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Abstract.
Self-advocacy is essential for students with disabilities (SwDs) because it facilitates
access to necessary support and accommodations tailored to their individual needs.
The environment significantly influences the acquisition of self-advocacy skills among
these students. This study explores the ecological factors pivotal in this process,
specifically examining how environmental elements impact students’ self-advocacy
and how these factors interact to shape their experiences. Using a qualitative
research approach, we conducted in-depth interviews with three students with various
disabilities—physical, visual, and auditory. Data were analyzed using constructivist
grounded theory methods, including initial coding, focused coding, and theoretical
building, supported by Atlas.ti software. The analysis revealed three main themes: (1)
The environment as a source of knowledge, (2) Changes and demands of academic
life, and (3) A disability-friendly environment. The key ecological actors identified
include family, peers—both typical peers and persons with disabilities—and campus
communities. These findings highlight the importance of multiple ecological factors
in self-advocacy skill acquisition. Integrating support from these actors can enhance
self-advocacy training programs and improve support systems for SwDs.

Keywords: ecological factor, higher education, inclusive education, self-advocacy,
skill acquisition, student with disabilities

1. Introduction

Self-advocacy is crucial for students with disabilities (SwDs) in higher education. While

institutions must foster inclusive environments, students also need to advocate for

their needs to access necessary services and support. Effective self-advocacy helps

SwDs assert their needs and rights, potentially improving campus inclusivity and their

educational experience [1–3].

Research links self-advocacy with better academic performance, persistence, and

a sense of belonging for SwDs [4–6]. Furthermore, it encourages active participation

in education, fosters independence, and facilitates collective engagement on campus,
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while also contributing to the reduction of stigma [3,7]. Grounded in the social model

of disability, self-advocacy emphasizes overcoming societal barriers and creating sup-

portive environments [8].

In Indonesia, the enactment of Law 8/2016 and Ministerial Regulation No. 46/2017

mandates support for SwDs in higher education; however, implementation remains

inconsistent. Many institutions lack the necessary facilities and awareness to support

these students effectively [9,10]. This situation highlights ongoing challenges in provid-

ing adequate accommodations and support.

To navigate these challenges, Indonesian students often seek help from peers,

instructors, and Disability Support Units (DSUs). Rahajeng et al. [11] emphasized that

actively requesting support reflects the spirit of self-advocacy, which is aligned with

disability inclusion policies in Indonesia. By engaging with available resources and

advocating for their needs, SwDs can better connect their support with institutional ser-

vices. Therefore, self-advocacy is a vital skill for success in higher education, especially

in Indonesia.

The capacity to cultivate and practice self-advocacy is significantly impacted by

the social context in which SwDs are situated [4]. Studies indicate that interventions

designed to enhance self-advocacy can enhance self-awareness and self-knowledge,

empowering students to assert their needs confidently [12]. By examining the inter-

action between self-advocacy and social elements, this study aims to elucidate how

establishing a supportive ecological factor can empower SwDs to advocate effectively

for themselves in higher education environments. Ecological factors are defined here

as elements within the environment that shape self-advocacy behaviors, and how the

environment itself can foster such advocacy efforts. Yeager et al. [13] argues that under-

standing the ecological factors surrounding self-advocacy is crucial for practitioners,

as it enables them to design personalized and culturally responsive self-advocacy

development programs.

2. Method

This study serves as an initial phase of a larger investigation into self-advocacy skill

acquisition among higher education SwDs. Adopting a constructivist grounded the-

ory (CGT) approach, the research aims to construct substantive theory, shaped by

interactions between researchers and participants [14]. In social justice research, CGT
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is instrumental in developing theoretical categories while maintaining awareness of

participants’ situational contexts, including political and cultural social structures [15].

The research question guiding this study is: “How do ecological factors impact the

acquisition of self-advocacy skills among students with disabilities?”

Table 1: Participant’s Sociodemographic Background.

