, & Kaur A. (2007). Stalking, and social and romantic functioning among 
adolescents and adults with autism spectrum disorder. Journal of autism and developmental 
disorders, 37(10), 1969–1986. [PubMed: 17273936] 

Strom RE, & Savage MW (2014). Assessing the relationships between perceived support from close 
others, goal commitment, and persistence decisions at the college level. Journal of College 
Student Development, 55(6), 531–547.

Strunz S, Schermuck C, Ballerstein S, Ahlers CJ, Dziobek I, & Roepke S. (2016). Romantic 
Relationships and Relationship Satisfaction Among Adults With Asperger Syndrome and High-
Functioning Autism. Journal of Clinical Psychology, 73(1), 113–125. [PubMed: 27196958] 

Flegenheimer and Scherf Page 29

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



Sturm A, & Kasari C. (2019). Academic and psychosocial characteristics of incoming college 
freshmen with autism spectrum disorder: The role of comorbidity and gender. Autism research: 
official journal of the International Society for Autism Research.

Swenson LM, Nordstrom A, & Hiester M. (2008). The role of peer relationships in adjustment to 
college. Journal of College Student Development, 49(6), 551–567.

Taylor JL, Henninger NA, & Mailick MR (2015). Longitudinal patterns of employment and 
postsecondary education for adults with autism and average-range IQ. Autism, 19(7), 785–793. 
[PubMed: 26019306] 

Taylor JL, & Seltzer MM (2011). Employment and post-secondary educational activities for young 
adults with autism spectrum disorders during the transition to adulthood. Journal of autism and 
developmental disorders, 41(5), 566–574. [PubMed: 20640591] 

Thompson C, Falkmer T, Evans K, Bölte S, & Girdler S. (2018). A realist evaluation of peer mentoring 
support for university students with autism. British Journal of Special Education, 45(4), 412–434.

Tops W, Van Den Bergh A, Noens I, & Baeyens D. (2017). A multi-method assessment of study 
strategies in higher education students with an autism spectrum disorder. Learning and Individual 
Differences, 59, 141–148.

Trockel MT, Barnes MD, & Egget DL (2000). Health-related variables and academic performance 
among first-year college students: Implications for sleep and other behaviors. Journal of 
American college health, 49(3), 125–131. [PubMed: 11125640] 

Tropey E. (2018). Measuring the value of education. U.S. Bureau of Labor Statistics at https://
www.bls.gov/careeroutlook/2018/data-on-display/education-pays.htm?view_full

Trostel PA (2015). It’s Not Just the Money The Benefits of College Education to Individuals and to 
Society.

Trueman M, & Hartley J. (1996). A comparison between the time-management skills and academic 
performance of mature and traditional-entry university students. Higher education, 32(2), 199–
215.

Van Hees V, Moyson T, & Roeyers H. (2015). Higher education experiences of students with autism 
spectrum disorder: Challenges, benefits and support needs. Journal of autism and developmental 
disorders, 45(6), 1673–1688. [PubMed: 25448918] 

Van Hees V, Roeyers H, & De Mol J. (2018). Students with autism spectrum disorder and their parents 
in the transition into higher education: Impact on dynamics in the parent–child relationship. 
Journal of autism and developmental disorders, 48(10), 3296–3310. [PubMed: 29721744] 

Vincent J, Potts M, Fletcher D, Hodges S, Howells J, Mitchell A, … & Ledger T. (2017). ‘I think 
autism is like running on Windows while everyone else is a Mac’: using a participatory action 
research approach with students on the autistic spectrum to rearticulate autism and the lived 
experience of university. Educational Action Research, 25(2), 300–315.

Warburton EC, Bugarin R, and Nuñez AM (2001). Bridging the Gap: Academic Preparation and 
Postsecondary Success of First-Generation Students. Education Statistics Quarterly, 3(3): 73–77.

Ward D, & Webster A. (2018). Understanding the lived experiences of university students with 
autism spectrum disorder (ASD): A phenomenological study. International Journal of Disability, 
Development and Education, 65(4), 373–392.

