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Students with high-incidence disabilities make 
up the largest portion of students with disabilities 
in United States public schools (Gage, et al. 2012). 
Traditionally, this group includes students with learn-
ing disabilities; students with attention-deficit hyper-
activity disorder (ADHD) can be included as well 
(Stitcher et al., 2008). Sanford et al. (2011) report-
ed that 66.8% of students with learning disabilities 
and 56.6 % of students with ADHD (qualifying under 
other health impairment) were enrolled in postsecond-
ary institutions; an increase from 47.3% and 53.7%, 
respectively, in 2009 (Newman et al., 2009). Many of 
these students needed and received accommodations 
in high school (Hadley, 2006). However, due to the 
challenging transition from secondary to postsecond-
ary education that students with learning disabilities 
face (Estrada et al., 2006), and the demanding envi-
ronment of postsecondary education for students with 
learning disabilities (McGregor et al., 2016), these 
students are likely not equipped to deal with the re-

ality of time management, decision-making, and aca-
demic obligations that are required for success at the 
postsecondary level (Field et al, 2003). 

There is widespread agreement about the posi-
tive effects of receiving accommodations in postsec-
ondary education. McGregor et al. (2016) found that 
students with a learning disability who were provid-
ed accommodations reported increased contact with 
their instructors and decreased difficulty with assign-
ments. The Americans with Disabilities Act (ADA) 
(42 U.S.C . §12101 et seq., 1990) mandates postsec-
ondary institutions provide reasonable accommoda-
tions to students with disabilities, including academic 
accommodations; however, the ADA requires the stu-
dent to disclose their disability to the postsecondary 
institution they are attending and formally request ac-
commodations in order to receive them. 

Disclosure, though, remains an issue in receiving 
accommodations in postsecondary institutions. Data 
from the National Longitudinal Transition Study-2 
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(NLTS2) indicated that only 35.5% of students with 
learning disabilities choose to disclose their disabili-
ty to their postsecondary institution (Newman et al., 
2009). Even when students with disabilities request 
accommodations from their postsecondary institu-
tion, some tend put off requesting them until they are 
academically struggling (Kranke et al., 2013), which 
may create a barrier for completing their degree.

The choice not to disclose a disability can be 
linked to a lack of self-advocacy skills. Holzberg et 
al. (2019) identified a common theme of self-advo-
cacy as one’s “ability to effectively recognize and ar-
ticulate one’s needs and rights” (p. 167). For students 
with disabilities, using self-advocacy skills to com-
municate their needs and rights effectively is critical 
to their academic success (Van Reusen et al., 2015). 
Such skills are necessary for students with disabilities 
in the postsecondary setting to avoid barriers, receive 
accommodations, and increase their chances for aca-
demic success. Field et al. (2003), for example, found 
that students with learning disabilities typically enter 
the postsecondary environment without the self-advo-
cacy skills needed to request accommodations. Cole 
and Cawthon (2015) found that students with learning 
disabilities can have a negative perception of accom-
modations, and often are unaware of the availability 
of accommodations, or even which accommodations 
would be beneficial. These challenges potentially 
leave students with learning disabilities unprepared 
as they transition from high school to postsecondary 
education (Janiga & Costenbader, 2002).

Latino Males and Help Seeking Behavior

Seeking help for learning disabilities is especially 
challenging for Latino1 males. According to Abalos 
(2002), Latino males avoid help-seeking due to these 
behaviors being viewed as contradictory to their mas-
culinity. For example, Cabrera et al. (2016) identi-
fied social stress and difficulty adjusting to the rigors 
of higher education as common experiences among 
Latino male college students. The authors found that 
Latino male college students chose to rely on them-
selves and avoided asking for help with any of so-
cial or academic challenges. However, Cabrera et al. 
(2016) also identified that these types of behaviors 
are rooted in a fear of being seen as vulnerable, and 
highlighted the need for practitioners to engage with 
Latino male college students in discussions of these 

1  Following the guidance of Borrell and Echeverria (2022), the term Latino is used in this study, as it was 
used during data collection in this study (i.e., all three participants self-identified as Latino), as well as in 
previous research cited in this study (Abalos, 2002; Cabrera et al., 2016; Lucio 2004; Morrison et al., 1992; 
Sáenz & Ponjuan, 2009).

fears, especially since Latino male students are un-
likely to bring such fears up themselves. 

