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ABSTRACT 

While the number of students with learning disabilities entering the postsecondary 

environment is rising, many of these students have not yet acquired the skills to help them 

request necessary academic accommodations. Students with learning disabilities need to 

recognize how their disability affects their academic learning, and need to have the 

strategies and skills known as self-advocacy, so that they can request and obtain these 

accommodations. Unfortunately, many of these students, particularly Latino students, 

have not been given the opportunity to acquire advocacy skills prior to entering the 

postsecondary education setting. Trainor (2005) identified that Latino male students’ 

plans for life after high school were not reflected in their individual transition plans. 

While the number of Latino males graduating with college degrees is declining (Sáenz & 

Ponjuan, 2009), Hurtado, Sáenz, Santos, and Cabrera (2008) have identified an upward 

trend among Latino males’ self-rated academic abilities and desire to achieve. Due to 

Latino males avoidance of help-seeking behaviors, even when they are aware of academic 

resources that are available (Cabrera, Rashwan-Soto, & Valencia, 2016), they are a 

population that would benefit from instruction in these skills.  

The purpose of this study was to examine the effects of a self-advocacy 

intervention on Latino male college students’ abilities to request academic 

accommodations. Findings demonstrated a functional relationship between the self-

advocacy intervention and students’ abilities to request academic accommodations in a 

role-play situation. In addition, all students were able to fully generalize the target 

behaviors to the real life setting as well. Last, data obtained from social validity surveys 

revealed the significance of the effects of the intervention on the dependent variables. 
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CHAPTER 1: INTRODUCTION 

 

Approximately four out of five high school students with disabilities have 

reported postsecondary education as a goal in their transition plans (Cameto, Levine, & 

Wagner, 2004). College-preparatory courses, which are more rigorous than standard 

courses, are more increasingly being taken by students with disabilities in the secondary 

school setting (Wagner, Newman, & Cameto, 2004). In 2000, 73 percent of high school 

graduates with disabilities enrolled in postsecondary education (Wolanin & Steele, 2004). 

In 2012, the percentage of students with disabilities currently represents approximately 

11.1% of the overall postsecondary student population, which is up from 10.7 percent in 

2008 (National Center for Education Statistics, 2015). Of young adults with disabilities, 

60 percent were reported to have continued on to postsecondary education within 8 years 

of leaving high school (Newman, Wagner, Cameto, Knokey, & Shaver 2010). Similarly 

and more specifically, the number of students with learning disabilities enrolling in a 

postsecondary institution have been on the rise over the past two decades  (Foley, 2006). 

However, students with disabilities are demonstrating completion rates of 

postsecondary education much lower than their non-disabled peers; 34 percent vs. 51 

percent, respectively (Newman et al., 2010). This could be due to the challenging 

transition from secondary to postsecondary education that students with learning 

disabilities face (Estrada, Dupoux, & Wolman, 2006). Field, Sarver, and Shaw (2003) 

noted that students with learning disabilities are likely not equipped to deal with the 

reality of  self-evaluation, decision-making, and goal setting that is required for success at 

the postsecondary level.  
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In addition, a majority of students with a disability also lack basic knowledge 

about their own disabilities (Wilson, 1994). Wilson (1994) found that 66% of students 

with a learning disability have reported never speaking to a general education teacher 

about his or her disability. Also, 70% of students with a learning disability reported that 

they relied mainly on their parents, special education teachers, or social workers to 

advocate for them (Wilson, 1994). This has led to many students learning that their only 

choice was to rely on service providers to advocate for them (Balcazar, Fawcett, & 

Seekins 1991). 

Also, students with disabilities are often unaware of the steps in their own 

transition planning process, even though the requirement of their involvement is clearly 

stated in the law. The Individuals with Disabilities Education Act (IDEA, 2004) contains 

very little detail about exactly how students with disabilities should begin advocating for 

themselves, or how service providers should teach self-advocacy skills. While IDEA 

includes a requirement that students 16 years of age and older be involved in their 

educational planning meetings, no details are provided in the law to explain exactly how 

a student should advocate for his or herself, even though self-advocacy has played a vital 

role in the transition planning for students with disabilities from secondary to 

postsecondary institutions (Lynch & Gussel, 1996).This potentially leaves students with 

disabilities little knowledge of how to plan for their postsecondary educational 

experience prior to graduating from high school (Balcazar et al.,1991).  

Self-determination has been defined as skills related to planning, such as making 

informed decisions and setting and achieving goals (Van Reusen, Bos, Schumaker & 

Deshler, 2015). Self-determination skills have also been identified as a critical 
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component of academic success because they can not only provide a student with 

opportunities to make informed decisions and set academic goals, but also ways for 

students to develop intrinsic motivation to achieve these goals (Van Reusen et al., 2015). 

Self-determined students know when to assert themselves and have the ability to be 

strong self-advocates (Hart & Brehm 2013). Self-advocacy is a component of the broader 

concept and approach of self-determination (Sebag 2010). Self-advocacy, defined as 

having an awareness and understanding of one’s disability allowing one to communicate 

their needs, interests and/or rights, has been identified as a skill that is essential to the 

academic and future career success of students with disabilities (Arndt, Konrad, & Test, 

2006). Sebag (2010) described, “Self-determination and self-advocacy are sometimes 

used synonymously, and they do share an overarching goal: to move the student from the 

passenger's seat to the driver's seat of life” (p. 23). One way for a student to gain self-

determination and self-advocacy skills is to receive direct instruction via an intervention. 

Cobb, Lehmann, Newman-Gonchar, and Alwell (2009) found that instructional self-

determination/self-advocacy interventions that contain multiple components resulted in 

the most positive outcomes.  

Statement of the Problem 

A considerable number of students with disabilities are not directly taught self-

advocacy strategies, including skills needed to advocate for themselves in postsecondary 

institutions (Phillips, 1990). Without self-advocacy skills, these students are left unaware 

of how to request the support they need in order to be successful, or explain their 

disability to validate the need for such supports (Wilson, 1994). For students with 

disabilities, their ability to communicate information effectively about their disabilities 
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and their need for accommodations are skills that are critical their academic success (Van 

Reusen et al., 2015). Specifically, Latino males college students are especially in need of 

self-advocacy skills training, due to their avoidance of help-seeking behaviors (Cabrerra 

et al., 2016). In addition, there is a lack of research focused on Latino males with 

disabilities (Lucio, 2014), particularly research examining successful self-advocacy 

strategies. Therefore, there is a need to investigate the effectiveness of a self-advocacy 

strategy on Latino college males with disabilities. 

Rationale for the Study 

Walker (2007) noted that researchers of only a few studies have focused on the 

needs of minority populations, such as African American and Latino students with 

disabilities and self-determined behaviors (e.g. self-advocacy skills). In a qualitative 

study conducted by Trainor (2005), African American and Latino college students 

reported a disconnect between their secondary educational transition plans and their goals 

to attend a postsecondary institution. Trainor, Lindstrom, Simon-Burroughs, Martin, and 

Sorells (2008) identified a need for more research in the area of direct instruction of self-

determination skills for students from culturally diverse backgrounds. Currently, Walker 

(2007) is the only researcher to conduct a study specifically focused on the direct 

instruction of self-advocacy skills of African American males with learning disabilities. 

With only one study about the efficacy of direct instruction of self-advocacy skills to 

African American males, the research in this area lacks the inclusion of other diverse 

ethnic groups, including Latino populations. Due to this lack of research in the current 

literature, further examination of self-advocacy skills with minority populations is 

necessary.  
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The Latino population is the fastest growing demographic in the United States. 

The US Census Bureau reported that in 2013, the population of Latinos in the United 

States was 53 million, compared to 1980, when it was reported that the population of 

Latinos in the United States was only 14.6 million (PEW research, 2013). Hurtado et al. 

(2008), found that from 1971 to 2006, there was an upward trend in how male Latino 

freshmen at postsecondary institutions self-rated their academic ability, and self-rated 

intellectual self-confidence. In addition, Hurtado et al. noted that, “Latino/a college 

students are consistently reporting a strong drive to achieve at college entry” (2008, p. 

13).  

According to the National Longitudinal Transition Study–2 (NLTS2, 2010) there 

was a 6.7 percent increase in Latino students with disabilities attending any 

postsecondary institution between 1990 and 2005. This included an 11.5 percent increase 

in Latino students with disabilities attending a 2-year community college and an 11 

percent increase in Latino students with disabilities attending a 4-year college (NLTS2, 

2010). From 2008 to 2012, the percentage of Hispanic/Latino students with disabilities in 

postsecondary education rose from 12.5 percent to 14.9 percent (National Center for 

Education Statistics, 2015). Interestingly, males with disabilities were twice as likely to 

attend a 4-year college (a 10.9 percent increase) than females with disabilities (a 4.9 

percent increase) between 1990 and 2005. These data demonstrate that there is an 

increasing number of Latino students, male Latino students and Latino students with 

disabilities who demonstrate the motivation and desire to seek a postsecondary 

educational experience.  
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However, Latino males are typically subjected to a plethora of challenges during 

adolescence, including acculturation and bicultural stress (Romero, 2007), identity 

exploration (Phinney, 1992; Supple, 2006) and ethnic threat (Phinney, 1993) all of which 

could potentially have a negative impact on their educational experience, putting a strain 

on their future academic success. Furthermore, when Latino men experience these 

challenges, they tend to avoid help-seeking due to these kinds of behaviors being viewed 

as adversative to their masculinity (Abalos, 2002). Should a Latino male choose to attend 

a postsecondary institution, they could be required to negotiate familial roles, as their 

academic commitment conflicts with their ability to provide fully for their families, 

causing further stress (Gloria et al., 2009).  

Among Latino males, those who have been diagnosed with a learning disability 

are at even more risk for having an educational experience that limits them from 

developing their full potential (Sáenz & Ponjuan, 2009). However, if the diagnosis of a 

learning disability originated from a well-balanced and comprehensive assessment, and 

was identified early enough in the Latino adolescents’ life, IDEA mandated academic 

supports and accommodations would be provided to the student to increase their potential 

for future academic success.  

However, these supports are only mandated for a limited time. When a student 

attending school in grades K – 12 is identified as having a learning disability, IDEA, the 

federal law that regulates special education, mandates that certain supports be put in place 

for them. All students, including Latino males in this instance would have 

accommodations and supports provided to them; they do not have to request them from 

teachers on an individual basis. However, once that student graduates high school and 
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decides to pursue an education at college or university, the legal situation surrounding 

accommodations changes. While the ADA mandates postsecondary institutions provide 

reasonable accommodations to students with learning disabilities, including academic 

accommodations, those accommodations are provided once the student has requested 

them. Even if a postsecondary institution has an office to handle these requests, 

commonly known as the office of disability resources or disability services, there are 

times when the student will need to request accommodations directly from an instructor 

(Graham & English, 2001). For this reason, self-advocacy skills are crucial for a student 

with a learning disability to increase their chances of academic success in a 

postsecondary educational environment (Van Reusen et al., 2015).  

Positive results of the development of self-advocacy skills include increasing the 

amount of involvement in educational planning and improving the overall academic 

success rates of students with disabilities (Lancaster, Schumaker, & Deshler, 2002).  

Another positive result from empirical research on the direct instruction of self-advocacy 

skills to students with disabilities has been increased requests for support or 

accommodations by those students (Sievert, Cuvo, & Davis, 1988), and such 

accommodations have provided an equal academic opportunity to them (Biehl, 1978). 

Given the greater number of Latino students with disabilities enrolling in postsecondary 

institutions with a lack of educational planning experience, self-advocacy skills will be a 

requirement for these students to increase their potential to be successful.  

However, Cabrera et al. (2016) noted the need to engage Latino males in 

discussions concerning help-seeking behaviors, as they will not likely initiate these 

behaviors themselves. Furthermore, Hurtado et al. (2008), identified an upward trend in 
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how male Latino freshmen at postsecondary institutions self-rated their academic ability, 

intellectual self-confidence, and demonstrated a strong drive to achieve. It can be gleaned 

from this evidence that Latino males demonstrate the motivation to succeed, but may lack 

in the desire or knowledge of how to demonstrate help-seeking behaviors. Therefore, it is 

necessary to specifically examine Latino male students with disabilities’ perspectives of 

help-seeking behaviors, such as self-advocacy and to determine if a self-advocacy 

intervention would affect their ability to demonstrate the help-seeking behaviors required 

to request academic accommodations.      

Purpose of the Study and Research Questions 

The purpose of this study was to examine the use of a self-advocacy intervention 

to teach specific self-advocacy skills to Latino male college students with learning 

disabilities how to request academic accommodations. 

The research questions that will be addressed are:  

1. What are the effects of a self-advocacy intervention for requesting academic 

accommodations in a role-play situation on Latino male college students’, with learning 

disabilities and/or ADHD, ability to request accommodations, both during instruction of 

and after the intervention has concluded? 

2. What are the effects of a self-advocacy intervention on Latino male students’ 

generalization of these skills to a real life setting? 

3. What are the Latino male students’ perspectives about the effects of the 

intervention on their use of advocacy skills and success in acquiring needed 

accommodations? 
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4. What are the course instructors’ evaluations of the effectiveness of students’ 

use of self-advocacy for acquiring academic accommodations? 

5. What are the panel of support specialists’ evaluation of the usefulness of using 

the self-advocacy intervention to help students request academic accommodations?  

Definitions  

The following definitions were used for the purpose of this study: 

Learning disability: 

 The term ‘specific learning disability’ means a disorder in one or more of the 

basic psychological processes involved in understanding or in using language, 

spoken or written, which disorder may manifest itself in the imperfect ability to 

listen, think, speak, read, write, spell, or do mathematical calculations. Such term 

includes such conditions as perceptual disabilities, brain injury, minimal brain 

dysfunction, dyslexia, and developmental aphasia. Such term does not include a 

learning problem that is primarily the result of visual, hearing, or motor 

disabilities, of mental retardation, of emotional disturbance, or of environmental, 

cultural, or economic disadvantage (IDEA, 2004). 

Help-Seeking Behavior. The process of being problem focused, followed by an 

intentional action and interpersonal interaction (Cornally & McCarthy, 2011). 

Self-Advocacy. Skills one uses to communicate, convey needs, or assert his or 

her own interests, desires, to gain access to their needs and rights (Van Reusen et al., 

2015). 

Latino. People who come from or descend from Latin America, and 

who do not identify with terms such as Hispanic, including some who are of 
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Mexican descent currently living in the United States (Fernandez-Morera, 

2010). 

Individuals with Disabilities Education Act (IDEA). The Individuals with 

Disabilities Education Act (IDEA) is a federal law that mandates educational services to 

children with disabilities in the United States, including early intervention, special 

education and any related services (http://idea.ed.gov/).  

Section 504 of the 1973 Rehabilitation Act. A civil rights statute which 

prohibits state or local programs or activities that receive Federal financial assistance 

from the U.S. Department of Education to discriminate against individuals with 

disabilities (Office of Civil Rights/U.S. Department of Education, 2012). 

Americans with Disabilities Act (ADA). Federal legal protection that extended 

Section 504 of the 1973 Rehabilitation Act and prohibited discrimination against people 

with disabilities in the areas of employment, public accommodations, transportation, and 

telecommunication (Test, Aspel, & Everson, 2006). 

Summary 

Self-determination skills are critical to academic success for students with 

learning disabilities in the post-secondary setting (Field et al., 2003). The terms self-

determination and self-advocacy are sometimes used synonymously, and share the same 

goal, which is for students to take more control of their life  (Sebag, 2010). Survey 

research has shown an increase of the number of Latino males enrolling in postsecondary 

settings (NLTS2, 2010) and the need to engage Latino male college students in 

discussions about help-seeking behaviors (e.g. self-advocacy) due to their avoidance of 

such behaviors (Cabrera, 2016). Research has also established that self-advocacy 

http://idea.ed.gov/
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instructional interventions can result in positive outcomes (Cobb et al., 2009). Therefore, 

this study addresses this need by using a self-advocacy intervention to teach these skills 

and examine its effects on Latino male college students ability to request academic 

accommodations.  
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CHAPTER 2: REVIEW OF LITERATURE 

In order to determine if self-advocacy skills are critical to Latino males with 

learning disabilities, we must first determine if there is quality research to support the 

notion that the direct instruction of self-advocacy skills will result in positive outcomes. 

Once those outcomes are established, in order to better understand the dynamics of self-

advocacy and their impact on Latino males with learning disabilities, the research 

regarding self-advocacy interventions, Latino males with disabilities, and related topics 

will be reviewed.  

Self-Advocacy Studies 

The first part of this review will focus on research studies that measured the 

outcomes of self-advocacy interventions. The purpose of this is to examine the success, if 

any, as well as the credibility of the examination of the success of teaching students’ self-

advocacy skills. Fifteen studies were identified for this part of the review using the 

following criteria: (a) study contained a definition of self-advocacy, (b) the independent 

variable of the study was in the form of direct instruction of self-advocacy skills, (c) the 

term self-advocacy was stated in the study as opposed to being listed as only a keyword, 

and (d) participants were identified as students with disabilities. Also, the studies chosen 

for this review were identified as containing a common rationale to validate the 

importance of conducting research on the direct instruction of self-advocacy skills, 

specifically the efficacy of the instruction of such skills: If students with disabilities could 

be taught self-advocacy skills successfully, they could access accommodations they 

needed. Due to the limited number of studies in this area, a specific time frame for the 
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research to have occurred was not established in order to include as many studies as 

possible. 

Participant Selection 

In single subject, group quasi-experimental, and qualitative studies that focused 

on direct instruction of self-advocacy skills, the researchers described their participants in 

detail, but rarely gave any details about the participant selection process. For example, 

Allen et al. (2001) and Neale et al. (2010) were the only authors to include not only the 

demographics (e.g. age, grade, gender, and disability) of the participants, but also a 

description of the process of selecting the participants, including details of the selection 

criteria. In contrast, Eiseman, and Tascione (2002) and Powers et al. (2001) included no 

description of any criteria for choosing the participants, even though details about gender, 

age, and ethnicity were included. Durlak, Rose, and Bursuck (1994) and Lancaster et al. 

(2002) included specific information about participants’ IQ levels as measured by the 

Woodcock Johnson III, but yet again, did not include any details related to how these 

participants were selected, and if the participants’ IQ level was part of a criterion for 

participant selection. Authors of the qualitative studies (Eisman et al., 2002; Getzel et al., 

2008; Mason et al., 2002; Philips, 1990) examined for this review seemed to follow the 

example of the single subject studies and described in detail demographic information 

about each participant, but did not document how participants were selected. 