Weiss AL, & Rohland P. (2015). Implementing a communication coaching program for students with 
autism spectrum disorders in postsecondary education. Topics in Language Disorders, 35(4), 
345–361.

White C, Kolble R, Carlson R, Lipson N, Dolan M, Ali Y, & Cline M. (2003). The effect of 
hand hygiene on illness rate among students in university residence halls. American journal of 
infection control, 31(6), 364–370. [PubMed: 14608304] 

White C, Kolble R, Carlson R, & Lipson N. (2005). The impact of a health campaign on hand 
hygiene and upper respiratory illness among college students living in residence halls. Journal of 
American College Health, 53(4), 175–181. [PubMed: 15663066] 

White SW, Elias R, Salinas CE, Capriola N, Conner CM, Asselin SB, … & Getzel EE (2016a). 
Students with autism spectrum disorder in college: Results from a preliminary mixed methods 
needs analysis. Research in Developmental Disabilities, 56, 29–40. [PubMed: 27262124] 

Flegenheimer and Scherf Page 30

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

https://www.bls.gov/careeroutlook/2018/data-on-display/education-pays.htm?view_full
https://www.bls.gov/careeroutlook/2018/data-on-display/education-pays.htm?view_full


White SW, Richey JA, Gracanin D, Coffman M, Elias R, LaConte S, & Ollendick TH (2016b). 
Psychosocial and computer-assisted intervention for college students with autism spectrum 
disorder: Preliminary support for feasibility. Education and training in autism and developmental 
disabilities, 51(3), 307. [PubMed: 28111607] 

White SW, Smith IC, Miyazaki Y, Conner CM, Elias R, & Capriola-Hall NN (2019). Improving 
transition to adulthood for students with autism: A randomized controlled trial of STEPS. Journal 
of Clinical Child & Adolescent Psychology, 1–15.

Wiorkowski F. (2015). The experiences of students with autism spectrum disorders in college: A 
heuristic exploration. The Qualitative Report, 20(6), 847–863.

Wong ML, Lau EYY, Wan JHY, Cheung SF, Hui CH, & Mok DSY (2013). The interplay between 
sleep and mood in predicting academic functioning, physical health and psychological health: a 
longitudinal study. Journal of psychosomatic research, 74(4), 271–277. [PubMed: 23497826] 

Zarrett N, & Eccles J. (2006). The passage to adulthood: Challenges of late adolescence. New 
directions for youth development, 2006(111), 13–28.

Zawadzki MJ, Graham JE, & Gerin W. (2013). Rumination and anxiety mediate the effect of 
loneliness on depressed mood and sleep quality in college students. Health Psychology, 32(2), 
212. [PubMed: 22823068] 

Zeedyk SM, Bolourian Y, & Blacher J. (2019). University life with ASD: Faculty knowledge and 
student needs. Autism, 23(3), 726–736. [PubMed: 29788749] 

Zukerman G, Yahav G, & Ben-Itzchak E. (2019). Increased psychiatric symptoms in university 
students with autism spectrum disorder are associated with reduced adaptive behavior. Psychiatry 
research, 273, 732–738. [PubMed: 31207860] 

Zumbrunn S, McKim C, Buhs E, & Hawley LR (2014). Support, belonging, motivation, and 
engagement in the college classroom: A mixed method study. Instructional Science, 42(5), 661–
684.

Flegenheimer and Scherf Page 31

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



Figure 1. 
Prisma flow chart of study selection process.

Flegenheimer and Scherf Page 32

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.

A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript



A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

Flegenheimer and Scherf Page 33

Ta
b

le
 1

.

D
em

og
ra

ph
ic

 in
fo

rm
at

io
n 

an
d 

de
si

gn
 f

ea
tu

re
s 

of
 s

tu
di

es
 in

ve
st

ig
at

in
g 

sk
ill

 s
tr

en
gt

hs
 a

nd
 w

ea
kn

es
se

s 
in

 A
SD

 c
ol

le
ge

 s
tu

de
nt

s.