While overall there is scant research investigating 
self-advocacy behaviors among Latino males with 
disabilities, Morrison et al. (1992) investigated the 
preference for social supports among Latino male ad-
olescents in middle school with learning disabilities 
(n=11) as compared to Latino males who were not 
diagnosed with disabilities (n=22). A questionnaire 
was read to participants, which included everyday 
common stressors/challenges (e.g. schoolwork, feel-
ing down) and required the students to indicate where 
they would seek support. The results from the study 
indicated that Latino male students with learning dis-
abilities demonstrate reluctance to ask a teacher for 
help, or avoid asking for help altogether, especially 
when it comes to academic-related issues.

In addition, Lucio (2014) found few evi-
denced-based programs that focus on the academ-
ic success of Latino males with disabilities. The 
Achievement for Latinos though Academic Success 
(ALAS) is a project focused on the prevention of 
Latino students with disabilities from dropping out of 
high school but is one of the only programs to include 
students with disabilities (Lucio, 2014). However, 
Latino males who have been labeled with a disability 
being are at a higher risk for having an educational 
experience that limits them from developing their full 
potential (Sáenz & Ponjuan, 2009). 

Given  Latino males’ avoidance of help-seeking 
behaviors, and the lack of research of self-advocacy 
skills among Latino males with disabilities, it is nec-
essary to specifically examine Latino male students 
with disabilities’ perspectives of help-seeking behav-
iors, such as self-advocacy. Doing so will help de-
termine if a self-advocacy intervention would affect 
their ability to demonstrate the help-seeking behav-
iors required to request academic accommodations. 
As a result, the purpose of this study was to examine 
the effects of a modified self-advocacy intervention 
(SACR; Rumrill et al., 1999) to teach Latino male 
college students with high-incidence disabilities how 
to request academic accommodations. 

The Self-Advocacy & Conflict Resolution Training

One way for a student to gain self-advocacy skills 
is to receive direct instruction via an intervention. 
Cobb, et al. (2009) performed a meta synthesis of 
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six different reviews of research regarding self-de-
termination/self-advocacy interventions and con-
sistently found interventions that contain multiple 
components resulted in the most positive outcomes. 
One self-advocacy intervention with multiple compo-
nents that has demonstrated such positive outcomes is 
The Self-Advocacy & Conflict Resolution Training 
(SACR): Strategies for the Classroom Accommoda-
tion Request (Rumrill et al.,1999). The SACR con-
sists of two modules using scripted lesson plans to 
provide direct instruction of self-advocacy and con-
flict resolution skills; module one is composed of 17 
target self-advocacy behaviors, and module two is 
composed of seven target conflict resolution behav-
iors. The self-advocacy portion of the SACR contains 
seven scripted lesson plans containing behaviors nec-
essary for students to self-advocate for classroom ac-
commodations. Each lesson consists of a description 
of a target behavior and a script of what the student 
can say to demonstrate this target behavior, along 
with an opportunity to review and practice the behav-
ior (Rumrill, et al., 1999). See Table 1 for a list of the 
SACR module one lessons and the target self-advo-
cacy behaviors. 

Results from multiple research studies examining 
the efficacy of the SACR training indicate an improve-
ment in students’ ability to request accommodations. 
A handful of studies have examined the efficacy of 
both modules one (self-advocacy) and two (conflict 
resolution) of the SACR (e.g., Bethune, 2015; Hol-
zberg et al. 2019; Palmer & Roessler, 2000). Others 
have only examined the efficacy of module one (e.g., 
Brendli et al., 2021; Holzberg & Ferraro, 2021; Lopez 
et al., 2020; McGahee et al., 2021; Walker & Test, 
2011). Palmer and Roessler (2000), used the SACR 
to provide training in small groups, while all other 
studies provided training to participants individually. 
The participants in four of the studies (Brendli et al., 
2021; Holzberg & Ferraro, 2021; Palmer & Roessler, 
2000; Walker & Test, 2011) were attending a postsec-
ondary institution, and participants in the remaining 
studies (Bethune 2015; Holzberg et al., 2019; Lopez 
et al., 2020, McGahee et al., 2021) were attending 
a secondary institution, with interest in attending a 
college or university after graduation. It should be 
noted that all participants in one study (Brendli et 
al., 2021) and two of the three participants in another 
(Holzberg & Ferraro, 2021) were attending a specific 
postsecondary program that supported students with 
intellectual disabilities. Participants from all studies 
represented a range of disabilities, including learning 
disabilities (Holzberg et al., 2019; Lopez et al., 2020; 
McGahee et al., 2021; Walker & Test, 2011), autism 
spectrum disorder (Bethune, 2015; Holzberg & Fer-

raro, 2021), attention deficit hyperactivity disorder 
(ADHD;  Holzberg et al., 2019; Lopez et al., 2020; 
Walker & Test, 2011), intellectual disabilities (Brend-
li et al., 2021; Holzberg & Ferraro, 2021) and other 
mild disabilities (Holzberg et al., 2019). While these 
studies examined the efficacy of the SACR on partic-
ipants who represented students in different stages in 
their academic careers, as well as a range of disabili-
ties, results from all studies consistently demonstrat-
ed a functional relationship between the SACR and 
participants’ increased self-advocacy and/or conflict 
resolution behaviors.