ID Age Sex
Disability
type

Cause of
disability

Educational
background
before HE

Living
arrangement

Year of
study

Type of
HE

HE
Disability
Inclusion
Policies &
Unit

Alana 23 Female Blind Acquired Special school
Boarding
house

2nd
year

Public Yes

Sedhah 28 Female
Physical
Disability

Congenital Public school
Lives with dis-
abled father

3rd
year

Private No

Sancaka 20 Male Deaf Congenital Public School
Boarding
house

2nd
year

Public Yes

In this study, three SwDs were selected to initiate a broader investigation into the

acquisition of self-advocacy skills. Participants were chosen based on two criteria:

(1) enrollment in higher education, having completed at least their freshman year,

and (2) possessing substantial experience in self-advocacy. The selected participants

exhibit diverse disability experiences, educational backgrounds, and types of institu-

tions attended, as summarized in Table 1. To maintain confidentiality, pseudonyms

are used throughout the paper to protect their identities while allowing for a detailed

exploration of their experiences and perspectives.

The data collection process for this study utilized one-on-one semi-structured inter-

views, guided by an interview protocol developed collaboratively by all three authors

(UWR, WH, and PPP). The protocol aimed to encourage participants to discuss their self-

advocacy experiences on campus, the contextual factors influencing these experiences,

and the individuals who supported their self-advocacy efforts. Prior to implementation,

the interview protocol underwent review by two young persons with disabilities, who

provided valuable feedback to refine the language and ensure clarity, particularly

for young individuals, including those with disabilities. The protocol was designed to

be flexible, allowing for probing and deeper exploration during the interviews. UWR

conducted all interviews in Bahasa Indonesia. Each participant was interviewed for an

average of 144 minutes, divided into two or three sessions.

Before commencing the interviews, the study’s purpose and participants’ rights were

explained verbally and in writing, and informed consent was obtained from all partici-

pants. To ensure data credibility, participants were given the opportunity to review their
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interview transcripts for accuracy and provide any additional information or corrections.

Overall, these methodological approaches were implemented to gather comprehensive

insights into the self-advocacy experiences of students with disabilities, respecting their

communication preferences and ensuring inclusivity throughout the research process.

The data analysis for this study adhered to the Constructivist Grounded Theory (CGT)

methodology, structured around three iterative stages: initial coding, focused coding,

and theory building [14]. To begin the data analysis process, we thoroughly familiarized

with the data by reading and transcribing verbatim transcripts. In the initial coding stage,

we applied process coding (or in vivo coding) to label each line of the transcripts. This

coding process helped to identify and categorize initial concepts and themes emerging

from the data. Moving to the focused coding stage, we refined and synthesized the initial

codes, sorting them into broader categories based on similarities and differences. This

stage aimed to deepen understanding by integrating related codes and identifying core

themes relevant to the research question. In the theoretical building stage, we further

developed these categories and mapped out relationships between them. This final

stage of coding aimed to construct the answer of the research question comprehen-

sively. This process ensured data saturation, where no new significant information or

themes emerged from the data.

Atlas.ti, a computer-assisted qualitative data analysis software [16], was utilized to

manage and analyze the data efficiently. This software facilitated the organization of

codes, memos, and data segments, enhancing the precision and rigor of the analysis.

Importantly, Atlas.ti supported the iterative constant comparison process, enabling it to

systematically compare data segments and refine emerging themes.

This research is part of UWR’s doctoral studies and is supervised by WH and PPP.

Although we do not have personal experience with disabilities, we possess extensive

expertise in researching and providing psychological services to disability communities

and in managing campus disability services. To mitigate potential issues of marginal-

ization, discrimination, and barriers during data collection, we involved persons with

disabilities in reviewing the research protocol and providing feedback after data collec-

tion.

Additionally, we ensured that we did not make assumptions about the needs and

preferences of participants with disabilities. Instead, we directly asked them about their

specific accommodations requirements for participating in the study. This approach
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acknowledged and respected the unique habits and needs of persons with disabilities,

promoting inclusivity and accessibility throughout the research process.

3. Result and Discussion

3.1. Results

The aim of this study is to explore the social factors that impact self-advocacy among

students with disabilities. Social factors are defined here as elements within the envi-

ronment that shape self-advocacy behaviors, and how the environment itself can foster

or hinder such advocacy efforts. Through CGT analysis, three primary categories have

been identified: a) social environment as a source of knowledge, b) social changes and

demands in a college, and c) disability-friendly environment. In the following section, we

will delve into the mechanisms and dynamics of each category, providing a comprehen-

sive understanding of how these social factors interact and impact the self-advocacy

experiences of students with disabilities.