P
ap

er
Sk

ill
s

P
ar

ti
ci

pa
nt

 G
ro

up
D

ia
gn

os
is

 M
et

ho
d*

St
ud

y 
D

es
ig

n
N

%
 m

al
e

A
ge

 R
an

ge
 (

yr
s)

A
cc

ar
do

 e
t a

l.,
 2

01
9a

A
ca

de
m

ic
 &

 S
oc

ia
l

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s

48
86

nr

In
te

rv
ie

w
s

nr
nr

nr

A
cc

ar
do

 e
t a

l.,
 2

01
9b

A
ca

de
m

ic
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
Su

rv
ey

s
23

87
18

–2
5

In
te

rv
ie

w
s

3
nr

nr

A
lv

er
so

n,
 e

t a
l. 

20
15

So
ci

al
 &

 D
ai

ly
 L

iv
in

g
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
In

te
rv

ie
w

s
5

10
0

19
–2

2

Pa
re

nt
s

In
te

rv
ie

w
s

nr
nr

nr

Se
rv

ic
e 

Pr
ov

id
er

s
In

te
rv

ie
w

s
nr

nr
nr

A
nd

er
so

n 
&

 B
ut

t, 
20

17
So

ci
al

A
SD

 y
ou

ng
 a

du
lts

C
om

m
un

ity
In

te
rv

ie
w

s
7

78
nr

Pa
re

nt
s

In
te

rv
ie

w
s

18
nr

nr

A
nd

er
so

n 
et

 a
l.,

 2
02

0a
A

ca
de

m
ic

 &
 D

ai
ly

 L
iv

in
g

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s

10
2

41
18

–2
5+

A
nd

er
so

n 
et

 a
l.,

 2
02

0b
A

ca
de

m
ic

 &
 S

oc
ia

l
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
In

te
rv

ie
w

s
11

18
18

–7
0+

Si
gn

if
ic

an
t p

eo
pl

e 
to

 s
tu

de
nt

In
te

rv
ie

w
s

6
nr

N
r

A
nd

er
so

n 
et

 a
l.,

 2
01

8
A

ca
de

m
ic

 &
 D

ai
ly

 L
iv

in
g 

&
 S

oc
ia

l
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
Su

rv
ey

s
48

48
17

–2
4+

B
ai

le
y 

et
 a

l.,
 2

02
0

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
; C

on
fi

rm
ed

 
w

ith
 A

Q
Su

rv
ey

s
42

28
nr

In
te

rv
ie

w
s

20
14

nr

B
ea

rd
on

, e
t a

l. 
20

09
So

ci
al

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

; 2
1 

Se
lf

-
di

ag
no

se
d

Su
rv

ey
s

13
5

nr
nr

B
ol

ou
ri

an
, e

t a
l.,

 2
01

8
So

ci
al

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

In
te

rv
ie

w
s

13
62

17
–2

7

A
D

H
D

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

In
te

rv
ie

w
s

18
28

18
–3

9

B
ro

w
n 

et
 a

l.,
 2

01
7

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
Su

rv
ey

s
15

8
59

nr

O
th

er
 d

is
ab

ili
ty

 c
ol

le
ge

 s
tu

de
nt

s
Su

rv
ey

s
7,

01
8

nr
nr

N
on

-d
is

ab
le

d,
 T

D
 c

ol
le

ge
 s

tu
de

nt
s

Su
rv

ey
s

27
,7

03
nr

nr

C
ag

e 
et

 a
l.,

 2
02

0a
A

ca
de

m
ic

 &
 S

oc
ia

l
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
Su

rv
ey

s
23

0
31

nr

C
ag

e 
&

 H
ow

es
, 2

02
0b

So
ci

al
 &

 D
ai

ly
 L

iv
in

g
A

SD
 c

ol
le

ge
 d

ro
p-

ou
ts

C
om

m
un

ity
In

te
rv

ie
w

s
14

50
21

–5
4

C
ai

 &
 R

ic
hd

al
e,

 2
01

6
So

ci
al

 &
 D

ai
ly

 L
iv

in
g

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

; C
on

fi
rm

ed
 

w
ith

 A
Q

 &
 S

C
Q

Fo
cu

s 
G

ro
up

s
23

70
17

–5
9

Fa
m

ily
 m

em
be

rs
Fo

cu
s 

G
ro

up
s

15
nr

nr

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.