Horner et al. (2005) identified the description of the selection process as 

important for single subject studies, so that future researchers could replicate that process 

and obtain similar participants. Furthermore, Gersten et al. (2005) noted that participant 

selection for quasi-experimental studies is driven by the disabilities of the participants 
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and by what specific criteria these disabilities are defined. The disabilities of the 

participants are defined in the purpose of the study and, therefore, the author needs to 

identify not only if the participants met the definition of the disabilities being examined, 

but also the process by which the participants were selected (Gersten et al., 2005). Last, 

Bratlinger et al. (2005) identified that participants of qualitative studies need to be 

purposely identified and effectively recruited to ensure that their background and/or 

experiences relate to what the author of the study is investigating. The procedures in 

these studies for participant selection were either not described or were not implemented, 

meaning that the participants could have been selected out of convenience rather than for 

a specific reason. 

This pattern among the research is most concerning due to a lack of demographic 

information being reported, specifically information on the ethnic identities of the 

participants. In these studies, only 4 of the 15 studies (Allen et al., 2001; Bos & Van 

Reusen, 1994; Powers et al., 2001; Test & Neale, 2004) identified ethnic demographic 

data. In these studies, Latino, particularly Latino males, were underrepresented, making 

up less than 10% of all participants.  

Dependent variables 

The dependent variable(s) in a majority of the studies reviewed were behaviors 

that related in some way to the role of self-advocacy skills in participants’ IEP meetings. 

In nine of the fifteen studies, (Allen et al., 2001; Arndt et al., 2006; Bos & Van Reusen, 

1994; Hammer, 2004; Lancaster et al., 2002; Mason et al., 2002; Neale & Test, 2010; 

Powers et al., 2001; Snyder & Shapiro, 1997; Test & Neale, 2004) two common 

behaviors were being observed for the dependent variable: the quality of the participants’ 
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verbal interactions at their Individualized Education Plan (IEP) meetings (e.g. stating 

academic strengths and weaknesses), and the overall quality of the participant 

involvement (e.g. responding to questions about academics) at his or her IEP meetings. 

Test and Neale (2004) reported that the quality of participants input and questions during 

their IEP meetings improved significantly. Allen et al (2001) and Lancaster et al. (2002) 

reported that overall level of participants’ involvement dramatically increased. Arndt et 

al. (2006) and Powers et al. (2001) reported that participants discussed topics related to 

themselves, such as strengths and weaknesses, academic goals, and accommodations 

during their IEP meetings. The value of teaching self-determination skills to students 

with disabilities was indicated in these findings, along with the notion that students with 

disabilities can benefit from successfully participating in their own IEP meetings (Allen 

et al., 2001; Arndt, et al., 2006). Other studies examined for this review did not contain 

these dependent variables, as these other researchers were not examining the impact of 

self-advocacy skills in an IEP meeting (e.g. Powers et al., 2001; Walker, 2007). 

Common Results 

Positive results of increased involvement in educational planning and requesting 

accommodations by students with disabilities were found consistently across all fifteen 

studies. Allen et al. (2001), Arndt et al. (2006), Lancaster et al. (2002) and Neale and Test 

(2010) reported participants were able to demonstrate an increased quality of 

involvement in their IEP meetings. Durlack, Rose, and Bursuck (1994) and Phillips 

(1990) both reported that after delivery of the intervention, participants were able to 

generalize the self-advocacy skills they were taught, including requesting 

accommodations, to various environments such as the general education classrooms. 
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Mason, Mcgahee-Kovac, Johnson, Powers et al. (2001) and Stillerman (2002) reported 

that participants had an increased understanding of the dynamics of transition planning 

and their legal rights to accommodations. Researchers who have focused on examining 

the efficacy of the direct instruction of self-advocacy skills have found that across a 

variety of research designs, participant groups, and interventions, self-advocacy skills can 

have a positive impact on the involvement students with disabilities have in their 

educational planning (Allen et al., 2001) as well as increase their level of knowledge 

about how to advocate for what they are entitled to have under the law (Test & Neale, 

2004).  

Positive results of the development of self-advocacy skills include increasing the 

amount of involvement in educational planning and improving the overall academic 

success rates of students with disabilities (Lancaster et al., 2002).  Another positive result 

from empirical research on the direct instruction of self-advocacy skills to students with 

disabilities has been increased requests for support or accommodations by those students 

(Sievert et al.,1988), and such accommodations have provided an equal academic 

opportunity to them (Biehl, 1978). 

Representation of Minority Populations 

Walker (2007) noted that researchers of only a few studies have focused on self-

determined behaviors (e.g. self-advocacy skills) and the needs of minority populations, 

such as African American and Latino students with disabilities. In a qualitative study 

conducted by Trainor (2005), African American and Latino college students reported a 

disconnect between their secondary educational transition plans and their goals to attend 

a postsecondary institution. Trainor et al., (2008) identified a need for more research in 
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the area of direct instruction of self-determination skills for students from culturally 

diverse backgrounds. Currently Walker (2007) is the only researcher thus far to conduct a 

study specifically focused on the direct instruction of self-advocacy skills of African 

American males with learning disabilities. Upon doing a broad search of the available 

literature, Lucio found “…a true gap in the available literature on and knowledge about 

Latino male students with a disability and what affects their academic achievement” 

(2014, p. 59). Even when Lucio (2014) broadened the topic in his search from Latino 

male students with a disability to all Latino students with a disability, there was little 

increase in available literature or knowledge. With only one study focusing on the 

efficacy of direct instruction of self-advocacy skills to African American males with 

learning disabilities, the research in this area lacks the inclusion of other diverse ethnic 

groups, including Latino populations. 

Parameters for Self-Advocacy 

The second part of this review will focus on related research that discusses the 

parameters for self-advocacy, including legal policy, metacognition, communication, and 

self-efficacy. A discussion of research that identifies how these related parameters 

manifest among Latino males and Latino males with disabilities will conclude this 

review. Due to Latino males being a very specific population, and Latino males with 

disabilities even more so, Lucio (2014) noted that the research in this area is limited. 

However, this limitation indicates the necessity for additional research in this area, and 

will hopefully lead to further studies. 
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Individuals with Disabilities Education Act (IDEA) 

In order to fully understand the importance of self-advocacy skills to the academic 

success of students with disabilities, we must first examine the legal framework that was 

established to create pathways for their educational access. In 1975, landmark legislation 

was passed known initially as P.L. 94-142, and then later amended and renamed the 

Individuals with Disabilities Education Act, or IDEA (P.L. 101-476) in 1990. This law 

required all public schools to provide students with disabilities a free and appropriate 

public education, also known by the acronym FAPE.  

This law was introduced to address two specific groups of children: 

Public Law 94-142 was a response to Congressional concern for two groups of 

children: the more than 1 million children with disabilities who were excluded entirely 

from the education system and the children with disabilities who had only limited 

access to the education system and were therefore denied an appropriate education. 

This latter group comprised more than half of all children with disabilities who were 

living in the United States at that time. (U.S. Department of Education, 2007, p. 4) 

At this time however, the law only mandated services for those children ages 

three to twenty-one; no services were mandated for children under the age of three (U.S. 

Department of Education, 2007). Also, the law mandated educational services be 

provided until the student was twenty-one years of age, but there were no requirements 

for public schools to provide any kind of supports for students to prepare for life outside 

of public education (U.S. Department of Education, 2007). Amendments in 1997 (P.L. 

105-17) mandated transition services from high school be provided. This required each 

student’s Individualized Education Program, or IEP, must include transition plans that 
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identified important adult living objectives once the student completed high school. 

These amendments also indicated that transition planning should begin by age sixteen.  

The Federal law does mandate public school provides FAPE to all students with 

disabilities, however this only applies to public school and ends when the child turns 

twenty-one. Currently, as of the most recent re-authorization of IDEA in 2004, infants 

and toddlers with disabilities who are between zero and two years old receive services for 

early intervention under Part C and children age three to twenty-one receive special 

education and related services under Part B (U.S. Department of Education, 2007). IDEA 

does not apply to the postsecondary educational environment; this is where subpart E of 

Section 504 of the Rehabilitation Act of 1973 takes over.  

The Rehabilitation Act of 1973, Section 504, Subpart E   

Section 504 of the Rehabilitation Act of 1973 is a federal law that prohibits 

discrimination against qualified individuals based on their disability. The 

nondiscrimination requirements of the law apply to employers and other organizations 

(including postsecondary institutions) that receive any federal financial assistance.  

Smith, (2001) identified that under Section 504, individuals with disabilities are defined 

as: 

Persons with a physical or mental impairment which substantially limits one or 

more major life activities. People who have a history of, or who are regarded as 

having a physical or mental impairment that substantially limits one or more 

major life activities, are also covered. Major life activities include caring for one's 

self, walking, seeing, hearing, speaking, breathing, working, performing manual 

tasks, and learning. (p. 337)  
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Subpart E of Section 504 of the rehabilitation act specifically applies to postsecondary 

institutions. Subpart E mandates that postsecondary institutions that receive federal 

funding grant students with disabilities equal access to academic programs as students 

without disabilities (Office of Civil Rights, 2012). For example, this means that a 

postsecondary institution that receives federal funding cannot establish policies that 

screen out students with disabilities during the application process. In addition, these 

institutions must provide accommodations to those students with disabilities if these 

accommodations are deemed necessary to grant that student equal access to academic 

programs.  

While most postsecondary institutions do receive some level of federal funding, 

some private postsecondary institutions that do not receive any kind of federal funding 

are not covered by the requirements of Section 504. Also, while Section 504 applies to 

those postsecondary institutions who receive federal funding, there is no language in the 

law that applies to those postsecondary institutions that only receive state funding. For 

these institutions, students with disabilities are offered further protection under the 

Americans with Disabilities Act, Titles II and III.  

Americans with Disabilities Act, Titles II and III 

      Title II of the ADA covers postsecondary institutions, including community 

colleges and vocational schools that receive state funding. Title III of the ADA covers 

private postsecondary institutions that receive no state or federal funding (P.L. 101-336, 

42 U.S.C. 12101 et seq). Title II of the ADA has similar mandates of Section 504, 

prohibiting discrimination and requiring equal access for students with disabilities to 

academic programs. Title III of the ADA requires what is called a lower standard of 
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burden for private postsecondary institutions, meaning that these institutions receive no 

state or federal funding are not required to provide as much as the federally or state 

funded postsecondary institutions do, but are still required to provide accommodations to 

students in similar ways.      

The most important aspect of these laws to note, is that in order for individual 

academic accommodations to be provided, a student must request them if the student has 

the expectation of the institution providing them. For a student to have the ability to 

request these accommodations, it is necessary that while in high school, during the 

transition planning mandated by IDEA, that one of the skills learned is self-advocacy. In 

order to carry out the skill of self-advocacy, a student must be aware of their self-

efficacy.  

Self-Advocacy 

There are multiple established definitions of self-advocacy, however, all have 

common positions; a student who is aware of his or her disability; has the ability to 

request an accommodation appropriate to his or her disability; and has the motivation to 

place the request, even when not asked. For example, Hartman (1993) defines self-

advocacy as the student understanding his or her disabilities, and having awareness of his 

or her strengths and weaknesses resulting from the functional limitation imposed by 

his/her disability and has the ability to communicate the needs for academic 

accommodations. Smith, English and Vasek (2002) define self-advocacy as being, 

"…carried out by the student taking the primary active role of identifying him/herself as 

having a disability, requesting specific and appropriate accommodations, and 

participating in providing those accommodations" (p. 496).Van Belle et al. (2006) define 
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self-advocacy as an ability to act on what he or she knows about his or her needs, even 

when the opportunity to voice his or her needs is not present.  

Self-Efficacy 

However, there is a crucial underlying component of self-advocacy skills; self-

efficacy. Rooted in social cognitive theory, self-efficacy can be defined as, “…how 

people judge their capabilities and how their self-precepts of efficacy affect their 

motivation and behavior” (Bandura, 1986, pp. 391). Simply put, while self-advocacy 

skills are the knowledge of how to advocate for one’s self, self-efficacy is the motivation 

in which to use that knowledge to execute those skills. Without a strong sense of self-

efficacy, the knowledge of self-advocacy skills remains dormant and unused; strong self-

efficacy without the knowledge of self-advocacy skills puts one in the position of having 

the desire to self-advocate, but being unaware of how to successfully do so. Obviously, 

both self-efficacy and self-advocacy have to be used in tandem in order for one to 

achieve success. There are two features of self-advocacy that also require examination; 

metacognition and communication. Metacognition relates to the first part of the definition 

of self-advocacy; an awareness of one’s disability.  

Metacognition  

Human beings employ metacognitive strategies almost every day. Metacognition 

allows people to be successful learners, as well as being linked with intelligence 

(Borkowski, Carr, & Pressley, 1987; Sternberg, 1984). Metacognition is regarded as 

higher order thinking and processing that require control over one’s cognitive processes 

related to learning or simply put, thinking about thinking (Flavell, 1976, 1987). Favell 

(1976) first used the term metacognition, meaning “…one’s knowledge to one's 
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knowledge concerning one's own cognitive processes and products or anything related to 

them, e.g. the learning-relevant properties of information or data” (p. 232). Favell (1976) 

continued, “Metacognition refers, among other things, to the active monitoring and 

consequent regulation and orchestration of these processes in relation to the cognitive 

objects or data on which they bear, usually in the service of some concrete goal or 

objective” (p. 232).  However, other researchers have argued that Favell’s definition of 

metacognition was too vague. Brown (1987) pointed out that due to the varying history 

from which the area of metacognition developed, it is often difficult to differentiate 

between what is meta and what is cognitive. Garner (1987) suggested adding more terms 

to the definition:  

If cognition involves perceiving, understanding, remembering, and so forth, then 

metacognition involves thinking about one's own perceiving, understanding, and 

the rest. These various cognitions about cognition can be labeled 'metaperception', 

'metacomprehension', and 'metamemory', with 'metacognition' remaining the 

superordinate term (p. 16).  

Martinez (2006) offered a more condensed definition, “…metacognition is the 

monitoring and control of thought” (p. 696). While these definitions of metacognition 

may vary, the one common factor all of them have is some form of being aware of one’s 

own thinking and learning. 

While the concept of metacognition and metacognitive strategies appears to be an 

ongoing debate, the definition by Flavell (1987) is still the most widely accepted: 

metacognitive strategies are the selection and use of appropriate cognitive strategies in 

order for one to be successful at learning. For example, a student taking an algebra exam 
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realizes that they are having trouble understanding the application of linear equations. 

When the student realizes this, this is a metacognitive process; the student was able to 

analyze and identify what they did not understand. Now, the student must identify and 

decide upon an appropriate cognitive strategy in order to better comprehend the 

application of linear equations. Through his analysis, the student realizes that they have 

tried to understand these types of equations through attending regular lectures and 

reading the information presented in the textbook, and possibly needs the concept 

presented in a different way. The student then decides that if they were to see a more 

visual, step-by-step explanation of linear equations, they would be more likely to 

understand them. The student then meets with the instructor during their office hours and 

asks them for assistance in the form of a more detailed, visual step-by-step explanation of 

linear equations. Thus, this student assessed their learning needs by using a metacognitive 

strategy, and obtained additional support in the form of a more detailed explanation from 

the instructor, which was a cognitive strategy.  

This same process can also be employed by a student with a disability. For 

example, a college student who takes medication for a diagnosed attention challenge, 

such as attention-deficit hyperactivity disorder (ADHD), may realize that their ability to 

focus during lecture classes is more difficult later in the afternoon due to the primary 

effect of their medication wearing off. This metacognitive analysis of the issue requires 

that the student has an understanding of how their disability affects them. Thus, the 

student employs a cognitive strategy of selecting morning classes for their semester 

schedule.  
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Even when a student successfully employs a metacognitive analysis of how their 

disability affects them, as part of the process of self-advocacy, they still need to 

communicate this to their instructors. More specifically, they need to use interpersonal 

communication skills to best convey this request.  

Interpersonal Communication 

A basic definition of communication would be a process that involves the 

exchange of messages, both verbal and non-verbal to convey thoughts and feelings 

(Brooks & Heath, 1993). More specifically, interpersonal communication can be 

described in two ideas; first the idea of intersubjectivity and second, the idea of impact.  

Intersubjectivity relates to understanding people while one endeavors to make oneself 

understood (Hargie & Dickson, 2004). Impact relates to the message delivered by either 

party which has the “impact” of a change in the feelings, thoughts or behavior of those 

involved (Hargie & Dickson, 2004). A student with disabilities must be able to embrace 

both of these ideas if they have the goal of requesting accommodations. In other words, 

they need to be able to make themselves understood by articulating their need for 

accommodations (e.g. intersubjectivity), as well as know the proper way to communicate 

their request as to affect the situation in a positive way (e.g. impact).   

Barriers and Supports 

  While attending school in grades K – 12, once a student is identified as having a 

learning disability, IDEA, the federal law that regulates special education, mandates that 

certain supports be put in place for them; they need not nor are by law required to ask. 

All students, including Latino males in this instance would have accommodations and 

supports provided to them, even if they did not request them. However, once that student 

graduates from high school and decides to pursue an education at postsecondary 
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institution, the legal situation surrounding accommodations changes. While 

postsecondary institutions are required by law to provide reasonable accommodations to 

students with learning disabilities under section 504 of the Rehabilitation Act and/or the 

ADA, those accommodations are provided once the student has requested them. Even if 

the college or university has an office to handle these requests, commonly known as the 

office of disability resources or disability services, there are times when the student will 

need to request accommodations directly from an instructor (Graham & English, 2001). 

For this reason, the student to increase their chances of academic success in a 

postsecondary educational environment, self-advocacy skills are crucial. Due to male 

college students having a tendency to avoid asking for help (Sáenz & Ponjuan, 2009), and 

access to academic accommodations requires them to be requested, self-advocacy skills 

are even more critical to their success in a postsecondary educational environment. 

Early Life for Boys  

In the early elementary grades, boys can face barriers to educational success. 

They are often seen as problems, which can lead to isolation or exclusion from classroom 

activities (Sprung, Froschl, & Gropper, 2010). In addition, Sprung et al., (2010) also 

identified how these barriers can have negative effects on the socio-emotional 

development for young boys, while it has been identified by Pianta, Cox & Snow (2007) 

that strong socio-emotional relationships with their teachers is crucial to their academic 

success. However, modern masculinity puts boys in a “box” (Sprung et al., 2010, p. 17) 

where they do not express any problems or talk about challenges they may be 

experiencing, creating a barrier and limiting the development of these social 

relationships. The byproduct when boys mask their problems often manifest into 
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aggressive behaviors, such as tantrums, helping them to avoid admitting to the problem 

(Sprung et al., 2010). Further barriers can be created when teachers dismiss any behaviors 

due to a disability, such as ADHD, as “silly” (McClure, 2008). Growing up, many boys 

learn not to share their problems, and find ways to avoid tasks that would force them to 

confront these problems. “Many boys who are turned off to school at a young age may 

have a difficult time rediscovering the motivation to become successful learners later in 

their educational pathways” (Sáenz & Ponjuan, 2009, p.7). 