3.1.1. Social environment as a source of knowledge

The social environment plays a crucial role in acquiring knowledge about self-advocacy,

particularly regarding how to engage effectively in advocacy efforts. This knowledge can

be actively cultivated through various forms of training, including guidance from parents,

caregivers, and mentors within the environment. During childhood or prior to college,

participants often acquired knowledge through formal teaching and guidance provided

by family and older individuals with disabilities. For instance, Sedhah’s grandmother,

who serves as her primary caregiver, informed her about her special condition. She also

instilled in her the value of equality and taught her effective ways to seek assistance

from others.

“You are different from your friends, you can’t walk anywhere, but what should be

underlined is not the difference but that you have the same abilities as your friends”

(Sedhah’s grandmother said) (2:243 in Sedhah).

At that time, if I asked for help, I had to communicate because I had been taught that

if I asked for something, I had to say.... (2:248 in Sedhah)

In college, the social environment expands, providing more opportunities for inter-

action with peers, both with and without disabilities. These peers became valuable
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discussion partners, fostering a supportive atmosphere where everyone freely con-

tributed advice and support. Alana gave an example of how she talked to her senior

and received advice on how to stand up for herself.

I am more often with the peer-buddy ma’am. It means that it is rare, but the suggestions

are often. Like, “Hey, I think if it’s like this, it’s better to say it, communicate it to the lecturer

that you are like this”, so it’s more like suggesting (1:412 in Alana)

It was in statistics ma’am and then the application doesn’t have access to screen

readers …SPSS, JASP doesn’t access, and then the only thing is Excel. He said that

time, “Try to tell the lecturer that for example you can only access Excel, like that!” (1:413

in Alana)

Knowledge acquisition for participants sometimes occurs through observation of their

environment rather than through direct interaction or guidance. Participants may be

inspired to engage in self-advocacy after witnessing the actions of family, caregiver,

or other person with disabilities who advocate for themselves. In this way, the process

of observation within the environment plays a significant role in shaping participants’

understanding of self-advocacy and their willingness to actively participate in advocat-

ing for themselves.

Sancaka recalls his elementary and high school experience, where his mother consis-

tently provided a guidebook for his teachers. This resource contained specific guidelines

on teaching deaf students and accommodating Sancaka’s individual needs.

I never asked the teacher directly because Mama helped me. So Mama gave the

guidebook and then the homeroom teacher connected it to the subject teacher. It

turned out that the teacher spoke slowly and then, for example, explaining the material

was not just preaching but (they) could use writing, projectors. (3:171 in Sancaka).

During her high school, Alana initially participated passively in public hearings. How-

ever, after observing the perspectives of other individuals with disabilities, she was

inspired to actively voice her own opinions.

I never want to go first so I listen to other people first. Then it’s like, oh I agree. Then

it’s like, oh, “I agree (with them)”. But after a while I really want to try too” (1:176 in Alana).

These examples illustrate the role of observation and external guidance in developing

effective self-advocacy skills.
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3.1.2. Social change and demands of academic life

Entering higher education presents new experiences for SwDs, often placing them in a

minority within a diverse environment. Alana, who previously attended special schools,

found it challenging to advocate for her needs in university.

“The environment in college is directly interacting with many people, interacting with

non-disabled friends too, like that. So new experiences, new challenges” (1:449 in Alana).

Entering higher education also marks a significant milestone of maturity for partic-

ipants, bringing with it new demands, particularly concerning independence. During

their earlier education, participants often received support from their environment or

advocacy from others. However, upon entering college, they felt the expectation to

handle matters independently and take responsibility for themselves. This experience

mirrors a natural developmental process also observed in typical students. Adjusting

to new circumstances often demands personal adjustment, making it conducive for

participants to be motivated towards self-advocacy.

For instance, Sedhah realized she could not always rely on others for advocacy.

Of course, people are busy or experiencing obstacles so they cannot accompany me

for the advocacy process (2:391 in Sedhah).