A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

Flegenheimer and Scherf Page 34

P
ap

er
Sk

ill
s

P
ar

ti
ci

pa
nt

 G
ro

up
D

ia
gn

os
is

 M
et

ho
d*

St
ud

y 
D

es
ig

n
N

%
 m

al
e

A
ge

 R
an

ge
 (

yr
s)

C
as

em
en

t e
t a

l.,
 2

01
7

A
ca

de
m

ic
 &

 S
oc

ia
l

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

In
te

rv
ie

w
s

9
89

nr

C
ol

cl
ou

gh
, 2

01
8

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
In

te
rv

ie
w

s
5

80
19

–3
6

C
ox

 e
t a

l.,
 2

01
7

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
In

te
rv

ie
w

s
9

78
18

–5
0+

C
ul

le
n,

 2
01

5
So

ci
al

 &
 D

ai
ly

 L
iv

in
g

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s 

In
te

rv
ie

w
s 

&
 F

oc
us

 
G

ro
up

s
24

58
18

–2
9

D
ra

ke
, 2

01
4

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
In

te
rv

ie
w

s
5

20
nr

D
ym

on
d 

et
 a

l.,
 2

01
7

So
ci

al
 &

 D
ai

ly
 L

iv
in

g
Pa

re
nt

s
In

te
rv

ie
w

s
nr

nr
nr

U
ni

ve
rs

ity
 P

er
so

nn
el

In
te

rv
ie

w
s

nr
nr

nr

E
lia

s 
&

 W
hi

te
, 2

01
8

D
ai

ly
 L

iv
in

g
Pa

re
nt

s 
(A

SD
)