Barriers for Latino Males 

Failing to find a strategy to solve their problems, adolescent Latino adolescent 

males can encounter more negative experiences later in their academic years. 

Stigmatization can create a barrier to academic success, as Latino students that are 

labeled as “at-risk” (Mutua, 2001), can develop negative perceptions of their own 

educational abilities.  This is further compounded by many school systems not 

acknowledging or honoring Latino cultural heritage, which creates a sense of inequality 

among Latino students (Sáenz & Ponjuan, 2009). A lack of Latino male teachers in the 

public school setting, who could serve as role models to young Latino males, also 

contribute to this sense of inequality (Sáenz & Ponjuan, 2009). Overall, in the public 

school system today, “…the structure and culture of schools can be detrimental and 

subtractive to the academic progress of Latinos” (Sáenz & Ponjuan, 2009, p. 61). 

Latino males specifically can have the added demand of patriarchal cultural 

norms, such as familismo, which involves “…the strong identification and attachment to 

immediate and extended family” (Sáenz & Ponjuan, 2009). However, evidence suggests 

that familismo can be a double-edged sword; having potential to be a barrier or a support. 
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If Latino males choose to leave home to attend a postsecondary institution, it becomes 

more challenging to provide for their family and/or severely limit their familial 

involvement (Gloria & Segura-Herrera, 2004; Ramirez, 2006) which disrupts Latino 

masculine norms, leading to a more stressful educational experience (Arciniega, 

Anderson, Tovar- Blank, & Tracey, 2008). On the other hand, Sáenz and Ponjuan (2009) 

suggest that the concept of familismo should not be seen as a negative demand; 

familismo can enable Latino males to experience academic success by functioning as a 

social network and kind of social capital (Suarez-Orozco & Suarez-Orozco, 1995; 

Valenzuela, 1999). The value of the social networks of familismo can be an asset, 

particularly to Latino males, because these networks can be a resource of support, 

assisting in their educational achievement (Valenzuela & Dornbusch, 1994). Gloria et al. 

(2009) noted that even though there is a great deal of literature that has identified a 

variety of psychosociocultural stressors (e.g. familisimo) for Latina/o undergraduates in 

general, there has been little focus on how they tend to cope with these stressors. 

Furthermore, literature that supports the concept of familisimo being an asset to the 

educational experience of Latino males has been established relatively recently, and there 

is a need for further exploration of the educational benefits of familisimo. 

Help-Seeking Behaviors 

Cabrera et al. (2016) completed a critical examination of the help-seeking 

behaviors of eight Latino male college students, using qualitative semistructured 

interviews. The authors identified social stress and difficulty adjusting to the rigors of 

higher education as common experiences among the participants. Experiences, such as 

adopting to the different cultural norms of a predominantly White institution, racial 
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profiling and difficulties interacting with White peers were often reported during these 

interviews as examples of social stress (Cabrera et al., 2016). In addition, Cabrera et al. 

(2016) found that participants also spoke to being unaware of how to navigate the many 

challenges of academic life in college, and adjusting to an academic rigor they did not 

experience in high school. In this study, the authors noted that many of the participants 

would choose to rely on themselves and avoid asking for help with any of these social or 

academic challenges, even when the participants stated they were aware of the resources 

that were available to them (Cabrera et al., 2016). Even more surprising, Cabrera et al. 

(2016) found that the participants engaged in self-limiting behaviors (e.g. avoiding 

seeking help) that manifested from masculinity, even when they were aware of the sexist 

assumptions of those behaviors. However, Cabrera et al. (2016) identified that these types 

of behaviors are rooted in a fear of being seen as vulnerable, and that there is a need for 

practitioners to engage with Latino male college students with discussions of these fears, 

due to the unlikeliness that they will bring them up themselves.  

While Lucio (2014) identified a severe lack of literature about Latino males with 

disabilities and what impacts their academic achievement, one study was identified that 

examined Latino males with learning disabilities reluctance to ask for help with problems 

and where they choose to seek out support. Morrison, Laughlin, Smith, Ollansky and 

Moore (1992) investigated the preference for social supports among Latino male 

adolescents in middle school with mild learning handicaps (n=11) as compared to Latino 

males who were not diagnosed with handicaps (n=22). The term handicaps was used 

specifically in this study as an umbrella term to include learning disabilities as well as 

various cognitive disabilities. A questionnaire was read to students, which included 
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everyday common stressors/challenges (e.g. school work, feeling down, etc.) and 

required the students to indicate where they would seek support. The choices for whom 

they would seek support, (e.g. who they would talk to) were, in no particular order (a) 

parent; (b) peer; (c) teacher; (d) adult outside school; (e) sibling; (f) nobody. Latino male 

students with handicaps indicated that they were more likely to choose (f) nobody than 

their non-handicapped peers with regards to academic challenges, such as schoolwork, up 

to 50% of the time (Morrison et al., 1992). Latino males with handicaps in this study also 

indicated a low tendency to choose a “teacher” as someone from which to seek support 

about academic issues, such as school work, as little as 10% of the time (Morrison et al., 

1992). The results from the study conducted by Morrison et al. (1992) indicated a 

substantial reluctance of Latino male students with mild learning handicaps to avoid 

asking a teacher for help, or avoid asking for help altogether, especially when it came to 

academic related issues.  

A Lack of Support 

Unfortunately, Lucio (2014) identified that evidenced based programs focused on 

the academic success of Latino males with disabilities are few in number. The 

Achievement for Latinos though Academic Success (ALAS) is a project which focused 

on the prevention of Latino students with disabilities from dropping out of high school, 

and is one of the only programs to include students with disabilities (Lucio, 2014). With 

regards to college programs, Mentoring to Achieve Latino Educational Success 

(MALES) is a multi-faceted research and mentoring program that was established at the 

University of Texas at Austin in the fall of 2010 by Dr. Victor B. Sáenz, Dr. Luis 

Ponjuan, and Dr. William Serrata. However, project MALES does not have any specific 
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focus on Latino male students with disabilities. Due to evidenced based programs that 

focus on providing support for Latino male students with disabilities being few in 

number, there is a need to examine strategies which could contribute to the academic 

success of these students. 

Current laws focus only on mandates, such as accommodations, for students with 

disabilities in the K-12 environment that do not require being requested individually; 

access to these same accommodations in the postsecondary environment require the 

student request them. The current literature identifies many socio and academic 

challenges of Latino males both prior to, and upon entry into postsecondary settings. In 

addition, it is clear that the current literature reflects a lack of, as well as a need for, 

research that examines strategies or programs that could assist in improving the 

postsecondary academic and social experiences of Latino males with learning disabilities, 

particularly ones that focus on help-seeking behaviors.  
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CHAPTER 3: METHOD 

The purpose of this study was to examine the effects of a self-advocacy 

intervention on Latino male college students’ ability to request academic 

accommodations. This study focused on teaching Latino male students about their 

learning disability and how to request these accommodations. A multiple probe across 

participants design was used to observe the behavior of each individual participant being 

monitored.  

Replication 

According to Sidman (1960), the best way to test the reliability of data is to 

replicate the study in which it was gathered. Gast (2010) acknowledges that replications 

of research studies serve to expand the current knowledge of the topic being studied, and 

identify if the results of said study are reliable across different groups of participants. 

Furthermore, if the outcome of an intervention cannot be reliably reproduced across a 

variety of participants under similar conditions, it is not likely that the intervention will 

be seen as valuable (Gast, 2010).  

The methodology of this study was an inter-subject direct replication of the 2007 

dissertation research study of Allison Walker, Ph.D., titled, Effects of a Self-Advocacy 

Intervention on African-American College Students’ Ability to Request Academic 

Accommodations. An inter-subject direct replication is defined as the replication of the 

experimental effect with different participants (Gast, 2010). Whereas the participants in 

Walkers’ 2007 study were African-American male college students with learning 

disabilities, the participants of the current study were Latino male college students with 

learning disabilities. Also, this study also follows the guidelines Gast (2010) established 
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for single subject study replication, which are (a) keeping participants location, materials, 

format, etc, constant from Walker’ 2007 study to the current study; (b) examining a 

similar dependent variable; (c) having participants similar in chronological age; cognitive 

functioning, and sensory abilities; (d) using the same independent variable.  

The replicated methodology includes all data collection procedures, all 

instructional materials, and the experimental design from Walkers’ original 2007 

dissertation. In addition to all of the data collection procedures, (e.g. baseline, 

intervention, generalization and follow-up probes, interobserver reliability, procedural 

reliability, and social validity), all surveys, letters of consent, and other data collection 

tools used for this study that were originally created by Walker (2007) were used with her 

permission. 

Preparing to Conduct the Study 

Prior to the beginning of this study, the researcher initiated the process of 

determining if human subjects review was needed from the University of Arizona’s 

Internal Review Board (IRB). Initially, the researcher completed and submitted the 

Determination of Human Research form to IRB on September 1st, 2015. On September 

3rd, 2015, the IRB replied via email (see Appendix A for IRB notification) and indicated 

that IRB human subjects review would not be necessary. The researcher informed his 

dissertation committee chair, Dr. Todd Fletcher, of IRB’s decision and then began the 

process for recruiting participants.  

Initially, the researcher sought to recruit participants via the Department of 

Mexican American Studies at the University of Arizona. The researcher created a 

recruitment poster, (see Appendix B for student recruitment flyer) and approached 
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instructors in the Department of Mexican American Studies and these instructors agreed 

to email out the recruitment poster to their classes. After approximately one week, there 

were no responses to the initial email of the recruitment poster. The researcher then met 

with the director of the disability resource center (DRC) and explained the research study 

and need for participants. The director of the DRC agreed to post the recruitment poster 

to the DRC listserv. Six students responded and indicated that they were interested in 

participating. Of the six students who responded, one was eliminated because he 

identified as Caucasian/Non-Latino. Of the five remaining, three students were chosen at 

random to complete the study, and the two who were not chosen agreed to be alternates, 

should any one of the original participants be removed from the study or voluntarily 

withdraw. The three students who were chosen at random completed the study; alternates 

were not needed. The researcher also met with the director of the Strategic Alternative 

Learning Techniques (SALT) center at the University of Arizona to ask if he would help 

in recruiting a group of their strategic support specialists to provide social validity 

feedback on the research study. The director of the SALT center had his assistant email 

the support specialists and three volunteered to participate. The researcher then emailed 

each learning specialist to explain the research study and set up a time to collect data.  

Once the participating students were identified, the researcher contacted each one 

via email to meet in person. This initial meeting consisted of a more detailed description 

of the research study, along with obtaining student informed consent (see Appendix D for 

student informed consent). Even though IRB oversight was not required for this study, 

informed consent was still obtained to make sure participants were informed of the 

details of the study, as well as their right to withdraw from the study voluntarily. Also at 
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this initial meeting, the researcher informed the participating students of the $100.00 

compensation that they would receive upon completion of the research study. Once 

consent was obtained, the participating students were asked to select two of their current 

instructors in a class which they were receiving an accommodation, but had not initially 

approached the instructor to request it. The participating students were asked to select 

their first choice, and then a second instructor as their second choice, in the event that 

their first choice was not willing or able to participate.  

Once the participating students identified their choice of instructors, the 

instructors were then notified, and the researcher met with each instructor in person to 

explain the research study and to obtain consent (see Appendix E for course instructor 

informed consent). All three instructors who were initially contacted were interested in 

and consented to participating in the research study. 

Participants  

The study included three students who met the following criteria: (a) Male; (b) 

first-year college student (freshman), (c) self-identify as Latino, (d) have a diagnosed 

learning disability or attention challenge that is impacting academic abilities; (e) be 

currently registered with the DRC; (f) and have little to no experience of asking an 

instructor for an academic accommodation in college. A grade point average (GPA) of 

2.0 was a criteria in the previous study (Walker, 2007), however, because all of the 

participating students were first-year students, and data were gathered during their first 

semester, they did not have a documented GPA to report. Also, the qualification of being 

a first-year college student was selected based on a suggestion from Walker (2007) that 

future research with this particular self-advocacy intervention should focus on first-year 
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students who have limited experience with requesting academic accommodations. The 

two students who were selected as alternates also met the criteria as well. As previously 

mentioned, one student was eliminated because he identified as Caucasian/Non-Latino, 

and the alternates did not participate in the study. 

Daniel. Daniel was an 18 year old male who identified as Latino, and a first-year 

university student in his first semester. He was diagnosed with epilepsy when he was 11 

years old. Due to his experiences with epilepsy, Daniel developed generalized cognitive 

difficulties, which led to him being diagnosed with a learning disability his sophomore 

year of high school. Upon his diagnosis of a learning disability, his high school 

implemented a 504 plan to grant him accommodations, which were extended time when 

taking tests and some assignments, and a note taker when needed. Growing up, Daniel 

spoke both English and Spanish in the home, and he considers himself bilingual. Daniel 

noted that his mother mainly spoke and currently speaks to him using Spanish, and that 

his father mainly spoke and still speaks to him using English. When Daniel participated 

in this study, he was taking the following courses: General Chemistry, Pre-Calculus, 

Biochemistry, and First-semester English. In two of his classes, Daniel was receiving the 

accommodation of extended time when taking tests. However, this accommodation was 

arranged with Daniel’s instructors via the DRC; Daniel did not request this 

accommodation from his instructors in person. For the purpose of this study, Daniel 

selected the accommodation of extended time when taking tests. He indicated that 

because it was the only accommodation he was currently receiving, he felt confident in 

his ability to explain why this accommodation was beneficial to him.  



                                                                                                                              44 

Martin. Martin was an 18 year old male who identified as Latino, and a first-year 

university student in his first semester. He was diagnosed with attention deficit 

hyperactivity disorder (ADHD) and auditory processing disorder (APD) at the end of his 

6th grade year in elementary school; he was 11 years old. Upon his diagnosis of ADHD 

and APD, his school qualified him for special education services and implemented an 

individualized education plan (IEP). In addition to special education services, Martin 

received accommodations, which were unrestricted use of a calculator, use of note cards 

or a word bank during tests, and extended time when taking tests. Martin also had some 

of his school work modified. For example, the number of math problems on homework 

were reduced if he could demonstrate mastery with a smaller number of problems. Martin 

grew up with Spanish speakers in the home (mother, father and grandmother), but noted 

that these speakers would communicate with him almost always in English. He stated that 

this was a choice his parents made for him and his siblings. Martin explained that he has 

moderate receptive skills (listening) in Spanish, but does not often speak Spanish. When 

Martin participated in this study, he was taking the following courses: Africana Studies, 

First-semester English, Math, Global Sustainability, and a major exploration workshop. 

In one of his classes, Martin was receiving the accommodation of extended time for tests. 

However, this accommodation was arranged with Martin’s instructors via the DRC; 

Martin did not request this accommodation from his instructor in person. For the purpose 

of this study, Martin selected the accommodation of extended time when taking tests. He 

indicated that because it was the only accommodation he was currently receiving, he was 

familiar with it and felt comfortable having to request it.  
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George.  George was an 18 year old male who identified as Latino, and a first-

year university student in his first semester. He was diagnosed with attention deficit 

hyperactivity disorder (ADHD) his junior year of high school. Upon his diagnosis of 

ADHD, his high school implemented a 504 plan to grant him accommodations, which 

was extended time when taking tests and some assignments. George grew up with his 

mother as the only Spanish speaker in the home; he noted that English was the dominant 

language when communicating with family members. When George participated in this 

study, he was taking the following courses:, Philosophy, Sociology, Anthropology, First-

semester English, and Management & Information Systems. In one of his classes, George 

was receiving the accommodation of extended time for tests. However, this 

accommodation was arranged with George’s instructors via the DRC; George did not 

request this accommodation from his instructor in person. For the purpose of this study, 

George selected the accommodation of extended time when taking tests. He indicated 

that because he received extended time when taking tests in high school, he was most 

familiar with it, which is why he chose it for this study.   

Setting 

The primary setting for this study was in two locations at the University of 

Arizona in Tucson; the researchers’ office and in a small conference room. The baseline 

data were gathered using role-plays, and took place in the researcher’s office, in order to 

provide a realistic environment when talking to an instructor. The intervention took place 

in a small conference room that provided a private area where the researcher and the 

student would not be disturbed.  
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Researcher 

For this study, the researcher was the sole individual who administered the 

intervention, gathered and analyzed all the data, and produced this manuscript. He is a 4th 

year doctoral candidate at the University of Arizona in the department of Disability & 

Psychoeducational Studies. He holds two masters degrees, one in special education from 

Arizona State University, and the other in American Sign Language Interpretation from 

Gallaudet University. He has three years of experience as a Special Education teacher in 

elementary as well as high school settings.  

Instructional Materials  

Two items were chosen as instructional materials; a 48 minute video titled, 

“Transitions to Post Secondary Learning” (Coull & Eaton, 1998), and the self-advocacy 

portion of The Self-Advocacy & Conflict Resolution Training (SACR): Strategies for the 

Classroom Accommodation Request (Rumrill, Palmer, Roessler & Brown, 1999). These 

were also the same instructional materials used in the Walker study (2007).  

Transitions to Post Secondary Learning. (Previously titled: Transitions to 

Postsecondary Learning for Students with Learning Disabilities and/or Attention Deficit 

Disorders). This was a 48-minute instructional video in DVD format. According to the 

description of the video: 

Eight college students with specific learning disabilities and/or attention deficit 

disorder discuss the transition from high school to postsecondary learning 

environments. Hosted by actor/musician Jim Byrnes, the students deliver 

powerful messages about self-advocacy, transition planning, learning strategies 
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and the differences between high school and postsecondary environments (Coull 

& Eaton, 1998, p.2).  

This video covers three main topics; the process of learning, what a learning 

disability and attention disorder is, and the steps to take to self-advocate for one’s self. 

Interviews with eight college students with various learning disabilities and/or attention 

challenges presented personal narratives interwoven with direct instruction on learning, 

learning disabilities, and self-advocacy. This was followed by a dramatic demonstration 

of a student using self-advocacy skills in order to request an accommodation. Due to the 

three participating students meeting the criteria of being first-year students and having 

little to no experience with self-advocacy, this video provided context in order to increase 

the potential of the participating students better understanding their own learning 

disabilities and attention challenges, as well as the mechanics of successful self-advocacy 

behaviors, prior to the instruction of the intervention. 