Similarly, Sancaka shared that during his college years, he had to become more

independent as he could no longer rely on others. As a nomad student, Sancaka

encountered particular challenges because his parents, who were initially his primary

advocates, lived far apart. Sancaka also felt that his mother had placed trust in him by

no longer communicating with the campus about his special needs.

“When I was studying from semester 1 to 5, Mama never communicated with campus

again” (3:200 in Sancaka).

Participants expressed a desire for independent and proactive self-advocacy, encour-

aged by changes in their situations. Therefore, the changing situation brought new

demands related to maturity and independence that encouraged participants to engage

more in self-advocacy.

3.1.3. Disability-friendly environment

Inclusive and accommodating environments promote self-advocacy by fostering comfort

and safety, facilitating the practice of self-advocacy and the development of advocacy
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strategies. The supportive attitude of such environments is evident through proactive

interactions with participants, reflecting inclusivity towards individuals with disabilities.

For example, Sedhah explained how her peers took the initiative to start conversations,

which helped the interactions flow smoothly and created a familiar atmosphere.

They start the conversation first, so I don’t feel awkward. (2:279 in Sedhah)

Alana also experienced this. A peer approached her and inquired about her condition.

This interaction led to a friendship where asking for help or advocacy became easier.

So what’s easy is if a friend asks first, usually, “Alana, what do you usually do when

you’re like this or like that?”. Like there are some of my friends who are curious, “What

do you do with the laptop? How do you access this?” Like that. Then it’s easier for me

to tell stories or convey self-advocacy. (1:342 in Alana)

In lectures, self-advocacy thrives in a supportive classroom environment, particularly

in how lecturers approach students with disabilities. All participants were comfortable

disclosing their special conditions to their lecturers when lecturers are proactive in

seeking accommodations for students. Alana emphasized these points based on their

experiences.

Usually when there is an opportunity at the end of the class. The lecturer asks, “Are

there any questions or do you have anything to say?” Well, I usually say it right there. If

there’s no opportunity there, outside the class, eee... then I approach the lecturer (1:221

in Alana)

Formal advocacy becomes more accessible to participants when they are given the

opportunity to speak and express their aspirations. An environment that encourages

open discussion serves as a safe space for participants to address obstacles and

contribute ideas for improving services. Sancaka had this chance when he was invited to

share their perspectives at a campus hearing organized by a student organization as part

of their activism efforts. During the hearing, Sancaka shared their college experiences

and offered suggestions for fostering an inclusive campus environment. The event was

attended by faculty members and other stakeholders from the university.

Then I represent deaf friends (in a campus hearing forum) to argue, oh...to complain

about the campus environment (3:79 in Sancaka).
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3.2. Discussion

Based on the study’s results, three primary categories emerge regarding how ecological

factors influence the acquisition of self-advocacy skills: (a) the social environment as a

source of knowledge, (b) social change and the demands of academic life, and (c) a

disability-friendly environment. These categories illustrate how the environment shapes

self-advocacy by providing essential knowledge, acting as a driving force, and creating

opportunities for practice and development of self-advocacy.

The process of acquiring self-advocacy skills involves both learning and task experi-

ence, similar to other skill acquisition processes [17]. Knowledge building is fundamental

to self-advocacy, as emphasized by Test et al [18]. Students with disabilities (SwDs)

develop an understanding of the importance of self-advocacy and the strategies for

effective advocacy through their experiences from childhood [19]. Thus, it is crucial

for SwDs to have opportunities to receive guidance and observe significant others

advocating for their needs since childhood.

Prior to being able to practice self-advocacy effectively, SwDs require extra support.

According to this study, SwDs become more supportive when they acknowledge their

personal agency and responsibilities. SwDs are initially supported by their families, but

as students become older—particularly when they enter university—that obligation fully

depends on them. This realization is similar to the phenomena that typical learners

generally feel, who see entering in higher education as a significant step toward

adulthood [20].

Universities provide a vital platform for SwDs to practice self-advocacy. However,

whether SwDs may engage in self-advocacy depends on the roles and situations in

higher education. Typically, SwDs need assurance to start defending themselves, such

as having an open, friendly, and safe environment. An atmosphere like that facilitates

their ability to express needs and preferences with confidence [21]. Positive experiences

in advocacy not only reinforce this behavior but also help SwDs develop specific

strategies over time [13]. Ultimately, self-advocacy can become automatic and habitual

in their interactions.