Su
rv

ey
s

52
77

16
–2

5

Pa
re

nt
s 

(A
D

H
D

)
Su

rv
ey

s
47

68
16

–2
5

Fr
os

t e
t a

l.,
 2

01
9

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
In

te
rv

ie
w

s
20

70
18

–4
8

G
el

ba
r, 

et
 a

l.,
 2

01
5

A
ca

de
m

ic
 &

 S
oc

ia
l &

 D
ai

ly
 

L
iv

in
g

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s

35
49

18
–3

3

G
ur

bu
z 

et
 a

l.,
 2

01
9

A
ca

de
m

ic
 &

 S
oc

ia
l

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s

26
53

nr

N
on

-A
SD

 c
ol

le
ge

 s
tu

de
nt

s
Su

rv
ey

s
15

8
33

nr

H
ar

n 
et

 a
l.,

 2
02

0
A

ca
de

m
ic

 &
 S

oc
ia

l
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
In

te
rv

ie
w

s
7

86
19

–2
4

Ja
ck

so
n 

et
 a

l.,
 2

01
8

A
ca

de
m

ic
 &

 S
oc

ia
l

A
SD

 in
di

vi
du

al
s

C
om

m
un

ity
; C

on
fi

rm
ed

 
w

ith
 A

Q
-1

0
Su

rv
ey

s
56

46
18

–5
7

Ja
ns

en
 e

t a
l.,

 2
01

7
A

ca
de

m
ic

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s

43
63

nr

N
on

-A
SD

 c
ol

le
ge

 s
tu

de
nt

s
Su

rv
ey

s
43

63
nr

St
ud

en
t c

ou
ns

el
or

s
Su

rv
ey

s
30

17
nr

K
no

tt 
&

 T
ay

lo
r, 

20
14

So
ci

al
 &

 D
ai

ly
 L

iv
in

g
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
Fo

cu
s 

G
ro

up
s

4
10

0
nr

C
ol

le
ge

 S
ta

ff
Fo

cu
s 

G
ro

up
s

9
nr

nr

L
am

be
 e

t a
l.,

 2
01

9
So

ci
al

A
SD

 s
tu

de
nt

s
C

om
m

un
ity

; C
on

fi
rm

ed
 

w
ith

 D
SM

5 
cr

ite
ri

a,
 

pa
re

nt
 r

ep
or

t a
nd

 
R

A
A

D
S-

R

Fo
cu

s 
G

ro
up

s
25

80
16

–2
1

L
eG

ar
y,

 2
01

7
So

ci
al

 &
 D

ai
ly

 L
iv

in
g

A
SD

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s 

&
 I

nt
er

vi
ew

s
10

90
nr

L
ei

 e
t a

l.,
 2

02
0a

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
; C

on
fi

rm
ed

 
w

ith
 A

Q
-2

8
Su

rv
ey

s
28

50
18

–1
9

N
on

-A
SD

 c
ol

le
ge

 s
tu

de
nt

s
Su

rv
ey

s
28

54
18

–1
9

L
ei

 e
t a

l.,
 2

02
0b

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
Su

rv
ey

s
21

52
18

–1
9

N
on

-A
SD

 c
ol

le
ge

 s
tu

de
nt

s
Su

rv
ey

s
18

2
20

17
–1

9

L
iz

ot
te

, 2
01

8
So

ci
al

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

In
te

rv
ie

w
s

6
83

26
–3

7

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.



A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

Flegenheimer and Scherf Page 35

P
ap

er
Sk

ill
s

P
ar

ti
ci

pa
nt

 G
ro

up
D

ia
gn

os
is

 M
et

ho
d*

St
ud

y 
D

es
ig

n
N

%
 m

al
e

A
ge

 R
an

ge
 (

yr
s)

M
ad

ri
ag

a,
 2

01
0

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
In

te
rv

ie
w

s
8

63
18

–3
0

M
cL

eo
d 

et
 a

l.,
 2

02
0

D
ai

ly
 L

iv
in

g
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
Su

rv
ey

s
89

62
.9

2
nr

N
on

-A
SD

 c
ol

le
ge

 s
tu

de
nt

s
Su

rv
ey

s
26

27
35

.6
0

nr

M
cL

eo
d 

et
 a

l.,
 2

01
9

So
ci

al
 &

 D
ai

ly
 L

iv
in

g
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
Su

rv
ey

s
95

61
nr

N
on

-A
SD

, d
is

ab
le

d
Su

rv
ey

s
80

4
29

nr

N
on

-d
is

ab
le

d,
 T

D
Su

rv
ey

s
21

74
36

nr

M
itc

he
ll 

&
 B

er
es

fo
rd

, 2
01

4
So

ci
al

A
SD

 s
tu

de
nt

s
C

om
m

un
ity

In
te

rv
ie

w
s

18
78

15
–2

5

Pe
ña

 &
 K

oc
ur

, 2
01

3
So

ci
al

 &
 D

ai
ly

 L
iv

in
g

Pa
re

nt
s

In
te

rv
ie

w
s

18
nr

nr

R
ic

ha
rd

so
n,

 2
01

7
A

ca
de

m
ic

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s

20
9

73
nr

A
SD

 +
 o

th
er

 d
is

ab
ili

tie
s

34
3

59
nr

T
D

 c
ol

le
ge

 s
tu

de
nt

s
15

4,
83

7
41

nr

St
ur

m
 &

 K
as

ar
i, 

20
19

A
ca

de
m

ic
 &

 S
oc

ia
l

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s

12
58

70
nr

A
SD

 +
 A

D
H

D
C

om
m

un
ity

Su
rv

ey
s

48
6

72
nr

A
SD

 +
 L

D
C

om
m

un
ity

Su
rv

ey
s

26
7

65
nr

A
SD

 +
 A

D
H

D
 +

 L
D

C
om

m
un

ity
Su

rv
ey

s
20

0
67

nr

A
D

H
D

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s

10
24

70
nr

T
D

 c
ol

le
ge

 s
tu

de
nt

s
Su

rv
ey

s
10

37
70

nr

To
ps

 e
t a

l.,
 2

01
7

A
ca

de
m

ic
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
St

ud
y 

1.
 S

ur
ve

ys
26

77
18

–2
2

St
ud

y 
2.