  The Self-Advocacy & Conflict Resolution Training (SACR): Strategies for 

the Classroom Accommodation Request. The SACR (Rumrill et al.,1999) was 

developed at the Department of Rehabilitation at the University of Arkansas as part of a 

3-year federal transition grant called Project Accommodations Planning Training (APT) 

originally under the Office of Special Education Programs (OSEP). As described in the 

foreword of the SACR, “The Self-Advocacy and Conflict Resolution Training brings 

together two approaches to enhancing the skills that students need to request classroom 

accommodations from their instructors. In the self-advocacy phase of the training, 

students learn how to initiate an accommodation request and provide helpful information 

about their needs” (Rumrill et al., 1999, p.1). As it states in the title, the SACR training 
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program consisted of a self-advocacy module and a conflict resolution module. 

Participating students only received instruction from the self-advocacy module, due to the 

goals of this study focusing solely on self-advocacy skills. The self-advocacy module, 

(see Appendix K for the self-advocacy portion of the SACR), contained seven lesson 

plans, each scripted to contain an (a) introduction of the skill(s), (b) goal of the skill(s), 

(c) examples of the skill(s), (d) modeling and practicing of the skill(s), and finally (e) a 

role-play of the skill(s). Each lesson plan contained between one to three skills coming to 

a total of 17 original target behaviors identified by the authors of the SACR (Rumrill, et 

al., 1999) as necessary for students to self-advocate for themselves when requesting 

classroom accommodations.   

Experimental Design 

The design of this single subject study was a multiple probe, multiple baseline 

design, and included gathering of generalization, as well as follow-up data across 

participants. Data gathered from this study were used to determine the effects of the self-

advocacy intervention on Latino male students’ abilities to request an accommodation. 

The design was chosen due to the independent variable being an instructional 

intervention (SACR), which cannot be removed. Therefore, any single subject design that 

would potentially include a withdraw component would not be possible to implement 

with an independent variable being an instructional intervention. A multiple baseline 

design, which allows for repeated measures of a dependent variable over a prolonged 

period of time, was used to establish a functional relationship between the independent 

and dependent variables (Gast, 2010). This was accomplished by multiple probes being 



                                                                                                                              49 

administered during the baseline phase as well as the intervention phase, and a final 

follow-up phase.  

Dependent variables. The dependent variables were the number of 11 target 

behaviors from the previously mentioned SCAR, as correctly demonstrated by 

participants during baseline, follow-up and instruction, as well as the generalization of 

the 11 behaviors in an real life setting. The baseline, intervention, and follow-up data 

collection used role-play probes to assess the self-advocacy skills of each participant, 

based on these 11 target behaviors. The 11 target behaviors were the following:  

*Greet Instructor (not required)  

1. Identify disability 

2. Explain needs functionally 

3. Mention previous accommodations 

4. Explain benefits of past accommodations 

5. Request use of accommodations 

6. Identify resources and how they help 

7. Explain what you will do 

8. Ask for agreement 

9. Affirm agreement 

10. Restate accommodations 

11. Clarify your role or instructor’s role 

*Close with positive statement (not required) 

As illustrated in Figure 1, the SACR contained seven individual lessons, listed in 

the far right column. These seven lessons addressed a total of 17 target behaviors 

necessary for requesting accommodation, listed in the middle column. However, only 11 
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were observed and recorded for the purposes of this study. The core 11 behaviors, listed 

in the far left column of Figure 1 excluded the three behaviors of the opening greeting 

(i.e. greet Instructor, introduce by name, and refer to specific class) and the two behaviors 

of the closing statement (i.e. close with positive statement, express appreciation). This 

was due to Walker (2007) excluding these same five behaviors, and the researcher 

wanted to precisely replicate this methodology. Also, behavior 11 (i.e. clarification) 

could include two possible behaviors; clarification of the student’s role and/or the 

instructor’s role, depending on the type of accommodation being requested and the 

resources necessary for said accommodation. For example, when requesting extended 

time on tests, the role of the student is to make an appointment at the disability resource 

center, while the request for a note taker requires the instructor to take the role of 

identifying a student in the class who would be willing and able to take notes. For the 

purposes of this study, whatever demonstration of clarification by the student, of their 

role and/or their instructor’s role, was counted in the single category of clarification.  

The second dependent variable was the ability for the participating students to 

generalize the 11 target behaviors learned in the intervention to request an academic 

accommodation from an instructor. This was measured by using the same instruments 

(see Appendix F for requesting academic accommodations checklist) of data collection 

that were used in the baseline, but with slightly different procedures, due to the researcher 

not making the observations in person. Once each participating student reached criterion 

two session in a row, the participating students were asked to request the accommodation 

they chose from the instructor they nominated. Prior to this, the researcher obtained 

consent by asking each instructor to read and sign a letter of consent (see Appendix E for 
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course instructor informed consent). The student then made an appointment to meet with 

their instructor, and then used the appointment time to request the accommodation from 

their instructor. Immediately following this meeting between the instructor and the 

participating student, the student would send a text message to the researcher letting him 

know that the meeting had concluded. The researcher would then place a phone call to 

the instructor and interview them using the data collection form (see Appendix F) and 

asked the instructor if the student had demonstrated the 11 target behaviors. Instructor 

responses were recorded on the data collection form.    

Figure 1. Topic Map for Self-Advocacy portion of the SACR  

 Module 17 Behaviors 11 Target Behaviors 

 

 

1. 

 

2. 

 

 

3. 

 

4. 

 

5. 

 

 

6. 

 

7. 

 

 

Introduction 

 

Disclosure 

 

 

Solution 

 

Resources 

 

Agreement 

 

 

Summary 

 

Closure 

 

 

1. Greet Instructor  

2. Introduce by name                               

3. Refer to specific class 

4. Identify disability status                       

5. Explain needs functionally                     

6. Mention previous accommodations       

7. Explain benefits of past accommodations     

8. Request use of accommodations  

9. Identify resources and how they help  

10. Explain what You will do  

11. Ask for agreement   

12. Affirm Agreement    

13. Restate Accommodations     

14. Clarify your role  

15. Clarify instructors role   

16. Close with positive statement 

17. Express appreciation 

 

 

Greeting (*) 

 

 

Disclosure (1) 

Functional Explanation (2) 

Accommodations: identify (3) 

Accommodations: benefit (4) 

Request (5) 

Identify (6)  

Student responsibilities (7) 

Agreement: Ask   (8) 

Agreement: Affirm (9) 

Restate (10) 

Clarify – As appropriate (11) 

 

Positive 

statement/Appreciation (*) 

 

*(not required) 

 

Independent Variable. As previously mentioned, the two instruments that serve 

as the independent variable were the Self-Advocacy and Conflict Resolution Training 

Lessons (SACR) and a video titled Transitions to Postsecondary Learning. 
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Data Collection Procedures 

Procedures with regards to the number of baseline probes, when each of the 

participating students were to begin the intervention and when probes would be 

administered were replicated from Walker’ (2007) dissertation. She described this as 

follows:  

Each student received a traditional baseline of at least three consecutive data 

points. When one student reached a stable baseline across at least three data 

points, the intervention was introduced for that student. During the last 15 minutes 

of sessions one and three in the intervention phase, the student was given a probe. 

When the first student reached a criterion of 100% correctly demonstrated target 

behaviors for two consecutive days, a probe was administered to the remaining 

two students to determine who would receive the intervention next. Once the 

second student reached criterion, intervention began with the third student. 

(Walker, 2007, p. 67)   

Internal validity. Gast (2010) noted that targeting participants at different times 

of the day is a way to reduce the chances of participants’ behavior influencing the 

behavior of other participants in the study. Therefore, in order to minimize the possibility 

of the behavior of the participating students influencing each other, the sessions of each 

participating student were scheduled separately from each other. The goal of this was to 

reduce any chance the students would interact and share any information about the 

intervention, and possibly influence the outcomes of the intervention. Gast (2010) also 

identified a strategy used to determine when to introduce the intervention to the next 

participant, by using an established criterion that the previous participant achieves. This 
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avoids any arbitrary decision of when to introduce the intervention, such as a certain 

number of days (Gast, 2010). A pre-determined criterion of demonstrating the eleven 

target behaviors for two consecutive days was established (Walker, 2007); when a 

participant reached this criterion, the intervention was then administered to the next 

participant. Finally, in order to demonstrate experimental control across participants, two 

qualifications for involvement in this study were crucial: a) be a first-year college student 

in their first semester and b) have limited to no experience with requesting an 

accommodation from an instructor. With limited to no previous experience with 

requesting accommodation from their instructors, it would be unlikely the participants 

would have any established strategies for requesting accommodations. These two 

qualifications aimed to limit any previous experience in requesting accommodations from 

their instructors that could have impacted the outcome of the intervention.  

Baseline. Baseline data were gathered using a role-play probe, and data were 

recorded using a yes/no checklist for each of the corresponding 11 behaviors (see Appendix 

F). During the role-play scenario, the researcher played the role of a college instructor who 

is unfamiliar with the participating student as well as their need for an accommodation. 

The participating student was asked to demonstrate how they would explain their disability 

and ask one of their instructors for an accommodation. Prior to the role-play session, the 

researcher informed the participating students that feedback would not be provided to them 

during these sessions, and that they should approach the session as a real life situation. 

Each participating student would then initiate the role-play scenario by knocking on the 

researcher’s office door and greeting the researcher as the instructor. All role-play sessions 

were videotaped so that interobserver data could be collected. Once the session was 
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complete, the researcher viewed the videotaped session and identified which of the 11 

behaviors were demonstrated using the yes/no checklist.  

Intervention. The intervention consisted of two components: the self-advocacy 

portion of the Self-Advocacy and Conflict Resolution Training Lessons (SCAR) and the 

self-advocacy instructional video titled, “Transitions to Postsecondary Learning.”  

The initial sessions began by having each student watch the self-advocacy 

instructional video. Once this was completed, the participating students met with the 

researcher and discussed the accommodations that were determined by the disability 

resource center, and for the participating student to choose one accommodation to focus 

on during the instruction of the intervention and to request from an instructor of their 

choice.  

At this point, the researcher began using the SACR scripted lesson plans with 

each participating student. Each session was approximately 15 – 20 minutes. The seven 

lesson plans from SACR centered on self-advocacy skills, and were presented in three 

sessions; Session 1 (modules 1-3) session 2 (module 4-5) session 3 (modules 6-7). In 

addition, the researcher also developed a color-coded, single sheet guide (see Appendix 

M for single sheet guide) for all seven lessons to give the participating students a visual 

tool in order to follow the lessons. The color coding aligned with three colors of a traffic 

light; green to proceed, yellow to pause and wait to proceed, and red to stop. The portions 

of the lesson that required the participating student to address the instructor were colored 

green, while the questions (i.e. agreement) were colored yellow, and the closure was 

colored red. This tool was only available during instruction of the intervention and was 
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not available to participating students during baseline, intervention or follow-up probes, 

nor was it made available to participating students during the generalization probe.  

Each session was cumulative; the self-advocacy skills taught in the previous 

lesson were practiced along with the self-advocacy skills learned in current lessons. Each 

session began with the researcher describing the skill to be taught in that lesson, with a 

brief review of skills taught in previous lessons. Next, the researcher would explain the 

goal of the skill that was going to be taught. For example, lesson 3 had three goals: (a) 

cite an accommodation that the student has identified as effective; (b) state the benefit to 

you; and (c) make a request, in statement form, to use the accommodation in the class 

(e.g. I think this accommodation would be a benefit for me in this class). After the goals 

were identified, the researcher then provided examples of the skill/target behavior to the 

participating student. The researcher would use the previously provided examples to 

model the skill/target behavior to the participating student. Once the researcher 

completed modeling the skill/target behavior, the researcher would follow discussion 

prompts in the lessons to talk about the skill/target behavior to make sure the 

participating student recognized the function of the skill/target behavior. After the 

instruction was complete, the researcher then asked the participating student to participate 

in a role-play, demonstrating the skill/target behavior that was demonstrated by the 

researcher. The researcher completed several role-plays with each participating student, 

in order to clearly determine that the participating student had mastered the skill/target 

behavior of the lesson. Once the researcher concluded the role-plays, they would briefly 

review the skill/target behavior by summarizing the content of the lesson, and highlight 

the skills learned.  
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On day three, the researcher completed lesson seven, which was the final lesson 

of the SACR, a role-play probe was administered. On this day, the researcher instructed 

the student to engage in a role-play where they would demonstrate all eleven target 

behaviors and request the accommodation they chose prior to the beginning of the study. 

The participating student was also informed that the researcher would not provide any 

feedback during the role-play. The day after the last lesson following a role-play probe, a 

second role-play probe, following the same criteria, was administered when the 

participating student was able to demonstrate all 11 target behaviors during the probe, 

with a criterion of 100% accuracy, for these two consecutive days, the researcher would 

then conclude the intervention portion of data collection, and begin the steps to 

administer the generalization probe.  

Generalization. The generalization probe was administered once the participating 

student reached mastery criterion of 100% accuracy. The researcher asked the 

participating student to set up an appointment with the instructor they selected, and that 

during this appointment they would use the skills they had learned in order to request the 

accommodation. The researcher asked the participating student to send a brief text 

message stating, “I finished the meeting with my instructor.” immediately following the 

meeting with their instructor. Upon receiving this text message, the researcher would then 

place a phone call to the instructor and interview them using the scoring guide for the 11 

target behaviors (see Appendix F). The instructors responses based on the students 

demonstration of the target behaviors was recorded on the scoring guide.  

Maintenance. Following the completion of the generalization probe, a 

maintenance probe was administered to all participating students to determine if the 
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students had maintained the self-advocacy skills well after the completion of the 

intervention instruction. The maintenance probe was administered at least one week after 

the end of the intervention phase when the participating student had demonstrated all 11 

target behaviors with 100% accuracy. The maintenance probe used the same procedures 

of the baseline probes; participating students were asked to participate in a role-play 

session where the researcher would play an instructor, and the student would demonstrate 

how they would request the accommodation.  Upon completion of the maintenance 

probe, students were provided with general feedback with regards to how well they 

demonstrated the 11 target behaviors for this particular probe by the researcher.  

Social validity. According to Carter (2010) social validity, “…refers to the 

evaluation of the degree of acceptance for the immediate variables associated with a 

procedure or program designed to change behavior” (p.1). According to Kazdin (1977) 

and Wolf (1978) social validity data can indicate the level of social importance of the 

target behaviors being studied, as well as how this social importance is perceived. 

Subsequently, Horner et al. (2005) stated that if a dependent variable is identified as 

socially important, it has greater social validity, and identified social validity as a quality 

indicator of single subject research. A common method gathering data that indicates 

social validity is to, “…ask those receiving, implementing, or consenting to a treatment 

about their opinions of the treatment” (Carter, 2010, p.1). A survey administered by the 

researcher is one way to gather this type of social validity data (Schwartz & Baer, 1991). 

Social validity data were collected on the outcomes of the study by evaluating the 

views of the effects of the intervention of three different groups: the participating 

students, the participating students’ course instructors and a panel of three support 
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specialists who work with college students with learning disabilities and attention 

challenges.  

The participating students were given a survey (see Appendix I for student social 

validity survey) using a Likert scale (4=strongly agree, 3=agree, 2=disagree, 1=strongly 

disagree) as well as open ended questions in order to rate the outcome of self-advocacy 

intervention (i.e. The self-advocacy intervention helped me explain my learning disability 

and academic needs. If so, how?). In addition, participating students were also given a 

survey (see Appendix G for requesting academic accommodations social validity survey) 

and asked to rate on a Likert scale (4=Very Important, 3=Important, 2=Somewhat 

Important, 1=Not Important) the importance of each of the 11 target behaviors, including 

the behaviors not documented (i.e. greeting and closing statement). Participating students 

were given the second survey based on a suggestion from Walker (2007) to have each 

student rate the target behaviors as to provide information as to why they may or may 

have not generalized and/or maintained the target behaviors. 

The instructors of the participating students were given a survey (see Appendix H 

for course instructor social validity survey) using a Likert scale (4=strongly agree, 

3=agree, 2=disagree, 1=strongly disagree) to rate the students’ demonstration of self-

advocacy skills in general (i.e. The student was polite when he/she approached me, The 

student explained his/her needs clearly.) and whether or not they would be inclined to 

grant the request for the accommodation, based on the self-advocacy behaviors they 

observed (i.e. Given the way the student approached me when requesting the 

accommodation, I was inclined to provide the accommodation. Why or why not?). In 

addition, participating students’ course instructors were also given a survey (see 
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Appendix G) and asked to rate on a Likert scale (4=Very Important, 3=Important, 

2=Somewhat Important, 1=Not Important) the importance of each of the 11 target 

behaviors, including the behaviors not documented (i.e. greeting and closing statement).  

In order to gather further social validity data for this study, a panel of three 

strategic support specialists were recruited from the Strategic Alternative Learning 

Techniques (SALT) center at the University of Arizona. The SALT center is a tuition-

based organization that provides support services for students with learning and attention 

challenges. The strategic support specialists at the SALT center provide individualized 

support services to over 500 students with learning and attention challenges. These 

support specialists were chosen to provide social validity data for two reasons. First, they 

mainly work with students with learning disabilities and attention challenges, and in 

doing so, have significant amount of experience in using various instructional and 

behavioral interventions with their students based on their students’ needs. Second, all 

three participating students in this study have a diagnosed learning disability or attention 

challenge; the support specialists, having worked with students with similar diagnoses, 

have the potential to provide valuable feedback as to the effectiveness of an intervention 

being used to teach students who have similar backgrounds to the ones they are currently 

working with. The panel of support specialists were given a brief overview of the self-

advocacy lessons of the SACR, and shown videos (pixelated for the privacy of the 

participating students) of two randomly selected participating students’ baseline and 

follow-up probe. They were then given a survey (Appendix G) and asked to rate on a 

Likert scale (4=Very Important, 3=Important, 2=Somewhat Important, 1=Not Important) 

the importance of each of the 11 target behaviors, including the behaviors not 
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documented (i.e. greeting and closing statement). The panel of support specialist were 

also given a survey (see Appendix J for strategic support specialists social validity survey 

see) using a Likert scale (4=strongly agree, 3=agree, 2=disagree, 1=strongly disagree) to 

indicate if they perceived the SACR as valuable, and if they would be likely to choose the 

self-advocacy intervention as a resource when working with students with learning 

disabilities and attention challenges (i.e. I would use the self-advocacy intervention as a 

resource with future students who need assistance with requesting accommodations. Why 

or Why not?)  

