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ABSTRACT  

Academic accommodations exist through Section 504 of The Rehabilitation Act of 1973, The 

Americans with Disabilities Act of 1990, and the Americans with Disabilities Act Amended Act 

of 2008. Graduate counseling students with invisible disabilities may be unaware of all available 

accommodations or find incomplete information on disability support services websites. Such 

lack of awareness creates academic and emotional barriers for students with an invisible 

disability. While these issues are not isolated to one university, this quantitative study analyzed 

responses to an anonymous survey that invited current graduate counseling students enrolled in a 

CACREP counseling program who identified as having ADHD, autism, dyslexia, traumatic brain 

injury, or other neurodivergent disorder to evaluate the effects of perceived availability and 

usefulness of academic accommodations, academic support, and academic self-efficacy. The 

study's findings indicated that most students were unaware of available academic 

accommodations beyond more time to take exams and submit assignments. Furthermore, students 

indicated they would likely use other accommodations that may better suit their academic needs. 

The results also suggest that more awareness of available accommodations is needed beyond 

more time to take exams and submit assignments to provide students with clear information when 

deciding to disclose their disability and request accommodations. The scales used in the study 

provided suggestions for future qualitative research on how lack of awareness about academic 

accommodations creates barriers for students and educators who have or work with individuals 

with invisible disabilities. 

 Keywords: academic accommodations, disability support services, gatekeeping, invisible 

disabilities, remediation 
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CHAPTER ONE: INTRODUCTION 

Online learning has provided the opportunity for many people who want to pursue 

postsecondary education. For some students with invisible disabilities, online education is the 

only way to pursue postsecondary education to serve others and establish a career in counseling. 

Many counseling programs have become accredited through the Council for Accreditation of 

Counseling and Related Educational Programs (CACREP), which means they must adhere to the 

standards and dispositions associated with maintaining the accreditation (CACREP, 2016). For 

graduate counseling programs, some universities do not require the applicant to have a bachelor’s 

degree in counseling or psychology but do have grade point average requirements. Other 

admission requirements may include an application, application fee, letters of recommendation, 

personal statement, college transcripts, and language (English in the United States) proficiency. 

Not all students who apply to and begin study in a graduate counseling program graduate, but the 

opportunity to try should be given, and awareness is the first step (Burgstahler & Moore, 2009). 

Upon review of several national university websites, diversity was emphasized and welcome in 

many counseling programs in addition to a disclaimer indicating that the universities do not 

discriminate based on race, ethnicity, religion, gender, age, sexual orientation, or disability 

(https://www.colorado.edu/; https://www.ccu.edu/; https://www.liberty.edu/; 

https://www.manoa.hawaii.edu/; https://www.standford.edu/).  

Since this study focuses on graduate students with invisible disabilities, moving forward, 

the focus will be addressing graduate students in a CACREP counseling program with invisible 

disabilities. This researcher does not wish to imply that visible disabilities are not important or 

recognized. The strength, perseverance, and endurance to overcome visible and invisible 

disabilities are admirable and inspirational from both classifications. Further, there are gaps in the 

https://www.colorado.edu/
https://www.ccu.edu/
https://www.liberty.edu/
https://www.manoa.hawaii.edu/
https://www.standford.edu/
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literature surrounding awareness of academic accommodations, academic self-efficacy, and 

academic support for students with invisible disabilities; therefore, this study was aimed at these 

research areas. 

Background 

As a general perspective of the number of people who have claimed a disability, 

information from the Social Security Administration (2021) and the National Center for 

Educational Statistics (2021) is being offered. The number of people denied benefits or who did 

not file a claim is not factored into the information provided. As of 2020, there were over 3900 

degree-granting universities in the United States. According to figures from the Social Security 

Administration, from December 2021, over 9,244,000 Americans were receiving social security 

disability insurance (SSDI). The figures do not represent the number of applications of people 

with a disability denied annually. Based on the documented number of people on SSDI, disability 

is prevalent throughout all cultures and does not discriminate on gender, race, religion, or 

socioeconomic status.  

Section 504 of the Rehabilitation Act and the Americans with Disabilities Act (ADA) of 

1990 address academic accommodations for people with disabilities who pursue higher education. 

While academic accommodations are required by colleges and universities that receive federal 

funding through the United States Department of Education, students, and faculty members may 

not be aware of all available accommodations, which can significantly impact a student’s learning 

experience (Simon, 2011; U.S. Department of Education).  

Previous Studies 

Similar studies have been conducted in student dissertation research on academic 

accommodations and student efficacy. Howe (2013) examined academic success concerning 



17 
 

academic self-efficacy, accommodation use, and social support use. Her study focused on 

students who had registered their disabilities and applied for academic accommodations. The data 

collected from her study indicated a correlation between academic success and academic self-

efficacy, the use of social support, and academic accommodations (Howe, 2013).  