 T
hi

nk
in

g 
al

ou
d 

pr
ot

oc
ol

12
92

18
.3

–2
2.

8

N
on

-A
SD

 c
ol

le
ge

 s
tu

de
nt

s
St

ud
y 

1.
 S

ur
ve

ys
53

40
17

.9
–2

1.
1

St
ud

y 
2.

 T
hi

nk
in

g 
al

ou
d 

pr
ot

oc
ol

12
67

17
.9

–2
3.

5

V
an

 H
ee

s 
et

 a
l.,

 2
01

8
D

ai
ly

 L
iv

in
g

A
SD

 in
di

vi
du

al
s

C
om

m
un

ity
In

te
rv

ie
w

s
34

74
nr

Pa
re

nt
s

In
te

rv
ie

w
s

60
43

nr

V
an

 H
ee

s,
 e

t a
l.,

 2
01

5
So

ci
al

 &
 D

ai
ly

 L
iv

in
g

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

; C
on

fi
rm

ed
 

w
ith

 D
SM

-4
-T

R
In

te
rv

ie
w

s
23

74
18

–2
5

V
in

ce
nt

 e
t a

l.,
 2

01
7

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
W

ri
tte

n 
re

sp
on

se
s

7
nr

nr

W
ar

d 
&

 W
eb

st
er

, 2
01

8
A

ca
de

m
ic

 &
 S

oc
ia

l &
 D

ai
ly

 
L

iv
in

g
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
; C

on
fi

rm
ed

 
w

ith
 A

Q
In

te
rv

ie
w

s
4

50
20

–3
5

Si
gn

if
ic

an
t p

eo
pl

e 
to

 s
tu

de
nt

In
te

rv
ie

w
s

3
nr

nr

W
hi

te
 e

t a
l.,

 2
01

6a
So

ci
al

 &
 D

ai
ly

 L
iv

in
g

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
rv

ey
s 

&
 F

oc
us

 G
ro

up
s

10
70

nr

Pa
re

nt
s

Su
rv

ey
 (

pa
re

nt
 r

ep
or

t)
32

nr
nr

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.



A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

Flegenheimer and Scherf Page 36

P
ap

er
Sk

ill
s

P
ar

ti
ci

pa
nt

 G
ro

up
D

ia
gn

os
is

 M
et

ho
d*

St
ud

y 
D

es
ig

n
N

%
 m

al
e

A
ge

 R
an

ge
 (

yr
s)

Sc
ho

ol
 p

er
so

nn
el

Su
rv

ey
s 

&
 F

oc
us

 G
ro

up
s

40
nr

nr

W
io

rk
ow

sk
i, 

20
15

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
In

te
rv

ie
w

s
12

58
23

–5
6

Z
ee

dy
k 

et
 a

l.,
 2

01
9

So
ci

al
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
In

te
rv

ie
w

s
13

62
17

–2
7

C
ol

le
ge

 f
ac

ul
ty

In
te

rv
ie

w
s

18
67

30
–7

0

Su
rv

ey
s 

(t
ea

ch
er

-r
ep

or
t)

13
2

50
nr

Z
uk

er
m

an
 e

t a
l.,

 2
01

9
D

ai
ly

 L
iv

in
g

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

; C
on

fi
rm

ed
 

w
ith

 A
Q

Su
rv

ey
s

55
93

18
–3

4

N
on

-A
SD

 c
ol

le
ge

 s
tu

de
nt

s
Su

rv
ey

s
40

83
20

–3
6

+ So
m

e 
su

rv
ey

s 
ga

ve
 p

ar
tic

ip
an

ts
 c

ho
ic

es
 f

or
 a

ge
 r

an
ge

, w
ith

 u
pp

er
 a

ge
 r

an
ge

s 
in

di
ca

tin
g 

ov
er

 a
 c

er
ta

in
 a

ge
 w

ith
ou

t s
pe

ci
fi

cs
 (

i.e
. 5

0 
an

d 
ov

er
)