Interobserver reliability. Interobserver reliability data were gathered by a 

second-year doctoral student, who used the requesting academic accommodations 

checklist (see Appendix F). The second-year doctoral student served as the second 

observer, and was given an overview of the SACR, and then trained on the use of the 

requesting academic accommodations checklist prior to the interobserver reliability data 

being gathered. The second observer was asked to practice by viewing two role-play 

sessions, one baseline, one intervention; these ratings were not included in the 

interobserver reliability data. After agreement for the two practice viewings were 100% 

between the second observer and the researcher, the second observer then viewed three 

randomly selected video recorded role-play sessions for each student; one from the 

baseline, intervention and maintenance sessions, representing approximately 10 % of the 

total sessions, and indicated on the data collection form which of the target behaviors 

were demonstrated, and which ones were not demonstrated. The agreement percentage 

was calculated by dividing the smaller number of agreements by the total number of 

target behaviors, which was eleven. For example, a total number of agreed on behaviors, 
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either being demonstrated or not demonstrated, of 10, would be divided by the total 

number of target behaviors, 11, which would result in a 91% interobserver agreement.  

Procedural reliability. A second year doctoral student trained in the critical 

aspects of the delivery of the intervention (e.g. SACR) gathered procedural reliability 

data. The doctoral student viewed videotapes of one randomly selected intervention 

lesson per participant, for a total of three lessons, to control for possible researcher error. 

The observer used a checklist that outlined the necessary aspects of the delivery of 

instruction (see Appendix L for procedural reliability form) to indicate what aspects of 

the delivery of the intervention were observed. The doctoral student used the letter x to 

indicate that the researcher taught the portion of the lesson correctly, and the letter o to 

indicate that the researcher taught the portion of the lesson incorrectly. 
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CHAPTER 4: RESULTS 

The results from the data collected, including effect data, reliability data, and 

social validity data will be discussed as they relate to each of the five research questions 

of this study. Visual representation of the data collected will include tables as they pertain 

to each data set. 

Interobserver Reliability 

Interobserver reliability scores for three baseline probes were 91%, 91% and 

100%, which resulted in a mean of 89%. Interobserver reliability scores for three 

intervention probes (where participants were demonstrating all 11 behaviors after 

receiving the full intervention) were 100% for each probe. Interobserver reliability 

scores for three maintenance probes were also 100% for each probe. Due to 

generalization probes not being videotaped, the researcher and second observer could 

not collect reliability data, therefore interobserver reliability for the generalization 

probes was not collected. 

Procedural Reliability 

In order to collect procedural reliability data on the implementation of the 

independent variable, the second observer watched three randomly selected 

videotaped sessions of the researcher delivering the intervention to participants; the 

second observer observed the researcher one time per participant. Procedural 

reliability was 100% for all three of the instructional sessions. 

What are the effects of a self-advocacy intervention for requesting academic 

accommodations in a role-play situation on Latino male college students’, with learning 

disabilities and/or ADHD, ability to request accommodations, both during instruction of 

and after the intervention has concluded? 
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The effects of the independent variable (SCAR) on students’ ability to request 

accommodations in a role-play situation are presented in Figure 2. 

 

Figure 2. Number of Correctly Demonstrated Target Behaviors 
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A visual inspection of the graph shows a functional relationship between the self-

advocacy intervention and an increase on each student’s ability to request an academic 

accommodation. 

Daniel.  During baseline, Daniel’s scores were stable and ranged from 2 -3 with a 

mean of 2.3. Even though the third baseline data point indicated a slight upward trend, 

(increasing from 2 to 3), it is far outweighed by the significant increase following the first 

instructional probe (increasing from 3 to 5) and the second instructional probe (increasing 

from 5 to 9). After the intervention was introduced, data indicated a change in level and 

an ascending trend. During probe session 6, Daniel reached mastery criterion for two 

consecutive days. One week after the intervention phase ended, maintenance data 

indicated no decrease in performance; he maintained 100% of the target behaviors. 

Martin. During baseline, Martin’s scores were on a slightly descending trend and 

ranged from 2 -3 with a mean of 2.25. After the intervention was introduced, data 

indicated a change in level and an ascending trend. During probe session 9, Daniel 

reached mastery criterion for two consecutive days. One week after the intervention 

phase ended, maintenance data indicated no decrease in performance; he maintained 

100% of the target behaviors. 

George. During baseline, George’s scores were stable, consistently scoring 3, 

with a mean of 3. After the intervention was introduced, data indicated a slight change in 

level and an ascending trend. During probe session 13, Daniel reached mastery criterion 

for two consecutive days. One week after the intervention phase ended, maintenance data 

indicated no decrease in performance; he maintained 100% of the target behaviors. 

What are the effects of a self-advocacy intervention on Latino male students’ 

generalization of these skills to a real life setting? 
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The effects of the self-advocacy intervention on students’ ability to request 

accommodations in a real life setting are presented in Figure 1. The data indicated that all 

three participating students demonstrated a complete transfer of skills to the real life 

setting, demonstrating 11 out of 11 target behaviors.  

Social Validity 

Social validity data were collected on the study’s outcomes by evaluating the 

views of the participating students, their course instructors, as well as support specialists 

from the Strategic Alternative Learning Techniques (SALT) center. The mean of the 

reported scores from the social validity surveys were calculated to the hundredths 

decimal place, and the digit at the hundredths place was dropped. If the hundredths place 

of the results were more than 5, standard rounding procedures were employed and the 

tenths place was rounded up one. For example, results of 3.67, the tenths place was 

changed to 7, for a score of 3.7. Consequently, the results of 3.33, the tenths place 

remained unchanged for a score of 3.3. 

What are the Latino male college students’ perspectives about the effects of the 

intervention on their use of advocacy skills and success in acquiring needed 

accommodations? 

After completion of the study, participating students were provided two surveys; 

the first was the student social validity survey, which asked participating students about 

how they viewed the effects of the intervention in their ability to request accommodations 

using a 4 point Likert scale (4=strongly agree, 3=agree, 2=disagree, 1=strongly disagree) 

along with open ended questions. (e.g., why or why not?) As seen in Table 1, score totals 

ranged from 18 – 19, with a mean of 18.4. A majority of 8 out of a possible 12 scores for 

the individual items 1 – 4 were given a score of 4 (4=strongly agree) by participating 
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students, while the remaining 4 out of 12 possible scores were given a 3 (3= agree). Items 

1 through 3 did not receive unanimous scores, however, items 1 and 3 did receive a score 

of 4 twice (4, 4, 3 and 4, 3, 4 respectively), resulting in means of 3.7, with item number 2 

receiving the lowest overall scores (3, 3, 4), resulting in a mean of 3.3. Item 4 did receive 

a unanimous score of 4, indicating that all three participating students strongly agreed 

that they would employ the strategies learned in the self-advocacy strategy in future 

situations that would require them to request for accommodations. With scores for all 

items being at least 3, and a majority of the scores being 4, these data indicate that the 

self-advocacy intervention did have a positive effect on participating students’ ability to 

advocate for themselves by requesting accommodations in the academic setting.  

Table 1. Students’ Ratings on Student Social Validity Survey 

Item Daniel Martin George Mean 

1.  The self-advocacy intervention helped me 

explain my learning disability and academic 

needs. If so, how?  

4 4 3 3.7 

2.  The self-advocacy intervention helped me 

speak up for myself. If so, how? 

3 4 3 3.3 

3.  In future semester, I will ask my instructors 

for accommodations.  Why or why not?                 

4 3 4 3.7 

4.  I will follow the steps I was taught for 

requesting accommodations in future situations. 

Why or why not?              

4 4 4 4 

5. Successfully requesting accommodations from 

an instructor is something I would be proud of. 

4 3 4 3.7 

Total 19 18 18 18.4 

(4=Strongly Agree, 3=Agree, 2=Disagree, 1=Strongly Disagree) 

Answers to the open ended question in item 4 (i.e. Why or why not?) provided 

some insight as to why it was unanimously scored the highest. Both George and Martin 

documented that the self-advocacy intervention provided them with the necessary skills 

needed to know how to approach their professors. George documented that the strategies 
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in the self-advocacy strategy provide, “…a really reliable outline on how to approach a 

professor and how to talk about accommodations with them in a professional and mature 

manner.”, while Martin documented, “… [The self-advocacy strategy] is a good outline 

of how to approach and tell your professor.” Daniel similarly documented that, “They 

[the strategies in the self-advocacy intervention] give a good basis to work off of when 

students don't know how to ask and request accommodations for themselves.”  

Conversely, even though item 2 received the lowest mean with one score of 4 

(4=strongly agree) and two scores of 3 (3=agree), the participating students reflected 

positively in the open ended question. Their answers focused predominantly on the 

importance of communication. George documented that, “… [The self-advocacy 

intervention] helped me to explain my disability.”, while Daniel documented that the self-

advocacy intervention “[allowed me to] share my voice.” Also, Martin documented that 

the self-advocacy intervention taught him, “…the proper way to talk to a teacher.”  

An additional item, number five, was added to the original survey by the 

researcher. This item was added to gather data on the participating students’ perspectives, 

whether or not they would be proud of their success in requesting an accommodation. 

Item five received a score of 4 (4=strongly agree) from Daniel and George and a score of 

3 (3=agree) from Martin. These three scores indicate that all three participating students 

agreed without reservation, that they would feel pride in successfully requesting an 

accommodation from an instructor.   

The second survey provided to participating students was the requesting academic 

accommodations survey, which asked them to rate the importance of each of the 11 target 

behaviors on a four point Likert scale (4=very important, 3=important, 2=somewhat 

important, 1=not important). As seen in Table 2, with the exception of item 4 (i.e. explain 
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benefits of past accommodations) and item 11 (i.e. clarify your role or clarify instructor’s 

role), the participating students scored all items with a 4 (4=very important), including 

the two items that were not included in the 11 target behaviors during collection of probe 

data (i.e. verbal greeting and closing with a positive statement). Interestingly, Daniel was 

the only participating student who did not score item 4 and 11 with a 4. However, he did 

assign the same score to items 4 and 11, which was 3 (3=important). This resulted in a 

mean score of 3.7 for items 4 and 11, with all other items resulting in a mean score of 4. 

With all but two items receiving a score of 4, these data indicate that the participating 

students identified the 11 target behaviors of the self-advocacy intervention as being 

important to requesting accommodations.  

Table 2. Students’ Ratings on the Requesting Academic Accommodations Social Validity 

Survey 

Item Daniel  Martin  George Mean 

*Student verbally stated a greeting  4 4 4 4 

1. Identify disability status     

 

4 4 4 4 

2. Explain needs functionally    

 

4 4 4 4 

3. Mention previous accommodations   

 

4 4 4 4 

4. Explain benefits of past accommodations  

  

3 4 4 3.7 

5. Request use of accommodations    

 

4 4 4 4 

6. Identify resources and how they help   

 

4 4 4 4 

7. Explain what you will do     

 

4 4 4 4 

8. Ask for agreement      

 

4 4 4 4 

9. Affirm agreement      

 

4 4 4 4 

10. Restate accommodations     

 

4 4 4 4 
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11. Clarify your role or Clarify instructor’s role 

 

3 4 4 3.7 

*Closes with positive statement 4 4 4 4 

Total  

 
42 44 44 43.4 

(4=Very Important, 3=Important, 2=Somewhat Important, 1=Not Important). 

What are the course instructors’ evaluations of the effectiveness of students’ use of self-

advocacy skills for acquiring needed accommodations? 

Each course instructor selected by each participating student were provided two 

surveys; the first was a social validity survey, which asked course instructors about how 

they viewed the effectiveness of the intervention using a 4 point Likert scale (4=strongly 

agree, 3=agree, 2=disagree, 1=strongly disagree). Item 4 had an additional open ended 

question added, prompting the course instructor to comment as to why they would or 

would not be inclined to provide the accommodation. The course instructors were the 

instructors that each of the participating students selected to take part in the 

generalization probe. According to Table 3, the total scores across the three course 

instructors ranged from 13 – 16 with a mean of 14.7. Individual scores varied on items 1 

– 3, with items 1 and 3 receiving mean scores of 3.7, with the same course instructor, 

(Martin’s instructor) scoring items 1 and 3 with a score of 3 (3=agree). Item 2 received 

the lowest mean of 3.3, with Daniels’ and Martins’ course instructor giving a score of 3, 

while Georges’ instructor giving a score of 4 (4=strongly agree). Item 4 was the only item 

to receive unanimous scores of 4 from all of the course instructors.  

With regards to the open ended question added to item 4, only Daniels’ and 

Martins’ course instructor answered this question. Daniel’s course instructor documented 

that if a student is in need of an accommodation, “…there is no question” while Martin’s 
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course instructor documented that, “[Martin] understood clearly what he was requesting 

and understood his responsibilities.” 

Table 3. Course Instructors’ Rating on the Social Validity Survey 

Item Inst. 1 

(Daniel) 
Inst. 2 

(Martin) 
Inst. 3 

(George) 
Mean 

1.  The student was polite when he/she 

approached me. 

4 3 4 3.7 

2.  The student explained his/her needs 

clearly. 

3 3 4 3.3 

3.  The student was specific in identifying the 

accommodation needed. 

4 3 4 3.7 

4.  Given the way the student approached me 

when requesting the accommodation, I was 

inclined to provide the accommodation. Why 

or why not? 

4 4 4 4 

Total 15 13 16 14.7 

(4=Strongly Agree, 3=Agree, 2=Disagree, 1=Strongly Disagree) 

The second survey provided to participating students’ course instructors was the 

requesting academic accommodations survey, which asked the course instructors to rate 

the importance of each of the 11 self-advocacy target behaviors on a four point Likert 

scale (4=very important, 3=important, 2=somewhat important, 1=not important). With all 

of the participating students’ course instructors reporting that all 11 target behaviors were 

observed in the generalization probe, the course instructors were able to base their ratings 

on behaviors that they observed. According to Table 4, the total points of the scores 

across the three course instructors ranged from 35 – 42 with a mean total score of 40. 10 

of the 11 target behaviors received either a score of 3 (3=. important) or 4 (4=very 

important), with items 1, 7 and 11 receiving the highest mean of 3.7, and item 9 receiving 

the lowest mean of 2.7. The only item to receive a score less than 2 was item 9; Daniels’ 

instructor scored that item 2 (2=somewhat important). Interestingly, the two behaviors 

that were not part of the target behaviors received the lowest scores of all, with the first 
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behavior (i.e. student verbally stated a greeting) scoring a mean of 2, and the last 

behavior (i.e. closes with positive statement) scoring a mean of 1.7. Georges’ course 

instructor scored both of the behaviors as 1 (1=not important), and Daniels’ course 

instructor scored both of the behaviors with a 2 (2=somewhat important), with only 

Martins’ course instructor giving the first behavior a score of 3, and last behavior a score 

of 2.  

Table 4. Course Instructors’ Ratings on the Requesting Academic Accommodations Social 

Validity Survey 

Item Inst. 1 

(Daniel) 
Inst. 2 

(Martin) 
Inst. 3 

(George) 
Mean 

*Student verbally stated a greeting  2 3 1 2 

1. Identify disability status     

 

3 4 4 3.7 

2. Explain needs functionally    

 

3 4 3 3.3 

3. Mention previous accommodations   

 

2 3 4 3 

4. Explain benefits of past accommodations  

  
3 3 4 3.3 

5. Request use of accommodations    

 

3 3 4 3.3 

6. Identify resources and how they help   

 

3 3 4 3.3 

7. Explain what you will do     

 

3 4 4 3.7 

8. Ask for agreement      

 

3 3 4 3.3 

9. Affirm agreement      

 

2 3 3 2.7 

10. Restate accommodations     

 

3 3 3 3 

11. Clarify your role or Clarify instructor’s 

role 

 

3 4 4 3.7 

*Closes with positive statement 2 2 1 1.7 

Total  

 
35 42 43 40 

(4=Very Important, 3=Important, 2=Somewhat Important, 1=Not Important). 
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What are the SALT centers’ support specialists evaluation of the usefulness of using the 

self-advocacy intervention to help students request academic accommodations?  

Three support specialists from the SALT center were given two surveys; the first 

one was a social validity survey, which asked the support specialists about how they 

viewed the effectiveness of the intervention using a 4 point Likert scale (4=strongly 

agree, 3=agree, 2=disagree, 1=strongly disagree). Items 1 – 3 also included an open 

ended question (i.e. why or why not) for the support specialists to comment on how they 

answered the initial item. According to Table 5, scores across three support specialists 

ranged from 10 – 12 with a mean of 10.7. The support specialists strongly agreed 

(4=strongly agree) with items 1 and 2. For item 3, one specialist indicated that they 

strongly agreed that they would modify the lessons of the self-advocacy intervention to 

best meet the needs of their students, while the other two specialists disagreed 

(2=disagree) that they would make any changes. The scores on items 1 and 2 indicate that 

all three support specialists strongly agreed that the self-advocacy intervention is 

practical and would use the self-advocacy intervention as a resource with their future 

students. 

Table 5. S.A.L.T. Support Specialist Ratings on the Social Validity Survey  

Item Spec. 

1 

 

Spec. 

2 

 

Spec. 

3 

 

Mean 

1.  The Self-Advocacy intervention is practical. 

Why or why not?  

4 4 4 4 

2.  I would use the self-advocacy intervention as 

a resource with future students who need 

assistance with requesting accommodations. 

Why or Why not? 

4 4 4 4 

3.  I would need to modify the lessons to best 

meet the needs of my students. 

If so, how? 

4 2 2 2.7 
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4. The skills most needed by students when 

requesting accommodations are: 

- - - - 

Total 12 10 10 10.7 

(4=Strongly Agree, 3=Agree, 2=Disagree, 1=Strongly Disagree) 

Answers to the open ended question for item 1 (i.e. the self-advocacy intervention 

is practical) varied, but largely spoke to identifying helpful behaviors required for self-

advocacy. For example, one support specialist documented, “It [the self-advocacy 

intervention] demonstrates important communication skills and appropriate behavior for 

students to use.” The answers to the open ended question for item 2 (i.e. I would use the 

self-advocacy intervention as a resource with future students who need assistance with 

requesting accommodations) largely commented to the content of the self-advocacy 

strategy, with one support specialists stating, “it is very thorough and sequential” and 

another support specialist stating, “[the self-advocacy intervention] would help students 

across many academic areas.” Finally, the answers to the open ended question for item 3 

(i.e. I would need to modify the lessons to best meet the needs of my students) varied, 

with one support specialist indicating that, “I think this model is very adaptable” and 

another support specialist stating that, “I think the lesson would basically meet the needs 

of my students”. Coincidently, these two support specialists both disagreed (2=disagree) 

that they would need to modify the lessons. However, one support specialist indicated 

that they strongly agreed (4=strongly agree) that they would modify the lessons of the 

self-advocacy intervention stating that, “Students with ASD (Autism Spectrum Disorder) 

will probably need more role-playing to fully understand the intervention.” 