The work of Dziekan (2003) investigated how attitudes and perceptions among professors 

and students with learning disabilities who used academic accommodations impacted their 

educational experiences. Her research also examined which academic accommodations were 

perceived by faculty members as the most difficult to implement. Dziekan (2003) noted that the 

easiest accommodation to implement was for students to record lectures, and the most difficult 

academic accommodation to implement was providing alternative exam formats. Using Factor 

Analysis, the researcher broke down data related to academic accommodation and requests of 

students to use the accommodation. One of the results from the study indicated many of the 

participants who responded to the survey indicated students may need academic accommodations 

to assist with information processing concerns (Dziekan, 2003). Faculty responses indicated being 

comfortable implementing accommodations that were familiar to them and were easy to enforce 

while meeting university academic standards.  

Another study by Mask (2004) examined the characteristics of postsecondary education 

students and their perceptions of academic support services. Students at a Texas university were 

recruited as participants in the study. The study aimed to investigate the demographic information 

of students who applied for academic accommodations and to review the characteristics and 

perceptions of students who applied for academic support. Similar to the work of Dziekan (2003), 

Mask (2004) examined each factor within responses from student demographics and the 

application of accommodations for similar characteristics of respondents to requested 
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accommodations. Further, lengthy and involved reading, poor comprehension, and retention were 

noted as common trait concerns. The study respondents reported wanting to learn more about 

their disability but were not confident in identifying what academic accommodations would be 

helpful for their academic success (Mask, 2004).  

Student Awareness of Available Academic Accommodations 

For a student with an invisible disability, locating available accommodations on a website 

can be difficult. Examples demonstrate the challenges some students with invisible disabilities 

may face when searching for a higher education institution or for a current student exploring 

whether to disclose and register their disability with a university (Darnell, 2022; Rapp et al., 

2018). A study conducted by Deckoff-Jones and Duell (2018) found evidence from their study on 

the appropriateness of accommodations meeting student needs that disability type and 

stigmatization are factors of whether an accommodation is deserved. Students with invisible 

disabilities must decide to disclose their disability while considering what backlash they may 

receive from their non-disabled peers who did not receive accommodations. In addition to the fear 

of stigma, getting mixed information on what accommodations are available between verbal 

responses, email, and website information can be barriers to the learning process (Deckoff-Jones 

& Duell, 2018; Prince et al., 2017). 

Barriers to Academic Accommodations 

A student’s lack of awareness of what to ask the disability services personnel can impact 

the choice to seek academic accommodations. Often when a potential student attempts to obtain 

disability services information over the phone, the caller is directed to the website. A phone 

conversation may not stimulate further inquiry into specific accommodations if the caller is 

unaware of what to ask (Burgstahler & Moore, 2009).  
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Examples of Websites and Misinformation  

Based on a review of accommodation examples, some university websites had clear 

navigation to the disability support services information, but others were more difficult 

(https://www.colorado.edu/; https://www.ccu.edu/; https://www.liberty.edu/; 

https://www.manoa.hawaii.edu/; https://www.standford.edu/). To find the disability support 

services information, available tabs needed to be clicked on and content searched to determine if 

the information was under the tab. One website offered a brief description of disability services, 

including the definition of disability as applicable by the Rehabilitation Act of 1973, Section 504. 

A tab to click on more information was selected, leading to a log-in option for current students 

and faculty members. But the search would stop for the potential student or advocate working 

with a student not already enrolled in classes. On the same website, under a different tab, more 

information was provided on disability support services via a 17-page pdf. Being inundated with 

information in a pdf can be discouraging and impact the student’s decision to seek academic 

accommodations (Burgstahler & Moore, 2009).  

Misinformation can also significantly impact the educational experiences of students with 

invisible disabilities. For example, a student may be advised that the only academic 

accommodations available are more time to take exams and submit assignments. Still, the student 

may need an alternate format of a textbook (digital) and interpretation services (transcription). 

Students then miss available accommodations due to insufficient awareness or representation 

(Bruce & Aylward, 2021; Burgstahler & Moore, 2009; Darnell, 2022). Suppose students and 

faculty are unaware of available accommodations. In that case, frustration on the part of the 

student can be misinterpreted by counselor educators as dispositional or behavioral issues that can 

lead to a remediation process. Such processes can do more harm than good for students with 
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invisible disabilities who are already disadvantaged by their disabilities (Wissel, 2014). 

Counselor Education and Awareness of Available Academic Accommodations 

Many universities address academic accommodations within course syllabi, noting that 

students with disabilities should contact the university disability office for assistance. However, 

for many students with invisible disabilities, finding available accommodations before applying 

and being accepted to a university can be challenging. Some students will continue to seek 

available academic accommodations, whereas others become discouraged and try to complete 

coursework without accommodations (Bruce & Aylward, 2021; Herbert et al., 2020). Further, 

faculty members are instructed by educational institution protocol to refer student questions 

regarding disability and disability accommodations to respective disability services offices. Such 

instruction limits the awareness of counselor educators on academic resources available to 

students and can negatively impact counselor educators’ attitudes toward students with invisible 

disabilities (Bunbury, 2018; Ioerger, 2019). 