A
SD

: A
ut

is
m

 S
pe

ct
ru

m
 D

is
or

de
r

A
D

H
D

: A
tte

nt
io

n-
D

ef
ic

it/
H

yp
er

ac
tiv

ity
 D

is
or

de
r

L
D

: L
ea

rn
in

g 
D

is
ab

ili
ty

T
D

: T
yp

ic
al

ly
 D

ev
el

op
in

g

D
SM

: D
ia

gn
os

tic
 a

nd
 S

ta
tis

tic
al

 M
an

ua
l o

f 
M

en
ta

l D
is

or
de

rs

A
Q

: A
ut

is
m

 S
pe

ct
ru

m
 Q

uo
tie

nt

SC
Q

: S
oc

ia
l C

om
m

un
ic

at
io

n 
Q

ue
st

io
nn

ai
re

A
D

O
S:

 A
ut

is
m

 D
ia

gn
os

tic
 O

bs
er

va
tio

n 
Sc

he
du

le

R
A

A
D

S-
R

: R
itv

o 
A

ut
is

m
/A

sp
er

ge
r 

D
ia

gn
os

tic
 S

ca
le

 R
ev

is
ed

nr
: n

ot
 r

ep
or

te
d

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.



A
uthor M

anuscript
A

uthor M
anuscript

A
uthor M

anuscript
A

uthor M
anuscript

Flegenheimer and Scherf Page 37

Ta
b

le
 2

.

D
em

og
ra

ph
ic

 in
fo

rm
at

io
n 

an
d 

de
si

gn
 f

ea
tu

re
s 

of
 in

te
rv

en
tio

n 
st

ud
ie

s 
fo

r 
A

SD
 c

ol
le

ge
 s

tu
de

nt
s.

P
ap

er
P

ar
ti

ci
pa

nt
 G

ro
up

D
ia

gn
os

is
 M

et
ho

d*
St

ud
y 

D
es

ig
n

N
%

 m
al

e
A

ge
 R

an
ge

 (
yr

s)