Table 6 indicates how the support specialists answered item 4 (i.e. the skills most 

needed by students when requesting accommodations are). Skills that were each 

identified two times by the support specialists were self-advocacy skills, and knowledge 
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of their [the student] needs/accommodations. Skills identified only one time each were 

proactivity, directness, confidence, completeness, and eye contact.  

Table 6. S.A.L.T. Support Specialist Answers to Item 4. 

 
 

 

The second survey provided to the support specialists was the requesting 

academic accommodations survey, which asked the support specialists to rate the 

importance of each of the 11 self-advocacy target behaviors on a four point Likert scale 

(4=very important, 3=important, 2=somewhat important, 1=not important). According to 

Table 7, across three support specialists, the total scores ranged from 48 – 52, with a 

mean score of 48.1. All three support specialists agreed that items 8 (i.e. ask for 

agreement), 9 (i.e. affirm agreement) and 11 (i.e. clarify your role or clarify instructor’s 

role) were very important (4=very important). For all other items, scores were mixed, 

with items 2 (i.e. explain needs functionally), 3 (i.e. mention previous accommodations) 

and 4 (i.e. explain benefits of past accommodations) receiving the lowest individual mean 

score of 3.3.  However, all three support specialists agreed that all 11 target behaviors, 

including two behaviors (i.e. student verbally stated a greeting & closes with a positive 
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statement) that were not part of the target behaviors, were either important (3=important) 

or very important (4=very important).    

Table 7. S.A.L.T. Support Specialist Ratings on the Requesting Academic 

Accommodations Social Validity Survey 

Item Spec. 1 

 

Spec. 2 

 

Spec. 3 

 

Mean 

*Student verbally stated a greeting  4 4 4 4 

1. Identify disability status     

 

4 4 3 3.7 

2. Explain needs functionally    

 

4 3 3 3.3 

3. Mention previous accommodations   

 

4 3 3 3.3 

4. Explain benefits of past accommodations  

  

4 3 3 3.3 

5. Request use of accommodations    

 

4 4 3 3.7 

6. Identify resources and how they help   

 

4 4 3 3.7 

7. Explain what you will do     

 

4 4 3 3.7 

8. Ask for agreement      

 

4 4 4 4 

9. Affirm agreement      

 

4 4 4 4 

10. Restate accommodations     

 

4 4 3 3.7 

11. Clarify your role or Clarify instructor’s 

role 

 

4 4 4 4 

*Closes with positive statement 4 3 4 3.7 

Total  52 48 44 48.1 

(4=Very Important, 3=Important, 2=Somewhat Important, 1=Not Important).
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CHAPTER 5: DISCUSSION 

The purpose of this study was to examine the effects of a self-advocacy 

intervention on Latino male college students’ ability to request academic 

accommodations. The researcher, who used a single subject, multiple baseline design, 

with multiple probes, sought to determine the effects of a self-advocacy intervention on 

the dependent variable. The researcher also aimed to replicate the 2007 dissertation 

research study of Allison Walker, Ph.D., titled, Effects of a Self-Advocacy Intervention on 

African-American College Students’ Ability to Request Academic Accommodations in 

order to determine if the results of that study were reliable across a different group of 

participants. Findings of this study indicated a functional relationship between the 

independent variable of the self-advocacy intervention (e.g. SACR), and the dependent 

variable of the participating students’ ability to request academic accommodations. 

Additionally, social validity data that was collected suggested that the self-advocacy 

intervention used in this study was viewed as valuable and practical. 

The findings of this study are consistent with previous studies (Bethune, 2015; 

Palmer & Roessler, 2000; Walker, 2007) that focused on college students and how they 

self-advocate for themselves. Consistencies between the researcher’s findings for this 

study as compared to findings from these previous similar studies will be described. Also, 

a description of limitations of this study, suggestions for future research as well as 

implications for practice will also be discussed. 

Baseline, Generalization and Follow-Up Data 

What are the effects of a self-advocacy intervention, for requesting academic 

accommodations in a role-play situation, on Latino male college students’ with learning 
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disabilities ability to request accommodations, both during instruction of the intervention 

and after the intervention has concluded? 

This study used role-play situations with the participating students to administer 

probes during the instruction of the intervention, and again once the intervention had 

concluded. Findings from this study indicate a functional relationship between the self-

advocacy intervention and participating students’ ability to request accommodations in 

these role-play situations. All three participating students demonstrated an increase from 

baseline to intervention; this indicates that the students were able to successfully acquire 

the target behaviors. In addition, Daniel, Martin and George all were able to maintain 

100% of the target behaviors after the intervention had concluded. There are several 

possible reasons why each student demonstrated an immediate increase from baseline to 

intervention. First, all three participating students were first-year students in their first 

semester at college with little to no experience with requesting academic 

accommodations. The fact that they all had little experience with requesting 

accommodations increases the likelihood of them not having an established self-advocacy 

strategy of their own that could have conflicted with the strategy they were learning from 

the SACR. This is further supported by the baseline data; all three students demonstrated 

only three or fewer target behaviors during baseline probes. Once direct instruction of the 

intervention was introduced, this provided new knowledge they could use to request 

accommodations, which, again, is supported by the data that demonstrated an increase 

from baseline to intervention for all three participating students.  

Another possible reason is that the instruction of the self-advocacy intervention 

was spread out over three individual sessions, allowing multiple opportunities to role-

play and practice the target behaviors. In addition, the lessons were structured clearly, 
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providing direct instruction of detailed descriptions as well as examples of the target 

behaviors. Gersten and Thomas (1987) identified that minority students perform better 

academically when they receive direct instruction, as well as after the instruction has 

concluded. 

In addition, the video that all three participating students watched prior to the 

beginning of the study could have provided critical knowledge to the students. This video 

provided information with regard to learning disabilities, self-advocacy, and a 

demonstration of how to request accommodations. With each student having little 

experience in self-advocacy, the video they watched provided some critical context that 

could have assisted the students in understanding their own disability and how 

accommodations could help them be successful. This is further supported by the data 

which demonstrated Daniel, Martin and George were able to maintain all 11 target 

behaviors after the conclusion of the study. 

Results from the current study are consistent with Palmer and Roessler (2000). 

While Palmer and Roessler (2000) decided upon a group design, using an experimental 

and control group, they did use the same instructional materials (i.e. SACR) in order to 

teach the same target behaviors learned by students in the current study. Statistically 

significant treatment effects from Palmer and Roesslers’ (2000) results indicated the 

treatment group had a significantly higher mean of self-advocacy behaviors than the 

control group, demonstrating an increase of self-advocacy skills. While the group scores 

from the findings of Palmer and Roessler (2000) are indeed difficult to compare to the 

individual scores of the current study, both contain consistent findings that instruction of 

the SACR demonstrates an increase in the acquisition of self-advocacy skills. 
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Findings from the current study are also consistent with Bethune (2015) and 

Walker (2007). Like the current study, both Bethune, as well as Walker investigated the 

effects of the SACR training on ability to request academic accommodations. Also, both 

studies condensed the 17 self-advocacy targeted behaviors in the SACR to 13 behaviors. 

However, some key differences between these studies need to be noted. While Walker 

(2007) established their mastery criterion at correctly demonstrating 100% of the target 

behaviors, Bethune (2015) established a mastery criterion of correctly demonstrating 

85%. Also, the participants in Walkers’ (2007) study were college students, and she 

collected generalization data in a college setting, while Bethunes’ (2015) participants 

were high school students, and she collected generalization data in a high school setting. 

Bethune (2015) also examined the dependent variable of participants’ ability to negotiate 

academic accommodations; Walker (2007) only examined participants’ ability to 

demonstrate target behaviors in requesting academic accommodations. In addition, the 

participants in Walkers’ (2007) study were African American male students with learning 

disabilities, while Bethunes’ (2015) study participants were Caucasian male students who 

were diagnosed with Autism Spectrum Disorder (ASD).  However, while these studies 

contained differences in their methodologies and participant selection, both studies, like 

the current study, were able to demonstrate a functional relationship between students’ 

abilities to request academic accommodations and the SACR using the same dependent 

variable (i.e. self-advocacy target behaviors) and the same independent variable (i.e. 

SACR). There is evidence that some of the differences in methodologies may not be 

relevant to the similar findings that there is a functional relationship between the SACR 

and students’ abilities to request academic accommodations. For example, Palmer and 

Roessler (2000) identified in their study that neither the location of the role-play 
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interactions, nor the educational system were the SACR training took place was 

statistically significant. The current study, like Walker (2007), now extends the body of 

literature and research that focus on college students with learning disabilities using self-

advocacy skills to request academic accommodations, while Bethune (2015) extents the 

literature and research that focus on high school students with ASD using self-advocacy 

skills to request academic accommodations. 

What are the Effects of a Self-Advocacy Intervention on Latino Male Students’ 

Generalization of These Skills to a Real Life Setting? 

Results indicated that Daniel, Martin and George all generalized 100% of the 11 

target behaviors when discussing academic accommodations with their instructors. Like 

in the Walker (2007) study, generalization probes were not videotaped. Walker (2007) 

also noted some challenges with interviewing instructors after the student met with them, 

in that, the instructors could not remember if they observed certain behaviors. This meant 

that the students’ instructors only remembered part of what the student could have 

potentially demonstrated, and thus, only the behaviors that the instructors remembered 

were documented. In an attempt to avoid the instructors not remembering what behaviors 

were observed, certain measures were taken. When the researcher initially met with each 

instructor, he asked them for their office phone number, and requested that he be able to 

call them immediately after they met with the student. Also, the researcher instructed the 

student to send him a text message immediately after they met with their instructor. The 

goal of these measures were to make sure the researcher could interview the instructor as 

close to the conclusion of the meeting as possible, in order to increase the chances of the 

instructor remembering every behavior observed (Reisberg, 2014).  
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Social Validity Data 

What are the Latino male students’ perspectives about the effects of the 

intervention on their use of advocacy skills and success in acquiring needed 

accommodations? 

The participating students’ social validity ratings of the self-advocacy 

intervention portion of the SACR indicate that it was tremendously useful in assisting 

them in not only acquiring, but also learning how to use self-advocacy skills in requesting 

academic accommodations in their classes. An overwhelming majority of high ratings 

(4=Strongly Agree) and a few somewhat high ratings (3=Agree), as well as positive 

written responses, indicate that the participating students in this study indeed saw 

immense value in self-advocacy skills. For example, Martin documented that he would 

use the self-advocacy skills he learned in future semesters because, “I will feel 

comfortable doing it.” He also documented that the self-advocacy lessons taught him, 

“…how to approach and tell your professor [about your disability].” George documented 

he would use self-advocacy skills in future semesters because the lessons provided a, 

“…reliable outline on how to approach a professor and how to talk about 

accommodations with them in a professional and mature manner.” Also, Daniel 

documented that the self-advocacy lessons, “…give a good basis to work off of when 

students don't know how to ask and request accommodations for themselves.”  

Also, the participating students’ ratings of each of the 11 target behaviors (see 

Appendix G) indicate that they viewed the self-advocacy skills of the SACR as important 

to successfully requesting academic accommodations. Both Martin and George assigned 

a score of 4 (4=Very important) to all of the 11 target behaviors, while Daniel assigned a 

score of 4 to all of the 11 behaviors except number 4  (i.e. Explain benefits of past 
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accommodations) and number 11  (i.e. Clarify your role or Clarify instructor’s role) 

which he assigned a 3 (3=Important). However, even though Daniel was the only 

participating student not to rate all 11 target behaviors with a score of 4, he still rated 9 

out of 11 of them with a score of 4. The scores assigned by the participating students to 

the 11 target behaviors indicate that they perceive these behaviors as critical to 

successfully requesting academic accommodations.  

In addition, upon completion of the study, the participating students were able to 

demonstrate an improved understanding of their own disability, as well as its’ impact on 

their coursework. In the baseline probes for all three participants, none of them actually 

described their disability or how it impacted their academics. Daniel and George did not 

mention their disability and simply spoke to needing accommodations. However, during 

the follow up probes, all three participants were able to talk about their disability and its 

specific impact to their academic abilities. This demonstration of skill, along with the 

positive ratings from each participating student, indicate that the SACR has a great deal 

of social significance by providing each participating student with the necessary self-

advocacy skills for requesting academic accommodations.     

More importantly, the social validity data as reported by the participating students 

indicate that some of the barriers to educational success that Latino male college students 

experience can be circumvented. Latino males labeled as “at-risk” (Mutua, 2001), can 

develop negative perceptions of their own educational abilities, which can lead to 

struggles later in their academic career, such as decreased motivation to succeed (Sáenz 

& Ponjuan, 2009). While Sáenz does identify that, “…gender roles for Latinos are very 

much in flux” (2009, p. 59), dominant views of masculinity among Latino males in 

college can result in a fear of being seen as vulnerable (Sáenz et al., 2013) which can lead 
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to an avoidance of help-seeking behaviors (Cabrera et al., 2016). However, the social 

validity data of the current study indicate that not only did the Latino male college 

students in this study identify the help-seeking behaviors of self-advocacy as important, 

they embraced the strategy as evidenced by them documenting that they would use it in 

the future. In addition to the first four items of the social validity survey (see Appendix I), 

item five (i.e. Successfully requesting accommodations from an instructor is something I 

would be proud of.), Daniel and George both strongly agreed (4=Strongly Agree) while 

Martin agreed (3=Agree), indicating that they would feel proud of requesting 

accommodations. Martin documented that he, “…learned a good strategy for the future.” 

while Daniel documented, “More than just that, but I achieve [pride] when [I’m] 

successful.”  

Interestingly, this contradicts the findings that two researchers identified in the 

United States, but aligns with what another found in Mexico City. Sáenz et al. (2011 & 

2013) and Cabrera et al. (2016) identified that Latino males in the postsecondary setting 

intentionally avoid asking for help, and thus exhibit behaviors that parallel the machismo 

archetype, a pattern of behavior that reinforces the male as strong and independent (Sáenz 

& Ponjuan, 2009). One male participant Sáenz interviewed stated that, “men don’t ask for 

help” (Sáenz et al., 2011, p.16). In contrast however, Ramirez (2008) found that within 

the urban area of Mexico City, college students there are actively rejecting the masculine 

archetype known as machismo, in which he identified as the, “deconstruction of 

machismo” (Ramirez, 2008, p. 119). Ramirez (2008) conducted qualitative interviews 

with 72 college students in Mexico City, and identified that overall, these students 

associate the masculine archetype of machismo with more rural norms, and having no 

place in the urban community in which they lived. While Ramirez (2008) focused on 
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participant groups outside the United States, his results indicate that in Latino culture, 

that there is potential for masculine archetypes, such as machismo, to be redefined or 

rejected. This potential is also reflected in the results of the current study, which indicate 

that it is plausible for the masculine attitudes among Latino males in the United States to 

be circumvented when Latino males are aware of the strategies that can help them 

achieve success and have the opportunity to experience success when using them. This 

also reinforced the recommendations of Cabrera et al. (2016) of the need to engage 

Latino male college students in discussions about help-seeking behaviors. When 

commenting on item five of the social validity survey, George documented, “Many of 

[Latino males] are taught to not ask for help and to be ‘strong’. I would have never know 

(sic) how to approach a professor in a way like this.” This statement represents what 

previous researchers (Cabrera et al., 2016; Sáenz & Ponjuan, 2009, Sáenz et al., 2011, 

2013) identified about Latino males avoiding help-seeking behaviors, but also indicated a 

possible reason of this avoidance is that they are unaware of the strategies in which to 

engage in help-seeking behaviors. While these results do not provide evidence that can be 

generalized to the Latino male population, they are in line with results from previous 

research and give reason for further examination. 

What are the course instructors’ evaluations of the effectiveness of students’ use of self-

advocacy for acquiring academic accommodations? 

 Each participating students’ course instructor were given two social validity 

surveys; a social validity survey (see Appendix G) asking them to rate the importance of 

self-advocacy target behaviors and another social validity survey (see Appendix H) with 

regards to their perspectives on the self-advocacy skills they observed. The results of the 

social validity survey were mixed, with each instructor rating items 1 – 3 with either a 4 



                                                                                                                              85 

(4=Strongly Agree) or a 3 (3=Agree) However, item 4 (i.e. Given the way the student 

approached me when requesting the accommodation, I was inclined to provide the 

accommodation) received a unanimous score of 4 (4=Strongly Agree) from all three 

instructors, indicating that all three instructors would be willing to provide the 

accommodation. These findings are consistent with the findings of previous studies that 

examined instructor attitudes toward providing students with learning disabilities 

academic accommodations (Bourke, Strehom, & Silver, 2000; Vogel et al., 1999). Vogel 

et al. (1999) found that a majority of faculty were generally willing to provide academic 

accommodations, while Bourke et al. (2000) identified similar findings, with two factors 

possibly reducing the willingness of faculty member to provide accommodations being 

the number of students with a learning disability in a given class and the labor 

intensiveness of the accommodation, possibly requiring increased resources (e.g. creating 

an alternate exam). The current study does extend the literature in the area of faculty 

willingness to provide academic accommodations to students with learning disabilities.  

Also, the three participating students’ course instructors also completed a social 

validity survey asking them to rate the importance of the target behaviors of the SACR. 

Interestingly, the two behaviors that were not included in the 11 target behaviors 

observed (i.e. Student verbally stated a greeting and closed with a positive statement) 

received the lowest scores, with George’s instructor rating each of them with a 1 (1=not 

important), and Daniels’ instructor rating them with a 2 (2=somewhat important). 

Martins’ instructor was the only one give a score of 3 (3=Important) to the behavior of a 

verbally stated greeting, and scored the behavior of closing with a positive statement a 2. 

Conversely, of the 11 target behaviors, the ones that received the highest scores were 

items 1 (i.e. Identify disability status) 7 (i.e. Explain what you will do) and 11 (Clarify 
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your role or instructors’ role). These data identified that the instructors put a priority not 

on the social norms of the opening and closing of a conversation, but on knowing the 

students’ disability, the students’ responsibilities, and their responsibilities. While the 

instructors did not score any of the 11 target behaviors with a 1 (1=Not Important), it is 

apparent that the instructors those three behaviors as the most important to them.   

What are strategic support specialists evaluation of the usefulness of using the self-

advocacy intervention to help students request academic accommodations?  