Gatekeeping and CACREP 

In counseling and counselor education settings, gatekeeping is an evaluation by a 

counselor educator of the fitness of a counselor in training. Beginning with the admissions 

process, traits, behaviors, qualities, personalities, and academic requirements are reviewed by an 

admissions committee. Potential students must submit documentation of their experience and 

qualifications in the application process to enter a program. Academic transcripts are reviewed, 

and in many cases, members of an admissions committee conduct an interview. These stipulations 

are further defined in the ACA (2014) Code of Ethics, indicating that prospective students are 

informed of the skillsets and knowledge required to succeed in counseling programs. Further 

disclosure to potential students includes training goals, objectives, and evaluation processes 
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throughout counseling programs. Upon acceptance and commencement of a counseling program, 

counselor educators are then tasked with continual student evaluation of the student’s ability to 

achieve and maintain competencies and dispositions to provide counseling services or be an 

effective counselor educator without harming others due to inadequate training or skillsets (ACA, 

2014; CACREP, 2016; Schuermann et al., 2018). 

CACREP has standards so gatekeepers, counselor educators, and doctoral students 

training to be counselor educators are adequately trained in gatekeeping functions (Woo et al., 

2016). According to CACREP Standard 6.B, which discusses competencies relevant to teaching 

and clinical supervision, one of the functions of gatekeeping includes being competent in 

gatekeeping functions. Though the standards exist, understanding the development and training of 

doctoral students in gatekeeping roles is limited (Rapp et al., 2018). Gatekeeping begins with the 

admission process of students into counseling programs and includes policies, procedures, student 

retention, remediation, and the experiences of faculty members, clinical supervisors, and 

counseling students (McAdams III et al., 2007). Research is also scarce as it relates to how 

counseling programs train counselor educators and counselor educators in training with 

gatekeeping (CACREP, 2016; Rapp et al., 2018).  

Multicultural Inclusion 

Ways to work with people with invisible disabilities need to be included in multicultural 

discussions. One of the challenges for counselor educators is that multiculturalism is 

predominantly based on Euro-American culture surrounding race and ethnicity (Storlie et al., 

2015). Multicultural awareness in CACREP programs is strongly encouraged as students explore 

social and cultural diversity. Yet among the cultural diversity and social justice issues in many 

curriculums, there is limited information regarding people and students with disabilities in the 
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course textbooks or literature (Jensen, 2021). Within the CACREP dispositions, social 

responsibility discusses the belief that all students can learn and respond to human needs with 

equity, fairness, and justice (CACREP, 2016). Multicultural counseling competencies and 

multicultural and social justice counseling competencies also address multicultural diversity and 

leadership development, with minimal mention of persons with disabilities. Awareness is key to 

further breaking barriers in and out of the classroom, counseling room, and faculty meetings to 

address the needs of counselors in training with invisible disabilities (Ratts et al., 2015; Schreuer 

& Sachs, 2014; Singh et al., 2020). 

Purpose of the Study 

The study aimed to examine the effect of the perceptions of the availability and usefulness 

of academic accommodations and supports on the academic self-efficacy of graduate counseling 

students with an invisible disability. It also identifies the barriers that impact the awareness of 

accommodations available to students with an invisible disability. Measuring how academic 

accommodation information is delivered to potential students, current students, and faculty 

members is necessary. Other studies have emphasized focus groups of rehabilitation or general 

student body populations (Howe, 2013; Dziekan, 2003; Mask, 2004). With the nationwide 

shortage of mental health providers, examination of how academic accommodations and 

dispositions impact the learning experiences of students and counselor educators can provide 

valuable information. The known and unknown barriers often lead to counselors in training not 

completing or struggling through a CACREP-accredited graduate program (Schreuer & Sachs, 

2014).  

Research Questions 

The following questions guided this study: 
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1. What are graduate counseling students with invisible disability experiences in locating 

academic accommodations through their school’s disability support services website? 

2. What are the experiences of graduate counseling students when using academic 

accommodations in their program? 

3. What factors impacted graduate counseling students with invisible disabilities in their 

decision to not disclose their disability with their school’s disability support services 

website? 

4. Are there differences in the awareness of and likelihood of use of academic 

accommodations for graduate counseling students with an invisible disability requesting 

academic accommodations by accommodation status? 

5. Are there differences in graduate counseling students with invisible disabilities’ perceived 

self-efficacy by accommodation status? 

6. Are there differences in graduate counseling students with invisible disabilities’ rate their 

perceived level of program professor support by accommodation status? 

Limitations 

Study participants were limited to graduate counseling students within one university with 

CACREP-accredited counseling programs who responded to the survey through a recruitment 

announcement posted in the program advising center. Respondents had to meet specific criteria, 

which limited the potential sample population and may not capture the full impact of the research 

focus. Selections for identified disabilities were limited and did not include mental health 

disorders recognized as disabilities by the U.S. Social Security Administration, which may have 

impacted participant eligibility (Social Security Administration, 2022). This preliminary study 

provides foundational information for future studies involving invisible disabilities, academic 
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accommodations, gatekeeping, and remediation issues. Further, the study is a preliminary analysis 

of students' awareness of available academic accommodations, which can significantly impact the 

educational journeys of students with invisible disabilities. 

Definition of Key Terms 

Academic accommodations: Legislation mandates that postsecondary education 

institutions provide reasonable accommodations or alterations that provide equal access for 

students with disabilities to complete course requirements without changing course curricula. 

Requests for accommodations must be accompanied by documentation from a qualified health 

care professional (Barnard-Brak et al., 2010). 