Method

Setting 
This study was conducted during the fall semes-

ter at a large public research university in the south-
western region of the United States. This university 
is a Hispanic-Serving Institution (HSI) with an en-
rollment of undergraduate full-time equivalent stu-
dents that is at least 25 percent Hispanic students (20 
U.S.C. et seq § 1101a, 1986). This university serves 
approximately 39,000 students, with 57% of the stu-
dents identifying as female and 42% identifying as 
male. Demographic breakdowns by race/ethnicity are 
as follows: 73.9% White, 27.6% Hispanic or Latino, 
10.9%Asian ,7.6% Black or African American, 3.5% 
American Indian or Alaska Native, 1.1% Native Ha-
waiian or Pacific Islander. The primary setting for 
this study was in two locations: the researchers’ of-
fice and a small conference room. The baseline data 
were gathered using role-plays that took place in the 
researcher’s office to provide a realistic environment 
when talking to an instructor. The SACR instruction, 
as well as collection of maintenance probes, took 
place in a small conference room that provided a pri-
vate area where the researcher and the student would 
not be disturbed. Prior to gathering data, application 
to the university institutional review board qualified 
the research as exempt. 

Participants 
Three participants volunteered after responding to 

an ad posted by the disability resource center (DRC) 
and met the following criteria: (a) male, (b) first-year 
college student, (c) enrolled in college directly after 
high school graduation, (d) self-identify as Latino, 
(e) have a diagnosed high-incidence disability such 
as a learning disability and/or ADHD that is impact-
ing academic abilities, (f) be currently registered with 
the DRC, and (g) have little to no experience of ask-
ing an instructor for an academic accommodation in 
college. Each participant was receiving accommoda-
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tions, such as a note taker or extended time on tests 
in one or more of their classes, but the participants 
were not required to request these accommodations 
from their instructor(s). The participants requested 
them via the DRC, who in turn provided the infor-
mation about necessary accommodations directly to 
the participants’ instructor(s). All three participants 
were 18 years of age at the time of this study. Also, 
due to all three participants being first-year university 
students, they did not have an established university 
grade point average (GPA). When asked, two of the 
three participants did not remember their graduating 
high school GPA. However, all three participants met 
the academic requirements to receive a high school 
diploma, as well as university admission. The univer-
sity requirement for admission was an unweighted 
high school GPA of 3.0 or higher based on a student’s 
grades in fall of their junior year. 

Daniel 
Daniel 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 dis-
ability in his sophomore year of high school. Upon 
his diagnosis of a learning disability, his high school 
implemented a 504 plan. Growing up, Daniel spoke 

both English and Spanish in the home, and he con-
siders himself bilingual. When Daniel participated 
in this study, he was taking the following courses: 
general chemistry, pre-calculus, biochemistry, and 
first-semester English.

Martin
Martin was diagnosed with 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). Martin grew 
up with Spanish speakers in the home (mother, fa-
ther and grandmother), but noted that these speakers 
chose to communicate with him almost always in En-
glish. 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.

George
George was diagnosed with attention deficit hy-

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

Table 1

SACR Training – Module 1: Self-Advocacy Lessons

Lesson Target Behavior
1. Introduction 1. Greet the instructor 

2. Introduce yourself to the instructor by name
3. Identify class with the instructor

2. Disclosure 4. Identify disability status 
5. Explain needs functionally

3. Solution 6. Describe previous accommodations 
7. Explain benefits of accommodations 
8. Request the use of accommodations

4. Resources 9. Identify resources and how they will help 
10. Student explains their responsibility

5. Agreement 11. Ask for the instructor’s agreement 
12. Affirm the agreement

6. Summary 13. Restate accommodations
14. Student clarifies their role 
15. Student clarifies the instructor’s role

7. Closure 16. Close with a positive statement
17. Express appreciation to the instructor
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implemented a 504 plan. George grew up with his 
mother as the only Spanish speaker in the home and 
noted that English was the dominant language when 
communicating with family members. When George 
participated in this study, he was taking the follow-
ing courses: philosophy, sociology, anthropology, 
first-semester English, and management and infor-
mation systems.