As highlighted by Yeager et al., [13] positive experiences in self-advocacy are closely

linked to the availability of both formal and informal support at the university. Formal

support includes disability inclusion policies on campus, which primarily involve Disabil-

ity Support Units (DSUs) and programs designed to engage SwDs in various campus

activities. This formal support is complemented by informal support, which fosters
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disability awareness and cultivates a culture of respect for persons with disabilities.

In cases where formal support is lacking, informal support becomes essential [21], with

open and willing peers serving as the most accessible source of assistance.

The findings indicate that family—particularly parents or primary caregivers—along

with older and more experienced persons with disabilities, typical peers, and the

campus community play crucial roles in supporting the acquisition of self-advocacy

skills among SwDs. Support from family and caregivers can manifest through guidance,

teaching, modelling behavior, and encouraging self-advocacy attempts. Furthermore,

the support from typical peers and the campus community is vital, expressed through

acceptance and a sense of kinship. Participants who engage with actors fulfilling these

roles reported greater ease in mastering self-advocacy skills. This aligns with previ-

ous research that emphasizes the importance of social support networks in fostering

advocacy skills among SwDs [13,19].

Based on the study’s findings, support from the social environment—both formal

and informal—is crucial for developing self-advocacy skills among SwDs. Therefore,

families, peers, and the broader campus community play integral roles in providing the

ongoing encouragement and guidance necessary for SwDs to navigate their academic

environments effectively. Families, especially parents and primary caregivers, are often

the first advocates, instilling a sense of agency and self-advocacy from an early age.

As students transition to higher education, the responsibility for advocacy increasingly

shifts to them, necessitating a supportive backdrop where they can practice and refine

these skills.

Higher education institutions must prioritize the creation of inclusive and safe envi-

ronments that foster self-advocacy. This can be achieved by implementing policies that

not only encourage SwDs participation in various campus activities but also actively

promote awareness and understanding of disability issues among the entire student

body. Such initiatives can include training for faculty and staff on disability inclusion and

the development of peer support programs that facilitate connections among SwDs

and typical students. When SwDs feel accepted and supported within their campus

communities, they are more likely to engage in self-advocacy and seek the necessary

accommodations to succeed [22].

Future research should investigate the specific roles of various actors within the

support network, such as family members, peers, and university personnel, and how
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these roles can be optimized to enhance self-advocacy skills among SwDs. Explor-

ing the dynamics of these relationships could provide valuable insights into effective

strategies for fostering self-advocacy and improving educational outcomes for persons

with disabilities. Additionally, studies could examine the impact of specific interventions

aimed at increasing awareness and support within the university setting.

One notable limitation of this study is the small number of participants involved, which

may affect the generalizability of the findings. The focus on a limited range of disabilities,

excluding individuals with psychosocial, intellectual disabilities, or learning difficulties,

restricts the diversity of experiences and perspectives represented in the study. Future

research should aim to include a broader spectrum of disabilities, employing diverse

methodologies that capture the nuanced experiences of all SwDs. This comprehensive

approach would contribute to a more thorough understanding of the ecological factors

influencing self-advocacy skills, ultimately leading to more effective support systems

and policies within higher education.

4. Conclusion

This study identifies three key categories—(a) the social environment as a source of

knowledge, (b) social change and academic demands, and (c) a disability-friendly

environment—that illustrate how various contexts influence the acquisition of self-

advocacy skills among students with disabilities. These findings underscore the vital

roles of family support, peer interactions—including those with both typical peers and

persons with disabilities—and inclusive campus communities in fostering self-advocacy.

By highlighting these dynamics, the research contributes to a deeper understanding

of how supportive ecological factors enhance advocacy skills, informing educators

and policymakers about the importance of creating inclusive educational settings.

Future research should focus on specific interventions that strengthen these supportive

networks and evaluate their long-term impact on self-advocacy skills.

Acknowledgements

This research is part of doctoral studies funded by Beasiswa Pendidikan Indonesia (BPI)

Ministry of Education and Indonesia Endowment Fund for Education Agency (LPDP)

Ministry of Finance.