Disability support services: Branches within colleges and universities that process 

academic accommodation requests and provide information on support services and resources 

(Deckoff-Jones & Duell, 2018). 

Gatekeeping: Evaluating a counselor-in-training’s knowledge, skills, and professional 

dispositions through ethical and responsible practices of counselor educators and supervisors to 

assess the professional competence of counselors-in-training and, when needed, recommend 

remediation for corrective actions (CACREP, 2016). 

Invisible disability: Though there is no clear scientific definition of an invisible disability, 

researchers have agreed that an invisible disability is a diagnosed medical condition where an 

injury is unseen or unrecognizable to others (Prince et al., 2017). 

Remediation: A process to address concerns presented by counselor educators regarding 

competency and dispositional issues for counseling students and counselor educators in training. 

(CACREP, 2016; Henderson & Dufrene, 2017). 



25 
 

Significance of the Study 

The study identifies how students with invisible disabilities and counselor educators are 

impacted by the level of awareness on how to request, apply, implement, and facilitate academic 

accommodations. The research suggests that students with invisible disabilities are unaware of all 

the available accommodations and have difficulty finding this information. Further, due to the 

unique nature of invisible disabilities, their needs often go unidentified, and the typical 

accommodations do not meet their academic needs. These factors unintentionally create barriers 

to services that would enhance these students' chances of academic success (Bunbury, 2018; Ju et 

al., 2017; Lee et al., 2021; Lindsay et al., 2018; Petcu et al., 2017). The survey presented to the 

research participants was designed to gain greater knowledge of their awareness of available 

accommodations, ease of locating the information, and perceived usefulness of their current 

accommodations. Participants also indicated the likelihood of using the available 

accommodations if they were aware of them. The data provided valuable information to evaluate 

gaps in the literature and how academic accommodation information is delivered. 

Organization of the Remaining Chapters 

This study was conducted to examine the perceived effects on how awareness impacted 

academic success, support, and self-efficacy. Chapter 1 provided background information, 

rationale for the study, the purpose, and significance of the research study. Chapter 2 will provide 

information on the foundational aspects of the study through a review of research compiled into a 

literature review. Methods related to the research design, research procedures, vetting sample 

participants, data collection, and data analysis are provided in Chapter 3. Chapter 4 will cover the 

results of the study through data analysis findings. Finally, Chapter 5 discusses the study’s results, 

implications, limitations, and future research considerations. 
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CHAPTER TWO: REVIEW OF THE LITERATURE 

More than 61 million Americans in the United States live with a disability—impacting 

every culture, race, gender, socioeconomic status, and religious belief—with an estimated 26.8% 

having an unseen or invisible disability. Such disabilities range from mild permanent traumatic 

brain injury (TBI) to imperceptible blindness or deafness. Many people with a disability collect 

SSDI and do not contribute to the workforce. A published report from the U.S. Social Security 

Administration (2022) indicated that in December 2021, nearly 9,244,000 people were on SSDI, 

which included disabled adult children (12.4%), disabled widow(er)s (2.4%, and disabled workers 

(85.2%). Figure 1 provides a visual of the age of individuals receiving SSDI.  

Figure 1 

December 2021 SSDI Benefit and Age Distribution 

 

Note. From “Annual Statistical Report on the Social Security Disability Program,” by Social 

Security Administration, 2022 (https://www.ssa.gov/policy/docs/statcomps/di_asr/2021) 

Thousands of people are denied SSDI benefits annually. They depend on the social 

welfare system or self-medication to numb the emotional and physical pain. Others pursue 
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education to better their lives and serve others, only to find unexpected challenges beyond 

coursework. Before 2010, accommodations were limited to allowing students more time to take 

exams or turn in assignments based on legislation to accommodate visible disabilities (Ju et al., 

2017). Current academic accommodations for many colleges and universities include alternative 

delivery for textbooks. A student must show proof of purchase for the textbook and request audio 

and digital options that can be arranged through a disability services office of a university. Other 

accommodations can include note-taking software, transcription, and recording options, 

interpreter, and reader services, or taking an exam in a proctored setting (off-campus) or a quiet 

room where activity is recorded. But for a full list of academic accommodations, students must 

contact their college or university to obtain information on available accommodations. Further, 

academic accommodations may vary between undergraduate, graduate, and doctoral levels (Ju et 

al., 2017; Weis & et al., 2016). 

Historical Information on the Development of Academic Accommodations 

Since 1917, the U.S. government has established laws to assist people with disabilities in 

accessing rehabilitation services (History & Regulations, 2017). Though a plethora of legislation 

has passed since 1917, the following summaries provide foundational information on the 

protections for students who seek academic accommodations on their academic journeys. One of 

the first legislative acts made into law was the Smith-Hughes Act (1917), foundational to 

establishing the Federal Board for Vocational Education, which assisted states with funding for 

programs that helped disabled individuals reintegrate into the workforce. World War I influenced 

the Soldier’s Rehabilitation Act (1918), which addressed vocational rehabilitative services for 

disabled veterans. The Act paved the way for The Smith-Fess Act or the Civilian Vocational 

Rehabilitation Act (1920), where civilian vocational rehabilitation programs would use 



28 
 

government funding to provide vocational guidance, training, and occupational and job placement 

services. In 1920, Congress provided $750,000 for the first year of funding and $1,000,000 in the 

second and third years. Funding was split between states and the federal government at a 50/50 

match. The program was to be temporary and was sent to periodic voting for reauthorization by 

the U.S. Congress until the Social Security Act of 1935 was passed and signed into law.  