Procedural Integrity 
To ensure that the intervention used in this study 

was implemented as intended, in addition to being 
able to reach valid data-based conclusions, several 
steps were taken to ensure procedural integrity. First, 
the methodology of this study was a direct replication 
of an already established study. In addition, interob-
server reliability and internal validity were used to 
ensure fidelity of implementation. Lastly, social va-
lidity data was collected to determine the level of so-
cial importance of the self-advocacy target behaviors 
being studied. 

Direct Replication 
Gast (2010) acknowledges that replications of re-

search studies serve to expand the current knowledge 
of the topic being studied and identify if the results of 
original study are reliable across different groups of 
participants. Therefore, the methodology of this study 
was an inter-subject direct replication of a disserta-
tion research study titled, Effects of a Self-Advocacy 
Intervention on African American College Students’ 
Ability to Request Academic Accommodations (Walk-
er, 2007). The replicated methodology included all 
data collection procedures, some instructional materi-
als (only the self-advocacy module of the SACR was 
used), and the experimental design Walker (2007) 
used. Whereas the participants in Walker’s (2007) 
study were African American male college students 
with learning disabilities, the participants of the cur-
rent study were Latino male college students with 
learning disabilities. 

Interobserver Reliability
To ensure the SACR training was accurately ad-

ministered, interobserver reliability data were gath-
ered by the third experimenter (third author). The 
experimenter used an eight-item checklist which 
included the following statements: The researcher 
verbally stated the skill description; the researcher 
verbally stated the goal of the skill; the research-
er 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 re-

peat the skill; the researcher and student role-played 
the skill; the researcher verbally summarized the skill. 

Prior to the interobserver reliability data being 
gathered, the third experimenter was trained on use 
of the SACR, the self-advocacy skills participants 
would learn, and how they would use these skills to 
request academic accommodations. The experiment-
er was asked to practice by viewing two role-play 
sessions, one baseline, and one intervention; these rat-
ings were not included in the interobserver reliability 
data. After agreement for the two practice viewings 
were 100% between the third experimenter and the 
researcher, the third experimenter then viewed three 
randomly selected video recorded role-play sessions 
for each student; one from the baseline, intervention 
and maintenance sessions, representing approximate-
ly 30% of the total sessions, and indicated on the data 
collection form which of the target behaviors were 
demonstrated, and which ones were not demonstrat-
ed. The agreement percentage was calculated by di-
viding the smaller number of agreements by the total 
number of target behaviors, which was 11. 

Social Validity 
In order to gather data that indicated level of so-

cial importance of the target behaviors being studied 
(Wolf, 1978), at the completion of the study, social 
validity data were collected by evaluating the views 
of the effects of the intervention from the three par-
ticipants. The participating students were asked to 
complete a five-prompt survey using a Likert scale 
(4=strongly agree, 3=agree, 2=disagree, 1=strongly 
disagree) to indicate their response. The five ques-
tions were as follows: 

1. The self-advocacy intervention helped me 
explain my learning disability and academic 
needs. 

2. The self-advocacy intervention helped me 
speak up for myself. 

3. In future semesters, I will ask my instructors 
for accommodations. 

4. I will follow the steps I was taught for re-
questing accommodations in future situations.

5. Successfully requesting accommodations from 
an instructor is something I would be proud of.

Materials
The materials for this study consisted of the fol-

lowing: (a) a 48-minute video titled, “Transitions to 
Post Secondary Learning” (Coull & Eaton, 1998), 
which covered the process of learning, what a learn-
ing disability and attention disorder is, and the steps 
one can take to self-advocate; (b) the Self-Advocacy 
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& Conflict Resolution Training (SACR): Strategies 
for the Classroom Accommodation Request (Rum-
rill et al., 1999) module 1; (c) a digital video camera 
to record role-play sessions; (d) a power point of the 
SACR self-advocacy lesson;, (e) a laptop computer to 
view the power point; and (f) a color coded script of 
the 13 SACR behaviors, which highlighted specific 
behaviors in the following three colors: green indicat-
ed to the participant to move to the next line, yellow 
indicated to the participant to pause and wait for a 
response from the instructor, and red indicated to the 
participant to end the conversation after the line was 
said. This script was only used as a support during 
instruction; participants did not use this script during 
role-play or sessions where data were gathered. 