DOI 10.18502/kss.v10i9.18457 Page 11



ICESRE

References

[1] Deckoff-Jones A, Duell MN. Perceptions of appropriateness of accommo-
dations for university students: Does disability type matter? Rehabil Psy-
chol [Internet]. 2018 Feb [cited 2024 Jun 13];63(1):68–76. Available from:
https://doi.apa.org/doi/10.1037/rep0000213

[2] Karpicz JR. “Just my being here is self-advocacy”: Exploring the self-
advocacy experiences of disabled graduate students of color. JCSCORE
[Internet]. 2020 Jul 15 [cited 2023 Jan 4];6(1):137–63. Available from:
https://journals.shareok.org/jcscore/article/view/97

[3] Kimball EW, Moore A, Vaccaro A, Troiano PF, Newman BM. College students with
disabilities redefine activism: Self-advocacy, storytelling, and collective action. J
Divers High Educ [Internet]. 2016 Sep [cited 2022 Jan 15];9(3):245–60. Available
from: http://doi.apa.org/getdoi.cfm?doi=10.1037/dhe0000031

[4] Mamiseishvili K, Koch LC. First-to-second-year persistence of students with
disabilities in postsecondary institutions in the United States. Rehabil Couns
Bull [Internet]. 2011 Jan [cited 2024 Jun 13];54(2):93–105. Available from:
http://journals.sagepub.com/doi/10.1177/0034355210382580

[5] Rahajeng UW, Hendriani W, Paramita PP. Association between self-advocacy and
academic performance of higher education students with disabilities: A meta-
analysis. IJDS Indones J Disabil Stud [Internet]. 2023 Nov 29 [cited 2023 Dec
7];10(2):305–18. Available from: https://ijds.ub.ac.id/index.php/ijds/article/view/462

[6] Vaccaro A, Daly-Cano M, Newman BM. A sense of belonging among college students
with disabilities: An emergent theoretical model. J Coll Stud Dev [Internet]. 2015 [cited
2022 Apr 13];56(7):670–86. Available from: https://muse.jhu.edu/content/crossref/
journals/journal_of_college_student_development/v056/56.7.vaccaro.html

[7] Getzel EE, Thoma CA. Experiences of College Students With Disabilities and the
Importance of Self-Determination in Higher Education Settings. Career Dev Except
Individ [Internet]. 2008 Aug [cited 2022 Jun 13];31(2):77–84. Available from: http:
//journals.sagepub.com/doi/10.1177/0885728808317658

[8] Oliver M. The social model of disability: Thirty years on. Disabil Soc [Internet]. 2013
Oct [cited 2022 Jan 19];28(7):1024–6. Available from: http://www.tandfonline.com/
doi/abs/10.1080/09687599.2013.818773

[9] Riswari F, Puspitasari FH, Yuniarti N, Iswahyudi SR, Sunandar A, Ediyanto E, et al. The
management gaps toward inclusive education implementation at higher education

DOI 10.18502/kss.v10i9.18457 Page 12

https://muse.jhu.edu/content/crossref/journals/journal_of_college_student_development/v056/56.7.vaccaro.html
https://muse.jhu.edu/content/crossref/journals/journal_of_college_student_development/v056/56.7.vaccaro.html
http://journals.sagepub.com/doi/10.1177/0885728808317658
http://journals.sagepub.com/doi/10.1177/0885728808317658
http://www.tandfonline.com/doi/abs/10.1080/09687599.2013.818773
http://www.tandfonline.com/doi/abs/10.1080/09687599.2013.818773


ICESRE

in Indonesia. IJDS Indones J Disabil Stud [Internet]. 2022 Jun 30 [cited 2024 Jun
20];9(01):153–62. Available from: https://ijds.ub.ac.id/index.php/ijds/article/view/337

[10] Rrofiah K, Ngenge RT, Sujarwanto S, Ainin IK. Inclusive education at Universitas
Negeri Surabaya: Perceptions and realities of students with disabilities. Int J Spec
Educ IJSE [Internet]. 2023 Oct 27 [cited 2024 Jun 20];38(2):14–25. Available from:
https://internationalsped.com/ijse/article/view/1036

[11] Rahajeng UW, Hendriani W, Paramita PP. Navigating higher education challenges:
A review of strategies among students with disabilities in Indonesia. Disabilities
[Internet]. 2024 Sep 10 [cited 2024 Sep 23];4(3):678–95. Available from: https://
www.mdpi.com/2673-7272/4/3/42

[12] Test DW, Fowler CH, Brewer DM, Wood WM. A content and methodological review
of self-advocacy intervention studies. Except Child. 2005;72(1):101–25.