The Social Security Act of 1935 

The Social Security Act of 1935 made vocational rehabilitation a permanent program 

where reauthorization was no longer necessary, and federal funding was allocated to $2,000,000 

(History & Regulations, 2017). After the Social Security Act of 1935, the federal government 

focused on providing accommodations for individuals with visual impairments. The passing of 

The Randolph-Sheppard Act (1936) and the Wagner-O’Day Act (1938) allowed blind individuals 

to have vending stands such as shoe-shining chairs and for the federal government to purchase 

products from workshops for the visually impaired community created more occupational 

opportunities. In 1943, the Barden-Lafollette Act focused on the mental health community. In 

addition to expanding rehabilitation services to individuals with mental health impairments, the 

Barden-Lafollette Act expanded rehabilitation services for the visually impaired community.  

Vocational Rehabilitation Acts of 1954 and 1965 

Funding and services were expanded with amendments to the Vocational Rehabilitation 

Acts of 1954 and 1965 (History & Regulations, 2017). More focus was put on funding from the 

federal government, with less state-mandated participation in vocational rehabilitation funding. 

The big takeaway from the 1954 amendment was the availability of grants to colleges and 

universities to offer training for rehabilitation counselors to work with people with visible 

disabilities. The Rehabilitation Act Amendment of 1965 offered a new category for vocational 



29 
 

rehabilitation through behavior disorders diagnosed by a psychologist or psychiatrist. The 

behavior disorder category quickly became the most fund-exhausting category, including clientele 

with legal and alcohol concerns and the socially disadvantaged.  

Rehabilitation Act of 1973 

By 1973, the behavior category had been eliminated, and the Rehabilitation Act of 1973 

became law on September 26, 1973 (History & Regulations, 2017; U.S. Equal Employment 

Opportunity Commission, n.d.). The services were emphasized to serve individuals with severe 

physical and visible disabilities. The Rehabilitation Act of 1973 became the foundation for Title 

V, which propelled civil rights for people with disabilities. Section 501 dealt with hiring disabled 

individuals within the federal government. Section 502 focused on eliminating transportation 

barriers and enforcing compliance with stipulations from the Architectural Barriers Act of 1968. 

Employment non-discrimination and affirmative action plans were addressed in Section 503.  

Section 504  

A key emphasis of the Rehabilitation Act of 1973 that correlates to this quantitative study 

lies within Section 504, which prohibits discrimination of people with disabilities in any federally 

supported program or activity where federal funds are distributed (Cawthon & Cole, 2010; U.S. 

Department of Health and Human Services, 2006). Entities impacted by Section 504 include 

hospitals, public school systems, public welfare systems, and educational institutions receiving 

federal financial aid through the U.S. Department of Education. At the same time, Section 504 

and ADA require postsecondary entities to provide students with disabilities an equal opportunity 

to academic success as their non-disabled peers. They are not required to provide the same 

academic accommodations as another university. Further, accommodations cannot alter the 

program or course curriculum or provide financial or logistical inconvenience to the university. 
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The Americans with Disabilities Act of 1990 

On July 26, 1990, Congress passed the ADA legislation, signed by President George H. 

Bush (Ramey, 2007). Initially, the law required buildings to be wheelchair and handicap 

accessible and for closed captioning for television. The accommodations were initially enacted for 

people with visible disabilities (Cawthon & Cole, 2010; Ramey, 2007). The ADA also made it 

possible for people with disabilities to have access to higher education. Due to confusion in the 

wording of the ADA and countless legal proceedings, the U.S. Congress passed the ADA 

Amendment Act (ADAAA, 2008; Essex-Sorlie, 1994; U.S. Department of Justice, 2016). 

The Americans with Disabilities Act Amendment Act of 2008 

The ADAAA (2008) clarified the definition of disabilities and what qualifies as a 

disability. At the start of 2009, the ADAAA was implemented and is still used as a measure for 

students to qualify for academic accommodations based on a 2008 Supreme Court ruling that 

eased limitations and restrictions that previously made it difficult for students to obtain them, to 

include students with diagnosed mental health disorders. Additionally, more academic 

accommodations became available, such as technical assistance through audiobooks, transcription 

software, and note-taking. (Phillippe et al., 2021; Shaw et al., 2010).  

Prevalence and Defining Invisible Disability in the United States 

Though there is no clear scientific definition of an invisible disability, researchers have 

agreed that an invisible disability is a diagnosed medical condition where an injury is unseen or 

unrecognizable to others (Prince et al., 2017). These conditions can be acute or long-term. Many 

of these individuals experience social oppression, exclusion, isolation, and difficulties with 

interpersonal relationships, whether personal, professional, or academic. Prioritizing daily 

activities, managing finances, and basic life skills can also be challenging. Such barriers can 
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impact their ability to get accommodations from mental health providers and academic endeavors 

(Venville et al., 2016).  