To replicate the same method used by Walker 
(2007), participants only received instruction from 
the self-advocacy module of the SACR. The 17 target 
self-advocacy behaviors (See Table 1) of the self-ad-
vocacy portion of the SACR were modified, which 
reduced the number of documented target behaviors 
to 13, with data being collected on 11 (See Table 2). 
Of the original 17 target behaviors listed on Table 1, 
introduction behaviors 1-3 were modified into one 
general greeting (See Table 2, Greet Instructor), tar-
get behaviors 4-13 were unmodified, target behav-
iors 14 and 15 were modified into general clarifying 
statements (See Table 2, Clarify your role and/or in-
structor’s role), and target behaviors 16 and 17 were 
modified into a general positive statement (See Table 
2, Close with positive statement). 

Data Collection Procedures
Data on two dependent variables were record-

ed for the purpose of this study. The first dependent 
variable was the number of the 11 self-advocacy tar-
get behaviors correctly demonstrated by participants 
during baseline, follow-up, and instruction (see Table 
2). The baseline, intervention, and follow-up data col-
lection used role-play probes to assess the self-advo-
cacy skills of each participant, were based on these 11 
target behaviors, and used a yes/no event recording 
data collection system. The second dependent vari-
able was the ability for the participants to generalize 
the 11 self-advocacy target behaviors of the SACR to 
request an academic accommodation from an instruc-
tor. For the purpose of this study, each participant 
identified extended time on tests as the accommoda-
tion they would request.

Experimental Design
The design of this study used a multiple probe 

across three participants (Cooper et al., 2007), and 
included gathering of generalization, as well as main-

tenance data. Data gathered from this study were 
used to determine the effects of the self-advocacy 
intervention on Latino male students’ abilities to re-
quest an accommodation. 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 ad-
ministered during the baseline phase as well as the 
intervention phase, and a final follow-up phase. Per-
centage of non-overlapping data (PND) and its as-
sociated probability values (p-values) can result in 
a better understanding of treatment effect (Tarlow & 
Penland, 2016a), therefore, PND and the correspond-
ing p-value were calculated for all participants using 
the online web application https://ktarlow.com/stats/
pnd/ (Tarlow & Penland, 2016b). 

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. During 
the role-play scenario, the researcher played the role 
of a college instructor who is unfamiliar with the par-
ticipant as well as their need for an accommodation. 
The participant was asked to demonstrate how they 
would explain their disability and ask one of their in-
structors for an accommodation. Prior to the role-play 
session, the researcher informed the participants that 
feedback would not be provided to them during these 
sessions, and that they should approach the session 
as a real-life situation. Each participant would then 
initiate the role-play scenario by knocking on the re-
searcher’s office door and greeting the researcher as 
the instructor. Once the session was complete, the re-
searcher viewed the videotaped session and identified 
which of the 11 behaviors were demonstrated using 
the yes/no checklist.   

Instruction
The initial session began by having each stu-

dent watch the previously mentioned self-advocacy 
instructional video. Once this was completed, the 
participants met with the researcher and chose one 
accommodation to request during the instruction of 
the intervention and from an instructor of their choice. 

Following the initial session, the researcher began 
using the SACR scripted lesson plans with each par-
ticipant in sessions lasting approximately 15-20 min-
utes. 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). 
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At the completion of the final session, the re-
searcher engaged in a role-play where the participant 
would demonstrate all 11 target behaviors and request 
the accommodation they chose prior to the beginning 
of the study; the researcher did not provide any feed-
back during the role-play. One day later, a second 
role-play probe, following the same criteria, was ad-
ministered. When the participant was able to demon-
strate all 11 target behaviors during two consecutive 
probes with 100% accuracy, the researcher concluded 
the intervention portion and began the steps to admin-
ister the generalization probe. 

Generalization
The generalization probe was administered once 

the participant reached mastery criterion of 100% 
accuracy. When mastery criterion was reached, the 

participant would set up an appointment with the in-
structor they selected. During this appointment they 
would use the specific skills (i.e., the 11 target behav-
iors) they had learned to request an accommodation. 
The researcher asked the participant to send a brief 
text message stating, “I finished the meeting with my 
instructor.” immediately following the conclusion of 
this appointment with their instructor. Upon receiving 
this text message, the researcher would then place a 
phone call to the instructor and interview them using 
a yes/no checklist to identify which of the 11 target 
behaviors had been observed. 

Maintenance
Following the completion of the generalization 

probe, a maintenance probe was administered to all 
participants to determine if the students had main-

Table 2

Target Behaviors and Corresponding Modified Self-Advocacy (SACR) Training Lessons

Lesson Target Behaviors SACR Lesson 
Number

Example

*Greet Instructor Lesson 1 Hello Dr. Jones, I am Joe Student from your 10:00 
a.m. chemistry class on Mondays and Wednesdays. 