The strategic support specialists from the SALT center all strongly agreed that the 

self-advocacy intervention is practical and that they would use the intervention as a 

resource with future students. These findings are consistent with Walkers’ study, that 

found that, “The Director of Disability Support Services and Veteran Affairs indicated 

that she strongly agreed that the self-advocacy intervention would be a practical resource 

that could be used with future students who need assistance with requesting 

accommodations” (p. 89). However, there was a slight difference in the desire to modify 

the lessons of the SACR. Walker (2007) found that the Director of Disability Support 

Services indicated no desire to modify the lessons. Similarly, two of the support 

specialists also indicated no desire to modify the lessons, however one of the support 

specialists strongly agreed that they would need to modify the lessons. This support 

specialist documented that, “Students with ASD (Autism Spectrum Disorder) will 

probably need more role-playing to fully understand the intervention.” While one support 

specialists did strongly agree that they would need to modify the lessons, the other ones 

responses add to the literature that examine support service staff’s perspectives of the 

usefulness of self-advocacy interventions. 
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Also, support specialists from the SALT center scored all of the target behaviors 

of the SACR as either very important or important, with none of the target behaviors 

receiving a score of less than 3 (3=Important). This indicated that the support specialists 

perceived all 11 target behaviors of the SACR as vital to successfully requesting 

academic accommodations. Interestingly, the support specialists scored both behaviors 

that were not documented as part of the 11 target behaviors (i.e. student verbally stated a 

greeting and close with a positive statement) as very important with only one support 

specialist (specialist #2) scoring the behavior of closing with a positive statement as 

important (3=Important). This is in contrast with the participating students’ course 

instructors, who scored these same behaviors as either somewhat or not important. This 

indicated a stark difference in perceptions between the support specialist and the course 

instructors of the role that social constructs (e.g. the opening and closing of a 

conversation) play in the process of requesting academic accommodations. However, due 

to Walker (2007) not gathering this type of social validity data, and no other studies 

examining these perceptions, there were no other data to compare these results to.  

Limitations 

Like in any research, several limitations were identified in this study. First, one 

limitation of an single subject, multiple baseline, multiple probe design with follow-up is 

that the design limits the ability to return to baseline and repeat the intervention. 

However, with follow-up data being gathered for this study, this has the potential to 

create a “trend”, which makes it more probable that the target behaviors were a result of 

the intervention. 

Also, in order to participate in this study, one of the qualifiers was that the student 

be a male. Due to the fact that this study did not examine the effects of the SACR with 
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any female college students, the results of this study remain only applicable to the male 

population. Also, with regards to generalizability, due to the small sample size of only 

three participants, the results of this study are limited to the population in this study, and 

cannot likely be generalized to a larger population.  

Another possible limitation to this study is the SACR intervention presents the 11 

target behaviors in a prescriptive order, with little flexibility to allow a natural 

conversation. From this, the results may have not been a true measure of the effectiveness 

of the SACR, because there was no room for a more natural conversation where the 

student could use the target behaviors more strategically, as opposed to simply repeating 

them from memory.  

In addition, the generalization probes were not videotaped, thus limiting the 

researchers’ ability to truly account for the demonstration of the 11 target behaviors from 

each participating student. While steps were taken to limit the possibility of instructors 

not remembering if the student did in fact demonstrate the behavior, (i.e. doing a phone 

interview immediately after the meeting), the results reported by the instructors were still 

dependent on their subjective perceptions of the target behaviors, which can be limiting. 

Furthermore, each participant was compensated for this study in the amount of 

$100.00. With paying each participating student, it is possible that this compensation may 

have influenced them to take part in this research, and also establish the possibility that 

they may have chosen not to participate in this study if they were not being paid.  

Finally, the social validity data gathered from the support specialists from the 

SALT center presents a limitation in this study. The support specialists from the SALT 

center routinely seek out interventions that assist students in their daily interactions with 

university staff, and other students and therefore, could have been somewhat biased in 
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identifying SACR being practical. This is mainly because they only viewed the baseline 

and post-intervention role-plays with the participating students, and had not provided 

instruction from the SACR themselves, nor had viewed the researcher providing any 

instruction, thus possibly assuming the effectiveness of the SACR in any situation would 

be the same.  

One limitation from the Walker (2007) study that was avoided in this study, was 

when the research began. Walker (2007) began her study in January, while the current 

study began in September. Walker identified that due to her study beginning in January, 

“they [the student] had either already spoken to their instructors about their 

accommodations or felt they did not need an accommodation…” (Walker, 2007, p. 93). 

With the current study starting in September, and each participating student being a first-

year student, the participating students had not spoken with any of their instructors about 

accommodations. While this was mainly due to the DRC contacting their instructors 

about providing accommodations, with this study beginning in September, there is little 

possibility that the students would have had time to discuss any detail about 

accommodations with their instructors.  

Suggestions for Future Research  

While the current study has added to the most current literature and research on 

self-advocacy and the SACR (i.e. Bethune, 2015; Palmer & Roessler 2000; Walker, 

2007), the field of self-advocacy could stand to benefit greatly from further examinations 

of the SACR. This can include examining the effectiveness of the conflict resolution 

training portion of the SACR, implementing a longitudinal study of the SACR across the 

transitionary period of students from secondary to postsecondary environments, 

examining the quality of target behaviors that are being observed, examining the potential 
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for the SACR to be delivered via a peer mentor, and examining Latino males personal 

perceptions of self-advocacy strategies.   

Due to this study being a direct replication of Walkers’ 2007 dissertation, the 

conflict resolution portion of the SACR was not included when the researcher provided 

instruction of the intervention to the participating students. However, Bethune (2015) did 

include this portion of the SACR, and did measure the effectiveness of this intervention 

by administering two different types of probes; ones without conflict and ones with 

conflict (Bethune, 2015). Because the self-advocacy and conflict resolution portions of 

the SACR intervention were created together and meant to be used more holistically, it 

would greatly benefit the field of self-advocacy studies to perform a more complete 

examination of the SACR, including both the self-advocacy as well as the conflict 

resolution modules across various populations, geographic locations, and grade levels.  

Also, the SACR in the current study examined students’ abilities to request 

accommodations in a postsecondary setting. However, due to the short duration of the 

current study, true maintenance data that reflect the long term effects of the SACR were 

not gathered. In the future, a researcher could replicate this study, include the conflict 

resolution portion of the SACR, and begin with participants in a high school setting. This 

would be followed by administering role-play and generalization probes, both with and 

without conflict, much like in Bethunes’ 2015 study. Then the researcher would continue 

gathering generalization probes as these same students entered the postsecondary 

environment, to examine if the skills taught in the SACR could generalize across these 

two environments, and if the students would be able to retain the skills in which to do so. 

Further probes could be administered yearly, both generalization and role-play probes, in 

order to examine how often or how much success the students have in requesting 
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academic accommodations. Another addition to a replication like this would be annual 

qualitative interviews to examine the students’ perceptions of the skills taught by the 

SACR, to see how and when they have used them, and to try to gain some insight as to 

the kinds of situations students find themselves using the skills in the SACR.  

In the current study, the target behaviors observed were identified objectively, 

using a ‘yes’ or ‘no’ check sheet for each behavior. However, what was not examined 

was the quality of each behavior. While the SACR does present examples of each 

behavior that students could simply repeat, it also outlines the goal of each behavior, and 

depending on the disability and accommodation need for each student, the quality of each 

behavior could vary. In order to examine the quality of each behavior, a researcher could 

create an analytic rubric that would define the quality of each behavior. Then, all 11 

target behaviors could be examined using this analytic rubric that would identify the 

quality of each behavior. For example, target behavior 5, which is explaining the benefits 

of past academic accommodations, could be examined using an analytic rubric that 

evaluates this target behavior on the quality of the explanation, and how the academic 

accommodation is applicable to the class that the student is in.  

Table 8. Example Analytic Rubric of Target Behavior Number Five.  

Target Behavior 5 4 3 2 1 

#5. Explaining the 

benefits of 

previous 

accommodations 

Explanation 

was clear and 

benefits were 

directly 

applicable to 

the class. 

Explanation 

was mostly 

clear, and 

benefits were 

somewhat 

directly 

applicable to 

the class. 

Explanation 

was 

somewhat 

clear, and 

only some 

benefits were 

directly 

applicable to 

the class. 

Explanation 

was mostly 

unclear, and 

few benefits 

were directly 

applicable to 

the class. 

Explanation 

was entirely 

unclear, and 

the benefits 

presented 

were not 

applicable to 

the class. 

(5 = highest quality, 1 = lowest quality)  

Table 8 provides an example of how a response that is high quality would be identified 

as, “Explanation was clear and benefits were directly applicable to the class”, a response 
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that was of modest quality as “Explanation was somewhat clear, and only some benefits 

were directly applicable to the class.” and a response that is of the lowest quality as, 

“Explanation was entirely unclear, and the benefits presented were not applicable to the 

class.”  

The researcher for the current study, who has considerable experience with 

instruction, was also the person who delivered the intervention. Further research could 

examine if this the SACR could be successful if taught by a peer mentor. Hill and Reddy 

(2007) noted that peer mentors can offer, “…practical, academic, and personal support” 

(p. 103) which help facilitate first year students’ transition into college. If the SACR 

could be delivered successfully in a peer mentor program, by multiple peer mentors, it 

could increase the ability of a postsecondary institution to provide instruction to a greater 

number of students. However, this would need to be investigated, by examining how 

effective the SACR would be when delivered by a peer mentor. The study would need to 

investigate how much training peer mentors would need in order to be successful, and if 

peer mentors could successfully deliver the SACR in a group as well as one-on-one.  

In the current study, social validity data relating to the participating students’ 

perceptions of the SACR was gathered. However, these data were gathered using an 

objective Likert scale and further data was limited to a brief section for the student to 

comment. A qualitative study that examines Latino males with learning disabilities 

personal perceptions of self-advocacy would allow for more rich data to be gathered. By 

using open ended interviews focused on the personal experiences of Latino males with 

learning disabilities, This kind of study could be valuable in establishing methods and 

strategies pertaining to self-advocacy by seeking to identify common barriers that are 
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unique to this population, and examining if these barriers are also common to Latino 

males in general. 

It also needs to be noted that while the researcher has suggested several new 

possible avenues for future research, two of the suggestions for future research that 

Walker (2007) suggested were accomplished in the current study. First, Walker (2007) 

suggested that for future research, that her study be replicated using all freshman, first-

year students transitioning into college, in order to examine the effectiveness of the 

SACR with students who were not or had little familiarity with requesting academic 

accommodations. The participants of the current study were all first-year students in their 

first semester of college. Second, Walker (2007) also suggested that when replicating her 

study that the researcher have the participating students rate the importance of each target 

behavior. All three participating students were provided with a social validity survey (see 

Appendix G) asking them to rate the importance of each behavior and the results were 

included in the social validity data gathered for the current study. 

Implications for Practice  

The SACR would benefit first-year seminar programs at colleges or universities. 

A first-year seminar program is, “a course intended to enhance the academic and/or social 

integration of first-year students” (Barefoot, 1992, p. 49). The SACR would be beneficial 

to these types of programs for both academic and social reasons. First, the ability to 

request an academic accommodation is integral to academic success (Van Reusen et al., 

2015). Second, interpersonal communication skills are crucial to enhance the social 

integration of first-year students. Hargie and Dickson (2004) identify the two parts of 

interpersonal communication as intersubjectivity, which relates to understanding people 

while one endeavors to make oneself understood, and impact, which relates to the 
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message delivered by either party which has the “impact” of a change in the feelings, 

thoughts or behavior of those involved. The SACR provides a strategy for students to 

request an academic accommodation (thereby increasing their chances for academic 

success) while also integrating best practices for interpersonal communication by 

providing lessons that outline how to make oneself understood, and how to deliver a 

message that would have a positive impact.  

Also, the SACR would best benefit students using a direct instruction model. 

Kozioff, LaNunziata, Cowardin, and Bessellieu (2000) identified key features of direct 

instruction as curricula consisting of carefully crafted teacher-student communications 

during exercises ordered into  lessons arranged sequentially that that aim for mastery of 

the lesson. The SACR intervention is laid out in much the same order as these features of 

direct instruction, and therefore would be best presented using the direct instruction 

model. However, the role-plays for each lesson should be with individuals the student is 

familiar with, as well as individuals that the student is unfamiliar with. When the student 

is still in the beginning stages of learning the target behaviors of the SACR, they may feel 

more at ease with individuals they are familiar with, thus assisting them in developing the 

strategy of requesting an academic accommodation. Once the student has reached 

mastery however, at this time having them role-play with an individual who is unfamiliar 

to them will possibly assist them in becoming more willing to approach course instructors 

who they are not familiar with.   

Summary  

The number of students with learning disabilities who are choosing to attend 

postsecondary institutions to advance their education has been on the rise. This has led to 

increased attention on factors that predict students’ success in postsecondary education. 
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Self-advocacy strategies have been examined in recent years as a predictor for academic 

success for students with learning disabilities. Van Reusen et al. define self-advocacy as, 

“skills an individual uses to effectively communicate, convey, negotiate, or assert his or 

her own interests, desires, needs and rights” (2015, p. 1). Van Reusen et al. (2015) also 

identify self-advocacy skills as an important component of self-determination. Due to the 

importance of self-advocacy skills, interventions like the SACR and curriculums like the 

Self-Advocacy Strategy (Van Reusen et al., 2015) have been created with the goal of 

assisting students with learning disabilities to gain these skills. The results from these 

examinations have established both self-advocacy and self-determination as factors that 

contribute to the success of students with learning disabilities in postsecondary education. 

However, Latino male college students experience many barriers when attending 

postsecondary institutions, and often avoid asking for help, feeling that they are solely 

responsible for their own success (Cabrera et al., 2016). Similarly, research has also 

identified that Latino males with learning disabilities demonstrate preferences for not 

asking for help (Morrison et al., 1992). For this reason, the SACR would be beneficial to 

Latino males with learning disabilities to assist them in learning more about their 

disability, becoming more comfortable with approaching an instructor, and increasing 

their engagement in help-seeking behaviors. The participating students in this study were 

able to successfully demonstrate the essential target behaviors of the SACR not only in 

role-play situations with the researcher, but also with an instructor in a real life setting. 

The social validity data gathered from the participating students indicated that they 

viewed the self-advocacy behaviors they learned as important, and that the SACR was a 

valuable strategy that they would continue using after this study was complete. Also, 

social validity data gathered from the participating student’s course instructors as well as 
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support specialists who work with students with learning disabilities indicated the social 

importance of self-advocacy behaviors that the participating students were able to 

demonstrate. Therefore, the effects of the self-advocacy portion of the SACR on male 

Latino students with learning disabilities demonstrated that Latino males have potential 

to engage in help-seeking behaviors (e.g. requesting academic accommodations) when 

they are aware of strategies in which to do so.  

The current study also adds to the literature of positive-focused investigations into 

the ways Latino males can experience success. Unfortunately, the body of literature that 

is more focused on deficiencies, such as issues of aggression (Mattson & Ruiz, 2005), 

and drug and alcohol abuse (Anderson, 2004), “…can limit social science’s 

understanding of and practice applications for Latino males in higher education” (Gloria 

et al., 2009, p. 318). The current study demonstrates that the participating students were 

able to successfully demonstrate self-advocacy behaviors and identified the value in those 

behaviors as it relates to their academic success, thus serving to provide evidence that 

counters harmful generalizations and stereotypes about Latino males and opens the door 

to further research on this topic.  
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             RESEARCH STUDY SEEKING: 
 

MALE COLLEGE FRESHMEN OR SOPHOMORES  

WITH A LEARNING DISABILITY WHO SELF-IDENTIFY 

AS  

HISPANIC, CHICANO OR LATINO 

Male college freshmen or sophomores with a learning disability who self-identify as (one 
or more of the following), Hispanic, Chicano or Latino are needed to participate in a 
research study to help students learn how to request academic accommodations from their 
instructors. We are particularly interested in providing students with the self-advocacy 
skills they will need to feel comfortable talking to their instructors about their academic 
accommodations. 

Participation includes watching a video, and participating in approximately 7-16 sessions 
that will last 30 minutes (some up to 60 minutes). Participants will not be required to 
complete any tasks (e.g. homework) outside of the research study. In addition, participants 
will be asked to complete a short survey upon completion of the study. Participants who 
complete all sessions will be paid $100. 

To participate you must:  

 Be a male, college freshman or sophomore. 

 Self-identify as one or more of the 

following: Hispanic, Chicano or 

Latino 

 Have a diagnosed learning disability. 

 Experienced one or more of the following: 

1. Have had difficulty talking to your instructors in the past 

about your academic accommodations in college. 

2. Have little experience of asking an instructor for an 

academic accommodation in college. 

3. Have no experience of asking an instructor for an 
academic accommodation in college. 

If interested, please contact:  
Alex Chambers 

signalexc@email.arizona.edu
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Dear Support Staff, 

I am conducting a study designed to help Latino male students with learning disabilities acquire the self-advocacy 

skills to request their academic accommodations. As part of the study, I will provide a videotape for each student 

to watch that provides them with information to form a basic understanding of what a learning disability is and how 

they can access accommodations to help aid in their academic success. In addition, I will teach each student 

individually, how to request an accommodation using a structured lesson plan including modeling, practice 

sessions, and role-play. 

I am a third-year doctoral student in the Department of Disability & Psychoeducational Studies at the University of 

Arizona in Tucson. This study will be conducted for the purpose of my dissertation and will be overseen by my 

advisor, Dr. Todd Fletcher. 

You may be selected to participate in this study if you provide services to students with disabilities at the University 

of Arizona and have signed the consent form. You may not be selected to participate in this study if you provide 

services to students with disabilities at a college or University other than the University of Arizona and have not 

signed the consent form. 

As a member of the strategic support specialists staff, you will be asked to complete a 10-minute survey upon 

completion of the study. This survey will assess the practicality of the intervention and whether it would be a resource 

that could be used in the future with potential students in need of this type of support. 

You are a volunteer. The decision to participate in this study is completely up to you. If you decide to be in the 
study, you may stop at any time. You will not be treated any differently if you decide not to participate in the study 

or if you stop once you have started. 

Any information about your participation, including your identity, is completely confidential. In order to ensure this 

confidentiality, I will use a pseudonym in place of your name in the final report of this study. In addition, each 

videotape will be protected by being locked in a secure cabinet and will be destroyed after 3 years. 

The University of Arizona wants to make sure that you are treated in a fair and respectful manner. If you have any 

questions about the actual study please contact me, Alex Chambers at signalexc@email.arizona.edu. 

I have read the information in this consent form. I have had the chance to ask questions about this study, and those 

questions have been answered to my satisfaction. I am at least 18 years of age, and I agree to participate in this 

research project. I understand that I will receive a copy of this form after it has been signed by me and the principal 

investigator of this research study. 
 

Participant Name (PRINT)                                                   

 

_________________________________________        

 

 Participant Signature                                                            DATE 

 

_________________________________________        _____________________ 

 

 

Alex W. Chambers, MA, M.Ed. 