Organic Disabilities 

Organic disabilities are medical conditions people are born with, such as autism, where 

3.5 million Americans are diagnosed annually (Centers for Disease Control and Prevention 

[CDC], 2021). One example is developmental learning impairment or neurological development 

disorders caused by genetics. Another example is childbirth complications beyond human control, 

such as umbilical cord prolapse (umbilical cord wrapped around the fetus), where the fetus is not 

getting enough oxygen, which can result in stillbirth. Blindness, deafness, and mental illness can 

fall under both organic and human-caused disabilities (Boen & Ruiz, 2021; CDC, 2021). 

Human-Caused Disabilities 

Human-caused disabilities are conditions resulting from acute injury or illness. Traumatic 

brain injuries from falls, accidents, stroke, and excessive substance and alcohol use are among 

Americans' 1.5 million annual diagnoses. Some obvious injuries include a facial drop associated 

with strokes or prosthetics for amputated limbs (CDC, 2021; WHO, 2011). Moreover, mental 

health issues such as posttraumatic stress disorder (PTSD) result from experiencing or witnessing 

life-threatening or perceived life-threatening situations where emotional trauma can affect daily 

life functioning. Some mental health disorders generally fall under human-caused and organic 

disabilities due to circumstances or inherent illness traits (American Psychiatric Association, 

2022, Boen & Ruiz, 2021).  

Prevalence 

In the United States, 61 million people, or 26% of adults, have a disability (CDC, 2021). 

Of the 61 million medically diagnosed adults with disabilities, 12.8% or 1 in 4 Americans have 
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been diagnosed with an invisible disability (WHO, 2011). Based on data from the U.S. Social 

Security Administration (2022) case and categories distribution list (see Table 1), many categories 

fall under hidden or invisible disabilities. The categories with a clear relationship to the 

counseling field (n = 103,130) are bolded to give readers a general understanding of the 

prevalence of invisible disabilities. Though the other categories have more medical-related 

themes, mental health issues may also be a factor. 

Table 1 

December 2021 SSDI Categories/Case Distribution  

Category  # 

Autism spectrum disorders 10,363 

Blood and blood-forming organs diseases 1,778 

Circulatory diseases  60,896 

Congenital anomalies  3,806 

Depressive, bipolar, and related disorders  27,056 

Developmental disorders  1,043 

Digestive system diseases  12,647 

Endocrine, nutritional, and metabolic diseases 12,510 

Genitourinary system diseases  20,501 

Infectious and parasitic diseases  4,284 

Injuries 20,147 

Intellectual disorders 21,349 

Musculoskeletal system and connective tissue diseases 204,533 

Neoplasms 69,338 

Nervous system and sense organs diseases 58,109 

Neurocognitive disorders  14,102 

Other mental disorders  16,885 

Respiratory system diseases  25,066 

Schizophrenia spectrum and other psychotic disorders 12,332 

Skin and subcutaneous tissue diseases 1,302  

 

Note. Adapted from “Annual Statistical Report on the Social Security Disability Program,” by 

Social Security Administration, 2022. 

Prevalence of Invisible Disabilities in International Postsecondary Education 

Researchers estimate that approximately 1 billion people have been diagnosed with a 

disability (WHO, 2011), and developing countries account for nearly 80% of the disabled 
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population. Internationally, the Convention of the Rights for People with Disabilities allotted the 

same human rights as the non-disabled population. International treaties such as the United 

Nations (UN) Convention on the Rights of Persons with Disabilities (2007) have recognized the 

need for inclusive education and that many universities are not taking adequate steps to 

accommodate students (Abualghaib et al., 2019; Darnell, 2022). Furthermore, the UN adopted the 

2030 Agenda for Sustainable Development in 2015 to ensure no one is left behind in 

employment, education, or social protection, including people with disabilities worldwide 

(Strnadová et al., 2015).  

Despite legislation, data indicate unequal access to employment, social protection, and 

education at all levels (Strnadová et al., 2015). A 2017 report by the UN also identified that the 

lack of reliable data regarding people with disabilities makes the population more vulnerable. 

Limiting services, accommodations, and awareness to help the disabled population rise above 

stigma creates barriers preventing them from living fulfilling lives (Abualghaib et al., 2019; 

Taneja-Johansson, 2021). 

Academic Accommodations 

Countries outside the United States, such as Australia, the United Kingdom, and Canada, 

have adopted laws similar to Section 504 of the Rehabilitation Act of 1973 in the United States 

(Besika et al., 2017; Bruce & Aylward, 2021; Venville et al., 2016). For example, in Australia, 

students who disclose their disability to higher education institutions are provided information on 

specialized services to assist them with learning adjustments (Grimes et al., 2017; Venville et al., 

2016). In Canada, students with disabilities must undergo an individualized service approach. 

Students must navigate through the process of interpreting institutional policies and protocols and 

approach faculty members who may be responsive to their requests. Additionally, students are 
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responsible for any social or financial obligations to receive accommodations. Thus, an 

individualized service approach limits academic accommodation responsibilities for the 

universities and places more of the burden on the students seeking learning adjustments. Though 

studies exist on postsecondary disability experiences in Canada, few have explored the 

significance of the student/faculty connection related to pedagogical practices valuing student 

diversity, including students with invisible disabilities (Bruce & Aylward, 2021; Lindsay et al., 

2018; Waterfield & Whelan, 2017).  