1. Identify disability status Lesson 2 I am here about my accommodations from the 
disability resource center (DRC).

2. Explain needs functionally Lesson 2 I process information slower than my peers. 
3. Mention previous 

accommodations
Lesson 3 Last year, in high school, I was allowed additional 

time to take tests.
4. Explain benefits of past 

accommodations
Lesson 3 Extra time gave me more time to think about 

questions and process information. 
5. Request use of 

accommodations
Lesson 3 I think having additional time on tests in your class 

would be extremely helpful as well.
6. Identify resources and how 

they help
Lesson 4 I am registered with the DRC to get 

accommodations in my classes.
7. Student explains their role Lesson 4 I will let the DRC know I have asked you for 

additional time for tests.
8. Ask for agreement Lesson 5 Does that sound like a good plan?
9. Affirm agreement Lesson 5 That sounds good.
10. Restate accommodations Lesson 6 So, just to confirm, I will be receiving extra time 

on tests for your class.
11. Clarify your role and/or 

instructor’s role
Lesson 6 The DRC will send you a notice about my 

accommodations. Let me know if you do not 
receive it.

*Close with positive 
statement

Lesson 7 Thank you for meeting with me today. I’m looking 
forward to your class.

Note. Adapted from Holzberg et al., 2019. *Data not collected
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tained self-advocacy skills well after the comple-
tion of the intervention instruction. The maintenance 
probe was administered at least one week after the 
generalization probe was conducted. The mainte-
nance probe used the same procedures of the baseline 
probes; the participant was asked to participate in a 
role-play session where the researcher would play an 
instructor, and the participant would demonstrate how 
they would request the accommodation.  Upon com-
pletion of the maintenance probe, participants were 
provided with general feedback about how well they 
demonstrated the 11 target behaviors for this probe.

Results

Functional Relationship 
A visual inspection of the data (see Figure 1) 

shows a functional relationship between the self-ad-
vocacy 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 instruc-
tional 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 consec-
utive days. Daniels’ instructor indicated he correctly 
demonstrated all 11 behaviors during the generaliza-
tion probe. One week following the generalization 
probe, maintenance data indicated no decrease in per-
formance; he maintained 100% of the target behaviors. 
Daniel’s results indicate a PND of 100% (p = 0.011).

Martin
During baseline, Martin’s scores were on a slight-

ly 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 cri-
terion for two consecutive days. Martins’ instructor 
indicated he correctly demonstrated all 11 behaviors 
during the generalization probe. One week following 
the generalization probe, maintenance data indicated 
no decrease in performance; he maintained 100% of 
the target behaviors. Martin’s results indicate a PND 
of 100% (p = 0.004). 

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. Georges’ instructor indicated he 
correctly demonstrated all 11 behaviors during the 
generalization probe. One week following the gen-
eralization probe, maintenance data indicated no de-
crease in performance; he maintained 100% of the 
target behaviors. George’s results indicate a PND of 
100% (p = 0.002).

Interobserver Reliability
Interobserver reliability scores for three baseline 

probes were 91%, 91%, and 100% (M 89%). Interob-
server reliability scores for three intervention probes 
(where participants demonstrated 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 third experimenter could not col-
lect reliability data, therefore interobserver reliability 
for the generalization probes was not collected.

Social Validity
The participating students’ social validity rat-

ings of the self-advocacy intervention portion of the 
SACR indicate that it was useful in assisting them 
in not only acquiring, but also learning how to use 
self-advocacy skills in requesting academic accom-
modations in their classes. Scores from the social va-
lidity survey (See Table 3) indicated the following: 
The participants felt the SACR helped them explain 
their learning disability and academic needs (range 
= 4-3; M 3.7) and helped them speak up for them-
selves (range 4-3; M 3.3). They also indicated that 
the SACR increased the likelihood that they will ask 
their instructors for accommodations in future semes-
ters (range 4-3; M 3.7) and will follow the steps they 
were taught for requesting accommodations in future 
situations (range 4-4; M 4). Finally, participants noted 
that because of the SACR, successfully requesting ac-
commodations from an instructor is something they 
would be proud of (range 4-3; M 3.7). The most no-
table result from the social validity surveys is that all 
participants strongly agreed that they will follow the 
steps of the SACR for requesting accommodations in 
future situations. 
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Table 3

Participants’ Ratings on Social Validity Survey

Item Daniel Martin George Mean
1.   The self-advocacy intervention helped me explain 

my learning disability and academic needs. 4 4 3 3.7

2.   The self-advocacy intervention helped me speak up 
for myself. 3 4 3 3.3

3.   In future semester, I will ask my instructors for 
accommodations.  4 3 4 3.7

4.   I will follow the steps I was taught for requesting 
accommodations in future situations. 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