Principal Investigator, Signature                                           DATE 

 
_________________________________________        ____________________

Department of Disability and  PO Box 210069 

Psychoeducational Studies Tucson, AZ 85721-0069 

College of Education Tel: (520) 621-7822 

 Fax: (520) 621-3821 
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Dear Student, 

 

My name is Alex Chambers and I would like to work with you by teaching you how to request accommodations in 

your academic courses. I will do this by showing you a video which will describe what it is like to have a learning 

disability, what an accommodation is, and the reasons for why self-advocacy is important in the college setting. This 

will give you a basic understanding for why it is important to have the skills to know your rights and speak up for 

yourself. 

 

I will also teach you how to request an accommodation through several lessons with myself. In addition, you will be 

asked to practice requesting an accommodation with one of your current instructors. At the end of the study, you will 

be asked to complete a 10-minute survey on your thoughts about the effects of the lessons on your ability to self-

advocate. 

 

I will teach the lessons and write the final report for this study. I am a third-year doctoral student in the Department 

of Disability & Psychoeducational Studies at the University of Arizona in Tucson. This study will be conducted for 

the purpose of my dissertation and will be overseen by my advisor, Dr. Todd Fletcher. 

 

You may be selected to participate in this study if you are a male, identify as Latino, Chicano or Hispanic, are a college 

freshmen, sophomore, or junior, have a learning disability and/or ADD/ADHD diagnosis, have requested support 

services through the school’s disability support services office, and have had problems in the past requesting 

accommodations from an instructor or have little to no experience requesting accommodations from an instructor but 

have already disclosed your disability to disability support services. In addition, you may be selected if you have 

signed the consent form. You may not participate in this study if you are a college senior, have a disability diagnosis 

other than a learning disability or ADD/ADHD, do not receive services from the disability support services office, 

and have not signed the consent form. 

 

I will teach you how to request an accommodation through several lessons and you will practice this request with me 

through several role-play situations. Each role-play will be videotaped so that myself and a panel of faculty may score 

how you requested the accommodation. These scores will not affect your grade in any of your classes during your 

college career and will only be used for the purpose of this study. In addition, you will be asked to use the skills taught 

in each of the lessons to request an accommodation from one of your current instructors. By signing this consent form, 

you would be giving me permission to contact your course instructor to discuss how you requested the accommodation 

and permission for your course instructor to talk to me about how you requested the accommodation. At the end of 

the study, you will be asked to complete a 10-minute survey on your thoughts about the effects of the lessons on your 

ability to self-advocate. 

The length of the study will be approximately 40 days and consist of approximately 6 - 10 instructional sessions lasting 

from 15 - 35 minutes. Each session will be individually taught to you and will occur during times that will not interfere 

with your scheduled coursework. 

 

Upon completion of the study, you will receive a $100.00 monetary compensation for your participation. You will be 

allowed a maximum of 2 times to no call/no show a meeting between the two of us. After the second no call/no show 

of a meeting, you will be informed that you may be withdrawn from the study, and you may forfeit any compensation. 

If I am unable to complete the study due to time constraints, you will not receive the $100.00 but will receive a $50.00 

gift certificate. 

 

 

You are a volunteer. The decision to participate in this study is completely up to you. If you decide to be in the study, 

you may stop at any time. You will not be treated any differently if you decide not to participate in the study or if you 

stop once you have started. 

 

 

Department of Disability and  PO Box 210069 
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 Fax: (520) 621-3821 
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Any information about your participation, including your identity, is completely confidential. In order to ensure this 

confidentiality, I will use a pseudonym in place of your name in the final report of this study. In addition, each 

videotape will be protected by being locked in a secure cabinet and will be destroyed after 3 years. 

The University of Arizona wants to make sure that you are treated in a fair and respectful manner. If you have any 

questions about the actual project or study please contact me, Alex Chambers, at signalexc@email.arizona.edu or my 

faculty advisor Dr. Todd Fletcher at toddf@email.arizona.edu. 
 

I have read the information in this consent form. I have had the chance to ask questions about this study, and those 

questions have been answered to my satisfaction. I am at least 18 years of age, and I agree to participate in this research 

project. I understand that I will receive a copy of this form after it has been signed by me and the principal investigator 

of this research study. 

 

Participant Name (PRINT)                                                   

 

_____________________________________        

 

 

 Participant Signature                                                            DATE 

 

_________________________________________        ____________________ 

 

Alex W. Chambers, MA, M.Ed. 

Principal Investigator, Signature                                           DATE 
 

_________________________________________        ____________________ 

mailto:signalexc@email.arizona.edu
mailto:toddf@email.arizona.edu
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Dear Instructor, 

My name is Alex Chambers and I will be the experimenter and researcher for this study. I am a fourth-year doctoral 

student in the Department of Disability & Psychoeducational Studies at the University of Arizona. I am conducting 

a study to help Latino students with learning disabilities acquire self-advocacy skills. This study will be conducted 

for the purpose of my dissertation and will be overseen by my advisor, Dr. Todd Fletcher. 

You may be selected to participate in the study if you teach the student who has been chosen to participate in the 

study in one of your academic courses and have signed the consent form. You may not be selected to participate in 

this study if you do not teach the student that has been chosen to participate in this study in one of your academic 

courses and have not signed the consent form. 

The student chosen to participate in this study will arrange a time to meet with you (for no more than 10 -15 minutes). 

Then, I will arrange a time to contact you (for no more than 15 minutes) so that we may discuss the interactions 

between you and the student. You will also be asked to complete a 10-minute survey. This survey will ask you to 

rate the importance of how students interact with their instructors. 

You are a volunteer. The decision to participate in this study is completely up to you. If you decide to be in the 

study, you may stop at any time. You will not be treated any differently if you decide not to participate in the study 

or if you stop once you have started. 

Any information about your participation, including your identity, is completely confidential. In order to ensure this 

confidentiality, I will use a pseudonym in place of your name in the final report of this study.  

The University of Arizona wants to make sure that you are treated in a fair and respectful manner. If you have any 

questions about the actual study please contact me, Alex W. Chambers at signalexc@email.arizona.edu or my faculty 

advisor Dr. Todd Fletcher at toddf@email.arizona.edu. 

**** 

I have read the information in this consent form. I have had the chance to ask questions about this study, and those 

questions have been answered to my satisfaction. I am at least 18 years of age, and I agree to participate in this research 

project. I understand that I will receive a copy of this form after it has been signed by me and the principal investigator 

of this research study. 
 

 

Participant Name (PRINT)                                                   

 

_________________________________________        

 

 

 Participant Signature                                                           DATE 

 

_________________________________________        ____________________ 

 

Alex W. Chambers, MA, M.Ed. 

Principal Investigator, Signature                                           DATE 
 

_________________________________________        ____________________ 

Department of Disability and  PO Box 210069 

Psychoeducational Studies Tucson, AZ 85721-0069 

College of Education Tel: (520) 621-7822 

 Fax: (520) 621-3821 
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APPENDIX F 

REQUESTING ACADEMIC ACCOMMODATIONS CHECKLIST 

 

Target Behavior Determined 
1. Greet instructor 

     a. Student verbally stated a greeting such as “good morning, good  

afternoon, or hello.” 

                                    OR 

b. Introduce self by name 

 Student verbally stated his/her first and last name.  

OR 
c. Refer to specific class 

    Student verbally stated the name of the class, class number, and  

    section. 
Comments: 

 

Yes or No 

     2.  Identify disability status 

Student makes a general statement about his/her disability (e.g., I have a learning 

disability or I have multiple sclerosis). 
Yes or No 

     3. Explain needs functionally 

Student makes a verbal statement that explains how the disability affects him/her 

(e.g., As a result of my learning disability, it is difficult for me to take notes as 

thoroughly as I need). 

Yes or No 

     4. Mention previous accommodations 

 Student makes a verbal statement identifying the accommodation(s)  

used in a previous course (e.g., I have used a note taker in my other classes or I 

have learned that using a tape recorder helps me review the lectures.). 
If the student did not receive an academic accommodation in past, he/she 

makes a comment such as: 

If I had the opportunity to receive an accommodation, I think having a note taker 

would have helped me. 

Yes or No 

     5. Explain benefits of past accommodations 

     Student explains the benefit of the accommodation in class (e.g., This  

[notetaker] helped me keep up with the lecture, and I was more certain that I am 

receiving accurate notes when I study or This [tape recorder] makes it easier for 

me to review what was discussed in class.). 
If the student did not receive an academic accommodation in the past, he/she 

makes a comment such as: 

    If I had a note taker, I think it would have helped me score better on my tests and 

quizzes. 

Yes or No 

    6. Request use of accommodations 

 Student states that he/she thinks the accommodation would be helpful in this class 

(e.g., I think having a notetaker would be helpful in your class as well or I would 

like to use a tape recorder in your class.). 

 

Yes or No 

    7. Identify resources and how they help 

 Student verbally states who (or what office) will be able to assist in providing an 

accommodation (e.g., Disability Support Services is an office on campus that 

assists students with disabilities with the accommodations they need. They can 

help me with specific arrangements for a reader and an accommodation.). 

Yes or No 

    8. Explain what you will do 

Student verbally states what his/her responsibility for implementing the 

accommodation (e.g., I will  make arrangements for an accommodator to read the 

test questions, and I’ll have the reader meet me at the classroom on the day of the 

test.). 

Yes or No 
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9. Ask for agreement 

Student asks the instructor if the accommodation plan sounds agreeable (e.g., Do 

these suggestions sound alright to you? or Does this seem like a workable plan to 

you?). 

 

 

 

Yes or No 
         10. Affirm agreement 

Student verbally responds to the instructor’s agreement with an affirmative statement 

(e.g., good or o.k.). 

Yes or No 

         11. Restate accommodations 

Student verbally states the solution (accommodation). (e.g., Good, I’ll plan to use a 

note taker in class and a reader when I take a test or 

Yes or No 

         12. Clarify your role 

 a. Student verbally states what he/she will do to arrange for the  

accommodations to take place (e.g., I will contact Disability Support Services 

and take care of scheduling a reader for test days. I’ll also have them contact you 

about a note taker.). 

 
               OR 

Clarify instructor’s role 

      b. Student specifically states what action the professor needs to take  

(e.g., You will help me identify a student in the class who will let me make 

copies of class notes or You will let me know what room we can use to take tests 

so I can notify the accommodator.). 

 
If the professor does not need to do anything more, student makes a 
statement such as: 

 

I guess that will take care of everything. I don’t think it will be 

necessary for you to be involved further or I will let you know if there are 

any problems but I guess that’s all for now. 

 

Comments: 

 

 

 

Yes or No 

         13. Close with positive statement 

 Student makes a general statement (e.g., I’m looking forward to your class or I’m 

pleased we were able to get these arrangements made.). 

 

                                                                            OR 
 

Express appreciation 

 Student makes a verbal statement expressing his/her appreciation  

(e.g. Thanks for your help or I appreciate your help.). 
 

Comments: 

 

 

 

 

Yes or No 
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APPENDIX G 

REQUESTING ACADEMIC ACCOMMODATIONS  

SOCIAL VALIDITY SURVEY 

 

Target Behavior 
Very 

Important 
Important 

Somewhat 

Important 

Not 

Important 

1. Greet instructor 

     a. Student verbally stated a greeting such as “good 

morning, good  

afternoon, or hello.” 

                                                    

OR 

b. Introduce self by name 

 Student verbally stated his/her first 

and last name.  

OR 
c. Refer to specific class 

    Student verbally stated the name of the class, 

class number, and  

    section. 
Comments: 

 

4 3 2 1 

     2.  Identify disability status 

Student makes a general statement about his/her disability 

(e.g., I have a learning disability or I have multiple sclerosis). 
4 3 2 1 

     3. Explain needs functionally 

Student makes a verbal statement that explains how the 

disability affects him/her (e.g., As a result of my learning 

disability, it is difficult for me to take notes as thoroughly as 

I need). 

4 3 2 1 

     4. Mention previous accommodations 

 Student makes a verbal statement identifying the 

accommodation(s)  

used in a previous course (e.g., I have used a note taker 

in my other classes or I have learned that using a tape 

recorder helps me review the lectures.). 
If the student did not receive an academic 

accommodation in past, he/she makes a comment such 

as: 

If I had the opportunity to receive an accommodation, I 

think having a note taker would have helped me. 

4 3 2 1 

     5. Explain benefits of past accommodations 

     Student explains the benefit of the accommodation in 

class (e.g., This  

[note taker] helped me keep up with the lecture, and I 

was more certain that I am receiving accurate notes when 

I study or This [tape recorder] makes it easier for me to 

review what was discussed in class.). 
If the student did not receive an academic 

accommodation in the past, he/she makes a comment such 

as: 

    If I had a note taker, I think it would have helped me 

score better on my tests and quizzes. 

4 3 2 1 
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    6. Request use of accommodations 

 Student states that he/she thinks the accommodation would 

be helpful in this class (e.g., I think having a note taker 

would be helpful in your class as well or I would like to 

use a tape recorder in your class.). 

 

4 3 2 1 

    7. Identify resources and how they help 

 Student verbally states who (or what office) will be able 

to assist in providing an accommodation (e.g., Disability 

Support Services is an office on campus that assists 

students with disabilities with the accommodations they 

need. They can help me with specific arrangements for a 

reader and an accommodation.). 

4 3 2 1 

          8. Explain what you will do 

Student verbally states what his/her responsibility for 

implementing the accommodation (e.g., I will        make 

arrangements for an accommodator to read the test 

questions, and I’ll have the reader meet me at the classroom 

on the day of the test.). 

 

4 

 

3 

 

2 

 

1 

   9. Ask for agreement 

Student asks the instructor if the accommodation plan 

sounds agreeable (e.g., Do these suggestions sound alright 

to you? or Does this seem like a workable plan to you?). 

4 3 2 1 

         10. Affirm agreement 

Student verbally responds to the instructor’s agreement 

with an affirmative statement (e.g., good or o.k.). 

4 3 2 1 

         11. Restate accommodations 

Student verbally states the solution (accommodation). 

(e.g., Good, I’ll plan to use a note taker in class and a 

reader when I take a test or 

4 3 2 1 

         12. Clarify your role 

 a. Student verbally states what he/she will do to 

arrange for the  

accommodations to take place (e.g., I will contact 

Disability Support Services and take care of 

scheduling a reader for test days. I’ll also have them 

contact you about a note taker.). 

 
OR 

Clarify instructor’s role 

      b. Student specifically states what action the professor 

needs to take  

(e.g., You will help me identify a student in the class 

who will let me make copies of class notes or You will 

let me know what room we can use to take tests so I 

can notify the accommodator.). 

 
If the professor does not need to do anything more, 
student makes a statement such as: 

 

I guess that will take care of everything. I don’t 

think it will be necessary for you to be involved 

further or I will let you know if there are any 

problems but I guess that’s all for now. 

 

Comments: 

 

 

 

4 3 2 1 
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         13. Close with positive statement 

 Student makes a general statement (e.g., I’m looking 

forward to your class or I’m pleased we were able to get 

these arrangements made.). 

 

                                                                            OR 
 

Express appreciation 

 Student makes a verbal statement expressing 

his/her appreciation  

(e.g. Thanks for your help or I appreciate your 

help.). 
 

Comments: 

 

 

 

 

4 3 2 1 
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APPENDIX H 

COURSE INSTRUCTOR SOCIAL VALIDITY SURVEY 

 

 

 

 

 

 Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 
1. The student was polite when he/she approached 
me. 

 
4 3 2 1 

2. The student explained his/her needs 
clearly. 

 

4 3 2 1 

3. The student was specific in identifying the 
accommodation  needed. 

 

4 3 2 1 

4. Given the way the student approached me 
when requesting the accommodation, I was 
inclined to provide the accommodation. Why or 
Why not? 

 

 

 
 

 

 

4 

 

 

3 

 

 

2 

 

 

1 



                                                                                                                                                      109                                                                                                                                                                      

 

 
 

  

 

 

 

 

 

 

 

 

 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

1. The self-advocacy intervention helped me 

explain my learning disability and academic needs. 

If so, how? 

 

4 3 2 1 

 

2. The self-advocacy intervention helped me speak 

up for myself. 

If so, how?    

 

 

 

4 3 2 1 

 

3 In future semesters, I will ask my instructors  

for accommodations. 

Why or Why not? 

 

 

 

4 3 2 1 

 

4. I will follow the steps I was taught for requesting 

accommodations in future situations. 

Why or Why not? 

 

 

 

 

 

4 

 

 

3 

 

 

2 

 

 

1 

5. Successfully requesting accommodations from 

an instructor is something I would be proud of. 

Why or Why not?  

 

 

 

4 

 

 

3 

 

 

2 

 

 

1 

APPENDIX I 

STUDENT SOCIAL VALIDITY SURVEY 
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APPENDIX J 

STRATEGIC SUPPORT SPECIALISTS SOCIAL VALIDITY SURVEY 
 

 

 

 
Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

1.  The self-advocacy intervention is practical. 

Why or Why not? 

 

 

4 3 2 1 

 

2.  I would use the self-advocacy intervention as a 

resource with future students who need assistance 

with requesting accommodations. 

Why or Why not? 

 

 

4 3 2 1 

 

3. I would need to modify the lessons to best meet 

the needs of my students. 

If so, how? 

 

 

4 3 2 1 

 

4. The skills most needed by students when 

requesting accommodations are: 
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APPENDIX K 

SELF-ADVOCACY  TRAINING 
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APPENDIX L 

PROCEDURAL RELIABILITY 

 

Name:_________________      Date: _________________  

 

The researcher verbally stated the skill description.  

The researcher verbally stated the goal of the skill.  

The researcher verbally stated the skill examples.  

The researcher modeled the skill. 

The researcher asked the student to practice the skill                                                                                                             

if the student did not practice the skill correctly. 

The researcher asked the student to repeat the skill. 

The researcher and student role-played the skill. 

The researcher verbally summarized the skill taught in the  
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APPENDIX M 

SINGLE SHEET  GUIDE 

Single 

 1. Introduction:  

 a. Greeting 

 b. Class (Section and/or time) 
 

2. Disclosure 

 a. Identify disability  

 b. Explain how disability affects you (functional terms) 
 

I’d like to talk to you about classroom accommodations.  

3. Solution 

 a. State previous successful accommodation 

 b. State benefit of accommodation 

 c. Make request in statement form 

 

 

 

 
4. Resources  

 a. Describe resource 

 b. State your role 

 

 

 

 
5. Agreement: Does this sound alright to you? Great!  

6. Summary 

 a. restate accommodation 

 b. state what you will do to arrange accommodation 

c. state what the instructor needs to do to arrange  

                                  accommodation 

 

 

 

 

7. Closure: Positive statement, express appreciaton (Thank you)   

I think that about wraps it up.   
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