Though accommodations are offered for students globally, academic outcomes have 

varied depending on support services requested and approved by higher education disability 

support offices. Students with invisible disabilities face barriers to participation in postsecondary 

education, such as low confidence in their coursework, negotiating social interactions, motivation, 

mood regulation, discrimination, and difficulty locating information on available academic 

support and accommodations (Besika et al., 2017; Bunbury, 2018; Dixon et al., 2012; Grimes et 

al., 2017; Venville et al., 2016). Students who expressed experiences of discrimination had more 

emotion regulation issues and lower academic self-confidence. Additionally, students who felt 

institutional betrayal and lack of support indicated lower self-esteem and higher rates of 

depression (Lett et al., 2020). For example, Taneja-Johansson (2021) conducted a study on the 

underrepresentation of students with disabilities and inadequate support in Sweden’s higher 

education institutions. Within the study, data suggested that there is more focus on socioeconomic 

and ethnic groups than on people with disabilities in Swedish higher education. However, the 

negative attitudes of faculty members in higher education were a significant barrier (Freer, 2018). 

Additionally, faculty members had little understanding of the various needs of students, limited 

knowledge of how to adjust the accessibility of course content, and a lack of willingness to 
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implement reasonable adjustments. These issues have also been noted in studies in the Czech 

Republic (Strnadová et al., 2015), Israel (Schreuer & Sachs, 2014), Norway (Jensen et al., 2021; 

Langørgen et al., 2018), and Poland (Parchomiuk, 2019). 

It is important to reflect on how barriers impact students with disabilities worldwide to 

demonstrate that the issues are not constricted as an issue just for the United States. Many 

countries have enacted legislation, and world leaders have signed international treaties 

recognizing the limitations of awareness and accessibility to academic accommodations. For 

instance, the Swedish Discrimination Act (2008) was restructured in 2015 to include a broader 

definition of disability from a predominantly physical environment perspective to the pedagogical 

and social environments, leading to an increase in those seeking accommodations. In 2008, 4,805 

students registered for academic accommodations at higher education institutions, and in 2019, 

the number of estimated students registered for disability support was 20,150. However, 

researchers worldwide have argued that more research and action must be taken to address the 

needs of underrepresented students with disabilities in higher education (Taneja-Johansson, 

2021). Among other studies, the literature indicated that only 1% of higher education journals had 

published articles on students with invisible disabilities (Ganguly & Perera, 2019; Ioerger et al., 

2019; Kutscher & Tuckwiller, 2019) and that information on disabilities and working with 

individuals with disabilities was limited or non-existent among textbook or curriculum at any 

educational level (Jensen, 2021). 

Prevalence of Invisible Disabilities in U.S. Postsecondary Education 

Higher education is becoming more accessible with online degrees, allowing people who 

would not usually attend higher education courses a platform to achieve their goals. But some 

students have more obstacles to overcome than others (Deroche et al., 2019; Ganguly et al., 2019; 
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Jensen et al., 2021). The U.S. Department of Education stated that from 2015 11% or 1 in 10 

postsecondary students had a disability, including 1 in 4 students with an invisible disability, such 

as attention deficit/hyperactivity disorder (ADHD). A common characteristic of ADHD is 

difficulty concentrating (American Psychiatric Association, 2022). PTSD has also been 

recognized as an invisible disability with more recent acceptance as a documented disability, if 

medically or psychologically diagnosed, for qualifying individuals to apply for SSDI benefits 

(Social Security Administration, 2022). 

Despite the prevalence of invisible disabilities, less than half of students with these 

disabilities disclose their disability to universities in the United States due to the perceived 

repercussions they may face. Exploitation, shame, and unnecessary reprimand and remediation 

are among the top reasons for non-disclosure. Additionally, many colleges and universities may 

only offer accommodations for clear-cut disabilities, such as allowing for extra time for 

assignment submissions and exams per the ADA (Ganguly & Perera, 2019; Ioerger et al., 

2019; Jensen, 2021; Kutscher & Tuckwiller, 2019).  

Graduate Counseling CACREP Programs 

Data from the National Center for Education Statistics (2021) indicate that 3,982 

postsecondary institutions in the United States for the 2019–2020 school year offered degree-

granting programs, including associate through doctoral degrees. This study narrowed the data to 

institutions offering graduate counseling programs with CACREP accreditation. CACREP (2022) 

released a report based on a survey presented to accredited programs nationwide. The data 

collected between the summer 2020 and the spring of 2021 were evaluated to identify changes 

and trends within counselor education programs. The total number of institutions offering 

CACREP-accredited programs was 503. Public institutions offered the most programs at 60.24% 
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(n=303), followed by Private not-for-profit Universities at 36.18% (n= 182) and Private for-profit 

Universities at 3.58% (n=18).  

Figure 2 

CACREP 2021 Vital Statistics Survey Types of Institutions  

 

Note. From “CACREP 2021 Vital Statistics Survey Report,” by Council for Accreditation of 

Counseling and Related Educational Programs, 2022. (https://www.cacrep.com). In the public 

domain. *Table and data are both provided for processing needs of potential readers who 

visualize better than reading statistical information. 