Note. (4=Strongly Agree, 3=Agree, 2=Disagree, 1=Strongly Disagree)

Figure 1
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Discussion 
Findings of this study indicated a functional re-

lationship between the independent variable of the 
self-advocacy intervention (e.g., SACR), and the 
dependent variable of the participants’ ability to re-
quest academic accommodations. Also, the findings 
of this study are consistent with previous studies that 
focused on students with disabilities and how they 
self-advocate for themselves (Bethune, 2015; Brendli 
et al., 2021; Holzberg & Ferraro, 2021; Holzberg et 
al., 2019; Lopez et al., 2020; McGahee et al., 2021; 
Palmer & Roessler 2000; Walker & Test, 2011). PND 
calculations across participants resulted in consistent 
scores of 100%, which show the intervention as hav-
ing a, “very effective intervention effect” (Scruggs & 
Mastropieri,1998, p. 224). Additionally, social valid-
ity data that was collected suggested that the self-ad-
vocacy intervention used in this study was viewed as 
valuable and practical.

Like the current study, other studies have investi-
gated the effects of the SACR training on the ability 
to request academic accommodations, and have iden-
tified a functional relationship between the SACR 
and students’ abilities to request academic accom-
modations (e.g., Bethune, 2015; Brendli et al., 2021); 
Holzberg and Ferraro, 2021; Holzberg et al., 2019; 
Lopez et al., 2020; McGahee et al., 2021; Palmer and 
Roessler, 2000; and Walker and Test, 2011. These 
studies used the same dependent variable (i.e., self-ad-
vocacy target behaviors) and the same independent 
variable (i.e., SACR). Similarly to the Walker and Test 
(2011) study, the current study now extends the body 
of research that focuses on male college students from 
culturally and linguistically diverse backgrounds with 
learning disabilities using self-advocacy skills to re-
quest academic accommodations.

The participants’ social validity ratings of the 
self-advocacy intervention portion of the SACR 
indicate that it was perceived as useful in not only 
acquiring, but also learning how to use self-advoca-
cy skills in requesting academic accommodations. 
These ratings are consistent with Walker and Test’s 
(2011) social validity findings, which indicated that 
participants felt that the self-advocacy intervention 
had a “positive effect on their ability to advocate 
for themselves” (p. 140). A majority of high ratings 
(4=Strongly Agree) and a small remainder of some-
what high ratings (3=Agree), indicate that the par-
ticipants in this study saw value in the SACR and 
self-advocacy skills. 

Recommendations
While it is important that students with disabili-

ties acquire self-advocacy skills prior to attending a 
postsecondary institution (Daly-Cano et al., 2015), 
colleges and universities can take steps to provide 
opportunities for students with disabilities to learn, 
develop, and apply self-advocacy skills. First, prior 
to the students’ first semester (typically during ori-
entation), disability resource personnel and/or relat-
ed staff can conduct conversations with students to 
determine how they perceive self-advocacy, as well 
as their knowledge and skills of self-advocacy. Re-
sources such as a self-determination and self-advoca-
cy skills questionnaire (see Miller et al., 2007) can be 
used to gather more specific information about what 
students know about self-advocacy. This information 
can serve as a baseline, indicating the amount of sup-
port or instruction they will need to provide with re-
gard to self-advocacy. From the information gathered 
during these conversations, resources can be devel-
oped to provide more self-advocacy support. Re-
sources for first-year students should be in the form 
of workshops or seminars that provide an opportuni-
ty for developing and practicing self-advocacy skills 
(Daly-Cano et al., 2015). 