A
sh

ba
ug

h 
et

 a
l.,

 2
01

7
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
; C

on
fi

rm
ed

 w
ith

 D
SM

-4
 T

R
 o

r 
D

SM
-5

So
ci

al
 P

la
nn

in
g 

&
 P

ee
r 

M
en

to
r

3
33

19
–2

4

C
ap

ri
ol

a-
H

al
l e

t a
l.,

 2
02

0 
*

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

; c
on

fi
rm

ed
 w

ith
 A

D
O

S-
2

M
en

to
rs

hi
p 

Pr
og

ra
m

16
 tr

ea
tm

en
t

68
.7

5
16

–2
5

T
ra

ns
iti

on
 a

s 
U

su
al

16
 c

on
tr

ol
81

.2
5

16
–2

5

Fu
ru

ha
sh

i, 
20

17
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
G

ro
up

 T
he

ra
py

15
73

19
–2

4

H
ill

ie
r 

et
 a

l.,
 2

01
8

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

Su
pp

or
t G

ro
up

s
52

98
18

–2
8

H
ot

ez
 e

t a
l.,

 2
01

8
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
T

ra
ns

iti
on

 P
ro

gr
am

10
80

17
–2

2

K
oe

ge
l e

t a
l.,

 2
01

3
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
; c

on
fi

rm
ed

 w
ith

 D
SM

-5
So

ci
al

 P
la

nn
in

g 
&

 M
en

to
rs

hi
p 

Pr
og

ra
m

3
10

0
21

–2
3

L
uc

as
 &

 J
am

es
, 2

01
8

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

M
en

to
rs

hi
p 

Pr
og

ra
m

8
75

nr

M
H

C
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
M

en
to

rs
hi

p 
Pr

og
ra

m
7

14
nr

Pu
gl

ie
se

 &
 W

hi
te

, 2
01

4
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
; C

on
fi

rm
ed

 w
ith

 A
D

O
S

G
ro

up
 T

he
ra

py
5

10
0

18
–2

3

R
an

do
 e

t a
l.,

 2
01

6
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
M

en
to

rs
hi

p 
Pr

og
ra

m
12

80
nr

Sc
hi

nd
le

r 
et

 a
l.,

 2
01

5
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
M

en
to

rs
hi

p 
Pr

og
ra

m
11

64
18

–2
0

W
ei

ss
 &

 R
oh

la
nd

, 2
01

5
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
C

oa
ch

in
g 

Pr
og

ra
m

23
65

nr

W
hi

te
 e

t a
l.,

 2
01

9 
*

A
SD

 c
ol

le
ge

 s
tu

de
nt

s
C

om
m

un
ity

; c
on

fi
rm

ed
 w

ith
 A

D
O

S-
2

M
en

to
rs

hi
p 

Pr
og

ra
m

17
 tr

ea
tm

en
t

70
.6

16
–2

5

T
ra

ns
iti

on
 a

s 
U

su
al

18
 c

on
tr

ol
72

.2
16

–2
5

W
hi

te
 e

t a
l.,

 2
01

6
A

SD
 c

ol
le

ge
 s

tu
de

nt
s

C
om

m
un

ity
; C

on
fi

rm
ed

 w
ith

 A
D

O
S

Ps
yc

ho
so

ci
al

 I
nt

er
ve

nt
io

n
4 

C
L

S
nr

18
–2

2

C
om

pu
te

r 
Ta

sk
 I

nt
er

ve
nt

io
n

4 
B

C
I

nr
19

–2
3

A
SD

: A
ut

is
m

 S
pe

ct
ru

m
 D

is
or

de
r

M
H

C
: M

en
ta

l h
ea

lth
 c

on
di

tio
ns

D
SM

: D
ia

gn
os

tic
 a

nd
 S

ta
tis

tic
al

 M
an

ua
l o

f 
M

en
ta

l D
is

or
de

rs

SC
Q

: S
oc

ia
l C

om
m

un
ic

at
io

n 
Q

ue
st

io
nn

ai
re

A
D

O
S:

 A
ut

is
m

 D
ia

gn
os

tic
 O

bs
er

va
tio

n 
Sc

he
du

le

C
L

S:
 C

ol
le

ge
 a

nd
 L

iv
in

g 
Su

cc
es

s 
pr

og
ra

m

B
C

I:
 B

ra
in

-C
om

pu
te

r 
In

te
rf

ac
e 

pr
og

ra
m

nr
: n

ot
 r

ep
or

te
d

* sa
m

e 
sa

m
pl

e 
us

ed

J Autism Dev Disord. Author manuscript; available in PMC 2022 May 01.


	Abstract
	Introduction
	College as a Developmental Context for EA
	Current Study
	Typically Developing Students in the College Environment

	Methods
	Study Search and Selection Criteria
	Inclusion and Exclusion Criteria
	Study Selection

	Results
	Investigation of ASD College Student Skills
	Academic Skills
	Skills for Functional Independence
	Social skills.

	Distinctive Structure of the College Environment
	Overwhelming sensory experiences.
	Collegiate social structure.
	Disability disclosure.

	Summary of Literature Investigating ASD College Student Skills
	Interventions for ASD College Students
	Academic Skills.
	Daily Living Skills.
	Social Skills.
	Other Skills.


	Going Forward
	Recommendation 1: Targeted approaches that integrate findings from the intervention and skills literatures will be most effective.
	Recommendation 2: Study Challenges for ASD Students as Cascading Effects
	Recommendation 3: Understanding challenges regarding the physical environments of colleges will support ASD students.
	Limitations
	Conclusions

	References
	Figure 1.
	Table 1.
	Table 2.