[13] Yeager KH, Gandara GA, Martinez C. “ It’s bigger than me:” Influence of social
support on the development of self-advocacy for college students with disabilities.
J Postsecond Educ Disabil. 2022;35(2).

[14] Charmaz K. Constructing grounded theory. 2nd edition. London ; Thousand Oaks,
Calif: Sage; 2014. 388 p. (Introducing qualitative methods).

[15] Charmaz K. “With constructivist grounded theory you can’t hide”: Social justice
research and critical inquiry in the public sphere. Qual Inq [Internet]. 2020 Feb [cited
2022 Oct 19];26(2):165–76. Available from: http://journals.sagepub.com/doi/10.1177/
1077800419879081

[16] Atlas.ti Scientific Software Development GmbH. Atlas.ti Mac (version 23.2.1) [Internet].
2023. Available from: https://atlasti.com

[17] Araújo D, Davids K. What exactly is acquired during skill acquisition? J Conscious
Stud. 2011;18(3–4):7–23.

[18] Test DW, Fowler CH, Wood WM, Brewer DM, Eddy S. A conceptual framework of
self-advocacy for students with disabilities. Remedial Spec Educ [Internet]. 2005 Jan
[cited 2021 Dec 27];26(1):43–54. Available from: http://journals.sagepub.com/doi/10.
1177/07419325050260010601

[19] Daly-Cano M, Vaccaro A, Newman B. College student narratives about learning and
using self-advocacy skills. J Postsecond Educ Disabil [Internet]. 2015;28(2):213–27.
Available from: https://files.eric.ed.gov/fulltext/EJ1074673.pdf

[20] Flegenheimer C, Scherf KS. College as a developmental context for emerging
adulthood in autism: A systematic review of what we know and where we go from
here. J Autism Dev Disord [Internet]. 2022 May [cited 2024 Oct 2];52(5):2075–97.
Available from: https://link.springer.com/10.1007/s10803-021-05088-4

DOI 10.18502/kss.v10i9.18457 Page 13

https://www.mdpi.com/2673-7272/4/3/42
https://www.mdpi.com/2673-7272/4/3/42
http://journals.sagepub.com/doi/10.1177/1077800419879081
http://journals.sagepub.com/doi/10.1177/1077800419879081
http://journals.sagepub.com/doi/10.1177/07419325050260010601
http://journals.sagepub.com/doi/10.1177/07419325050260010601
https://link.springer.com/10.1007/s10803-021-05088-4


ICESRE

[21] Pfeifer MA, Reiter EM, Cordero JJ, Stanton JD. Inside and out: Factors that support
and hinder the self-advocacy of undergraduates with ADHD and/or Specific Learning
Disabilities in STEM. Lo SM, editor. CBE—Life Sci Educ [Internet]. 2021 Jun [cited
2022 Feb 2];20(2):ar17. Available from: https://www.lifescied.org/doi/10.1187/cbe.20-
06-0107

[22] Nalevska GP, Popovski F, Popovska HD. Higher education for students with
disabilities in the Republic of Macedonia: Challenges and perspectives. Int J Res
Stud Educ [Internet]. 2022 Oct 12 [cited 2024 Oct 30];11(13). Available from: http:
//consortiacademia.org/10-5861-ijrse-2022-348/

DOI 10.18502/kss.v10i9.18457 Page 14

https://www.lifescied.org/doi/10.1187/cbe.20-06-0107
https://www.lifescied.org/doi/10.1187/cbe.20-06-0107
http://consortiacademia.org/10-5861-ijrse-2022-348/
http://consortiacademia.org/10-5861-ijrse-2022-348/

	Introduction
	Method
	Result and Discussion
	Results
	Social environment as a source of knowledge
	Social change and demands of academic life
	Disability-friendly environment

	Discussion

	Conclusion
	Acknowledgements
	References