Second, once students with disabilities have de-
veloped self-advocacy skills, disability resource 
personnel should create real-life opportunities for 
students to practice self-advocacy skills. The first 
stage of this can be accomplished by developing peer 
mentoring programs where experienced students with 
disabilities can guide and support incoming students. 
Peer mentors can share their personal experiences, 
provide advice on self-advocacy, and help new stu-
dents navigate the college environment. Following 
this, the office of disability resources or disability ser-
vices can facilitate an opportunity for the student to 
advocate for themselves by informing instructors that 
the students with disabilities who are on their roster 
have been encouraged to reach out to them to them 
to discuss their needs and advocate for themselves. 
This facilitation can create an opportunity for the stu-
dent to advocate for themselves by connecting with 
their instructor on a personal level, building rapport, 
further explaining their disability, and how certain 
accommodations provide support, all of which will 
allow the instructor to better understand the students’ 
needs. Ongoing support of these types of exchanges 
should be offered throughout the student’s academic 
career. The disability resources or disability services 
office should encourage students to seek support 
whenever needed and maintain open lines of commu-
nication to address any questions or challenges relat-
ed to self-advocacy.
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Third, disability resource personnel should cre-
ate a time and space to follow up with students to 
discuss their experiences with self-advocacy and if 
they have been communicating their needs to their 
instructors. This space could come in the form of a 
support group or discussion forum where students 
come together to share their experiences, providing 
a safe space for students to discuss challenges and 
strategies of using self-advocacy skills. By opening 
this opportunity to all students, not only can disabili-
ty resource personnel gain valuable feedback related 
to students’ perceptions of self-advocacy, but also to 
potentially engage with Latino male students in dis-
cussions about help seeking behaviors (e.g. self-ad-
vocacy) without singling them out. Also, this same 
effort should be made to instructors to gather feed-
back about their perceptions of students advocating 
for themselves and connecting with students about 
their accommodations. Based on this feedback, the 
office of disability resources or disability services 
could provide training to faculty and staff members 
on self-advocacy awareness and the importance of 
fostering an inclusive environment. Educating fac-
ulty and staff about the need for self-advocacy can 
promote better understanding, collaboration, and sup-
port for students with disabilities, thereby enhancing 
their ability to advocate for themselves. By better un-
derstanding both student and instructor perspectives 
on self-advocacy, disability resource personnel can 
develop best practices for supporting students with 
disabilities in their development and use of self-ad-
vocacy skills at their institution. 

Limitations 
Four limitations were identified in this study. 

First, 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. The results reported by the 
instructors to the researcher were dependent on their 
subjective perceptions of the target behaviors, which 
can be limiting. Second, maintenance data were col-
lected once, and only one week after the generaliza-
tion probe, which limited the strength of the results. 
Third, this study only included three participants, 
which does not yield a strong effect. And finally, only 
three data points were collected for Daniel’s baseline 
data, in which the last data point indicated upward 
movement. While data collection in single subject re-
search should have at least three baseline data points, 
the upward movement in the third data point indicated 
that additional probes could have been administered 
to ensure a stable trend in Daniel’s baseline data.

Future Research 
While the current study has added to the most cur-

rent literature and research on self-advocacy and the 
SACR (i.e., Bethune, 2015; Brendli et al., 2021; Hol-
zberg & Ferraro, 2021; Holzberg et al., 2019; Lopez 
et al., 2020; McGahee et al., 2021; Palmer & Roessler 
2000; Walker & Test, 2011), the field of self-advo-
cacy could benefit greatly from further examinations 
of the SACR. Such research could include imple-
menting a longitudinal study of the SACR across 
the transitionary period for students from second-
ary to postsecondary environments. Due to the short 
duration of the current study, 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 secondary 
setting. This process could be followed by adminis-
tering role-play and generalization probes, both with 
and without conflict, to use all the components of the 
SACR. Then the researcher could continue gathering 
generalization probes later in the participants’ sec-
ondary years and as these same participants entered 
the postsecondary environment. This longitudinal ap-
proach could help researchers examine if the skills 
taught in the SACR were generalizable across these 
two environments and if the students would be able 
to retain the skills needed to self-advocate. Further 
probes could be administered yearly to examine the 
frequency and success of students’ ability in request-
ing academic accommodations. 

Conclusion

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 benefi-
cial to Latino males with high-incidence disabilities, 
such as learning disabilities or ADHD, to assist them 
in learning more about their disability, and increas-
ing their engagement in help-seeking behaviors. 
The participants in this study were able to success-
fully 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 
participants indicated that they viewed the self-ad-
vocacy behaviors they learned as important, and that 
they considered the SACR to be a valuable strategy 
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that they would continue using after this study was 
complete. These results are also consistent with previ-
ous studies that examined the impact of the SACR on 
students with disabilities use of self-advocacy skills 
(Bethune, 2015; Brendli et al., 2021; Holzberg & Fer-
raro, 2021; Holzberg et al., 2019; Lopez et al., 2020, 
McGahee et al., 2021; Palmer & Roessler 2000; and 
Walker & Test, 2011). The effects of the self-advoca-
cy portion of the SACR on male Latino students with 
high-incidence disabilities demonstrated that when 
the students in this study were provided with explicit 
instruction on how to implement self-advocacy strat-
egies, they successfully engaged in the help-seeking 
behavior of requesting academic accommodations. 
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