Understanding how many programs and universities offering CACREP-accredited 

programs provides a consensus on the number of students who may have an invisible disability in 

graduate counseling programs and the impacts academic accommodations may have on student 

educational experiences. In addition to student experiences, the level of awareness of available 

academic accommodations can impact whether a student chooses to apply for and disclose a 

disability to a university. Indirectly, counselor educators are also impacted when a lack of 

awareness affects their professional relationship when working with students and implementing 

approved academic accommodations from a university disability support office (CACREP, 2021; 

https://www.cacrep.com/
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Smith et al., 2019). 

Program Areas and Enrollment 

The CACREP (2022) also indicated the number of programs available and student 

enrollment (see Table 2). Due to a noted potential for data corruption with the 2019 figures, only 

the 2020 and 2021 figures will be emphasized. The table represents data from clinical mental 

health and counselor education and supervision programs. In 2020, enrollment for clinical mental 

health (38,638) and counselor education and supervision (3,028) CACREP-accredited programs 

combined was 41,666 students, with 9,548 graduates in clinical mental health programs and 431 

graduates from counselor education and supervision programs, with a combined total of 9,979 

graduates (CACREP, 2022).  

Table 2 

CACREP Program Area Data 2020–2021 

CACREP Program Area                 

Number of 

Programs 
Enrollment Graduates 

2021 2020 2021 2020 2021 2020 

Clinical Mental Health 

(Masters) 
371 339 46,487 38,638 11,138 9,548 

Increase 32 7,849 1,590 

Note. Data from the CACREP 2021 Vital Statistics Report. *Table and data are both provided for 

processing needs of potential readers who visualize better than reading statistical information. 

 

Enrollment and graduation numbers increased in 2021, with 46,487 students enrolled in 

clinical mental health CACREP-accredited programs with 11,138 graduating students. 

Respectively, there was an increase in enrollment in clinical mental health programs of 7,849 

students, with 1,590 more graduates in 2021. (CACREP, 2022). These data serve as foundational 

information to the potential number of students who may be impacted since actual numbers for 
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graduate counseling students with invisible disabilities cannot be reported due to concerns with 

disclosures of disabilities from CACREP program administrators. 

CACREP and Disabilities 

Despite limitations in the data, Figure 3 and Table 3 represent the number of reported 

students with disabilities reported by program administrators from the 2021 CACREP Vital 

Statistics Survey. Of note, the distinguishment between visible and invisible disabilities is 

undetermined. Percentages in Figure 3 provide a good visual representation. But it was necessary 

to demonstrate a better understanding of the number of students in CACREP-accredited programs 

facing challenges due to disabilities (see Table 3).  

The percentages in Table 3 were calculated based on the data from the graph and the 

CACREP (2022) 2021Vital Statistics Report. As reported by program administrators, the total of 

all CACREP students (N = 66,709) was broken down into all totals, master’s student totals, and 

doctoral student totals. Individual numbers were calculated based on the total and provided 

percentages to provide disability number breakdowns by gender and degree program. Of the total 

identified students with disabilities (n = 1,413), students who identified as female (n = 1,072) 

appeared to be dominant, which was the case for the master’s level programs (n = 998) and 

doctoral programs (n = 74). Those identified as male (n = 314) and alternative identity (n = 27) 

are noted, respectively. The distinguishment between visible and invisible disabilities is 

undetermined CACREP, 2022).  



40 
 

Figure 3 

CACREP Students with Disabilities from 2021 Vital Statistics Survey Report 

 

Note. From “CACREP 2021Vital Statistics Survey Report,” by CACREP, 2022 

(https://www.cacrep.com). In the public domain. Some programs could not provide information 

about students with disabilities on the 2021 Vital Statistics Survey. All percentages were 

calculated individually and rounded to the nearest hundredth. *Table and data are both provided 

for processing needs of potential readers who visualize better than reading statistical information. 

Table 3 

CACREP Students with Disabilities  

  Total CACREP 

student 

enrollment 

Total students 

with disabilities 

Alternative 

identity 

Female 

identity 

Male identity 

All CACREP Students 66,709 1,413 2.11% 27 0.04% 1,072 1.60% 314 0.47% 

Master Students 63,510 1,328 2.09% 26 0.04% 998 1.57% 304 0.48% 

Note. Data from https://www.cacrep.com. In the public domain. *Table and data are provided for 

processing needs of potential readers who visualize better than reading statistical information. 

Of the total number of students enrolled in all CACREP-accredited masters-level 

programs (n = 63,510), 2.09% or 1,328 students are reported to have a disability. Students 

identifying as female (n = 998) were noted as being the largest percentage of students with 

https://www.cacrep.com/
https://www.cacrep.com/
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disabilities, followed by students identifying as male (n = 304). Finally, students identify as an 

alternative identity (n = 26). The data indicated that of the total CACREP-accredited program 

enrollment (n = 66,709), 1,413 (2.11%) students were identified as having a reported disability 

(CACREP, 2022). 

The Impacts of Stigma 

Stigmas can be present in many situations, as noted with social advocacy causes in recent 

media coverage (Jan & Vlachopoulos, 2019). Within this study, the focus is placed on students 

with invisible disabilities who have experienced tangible consequences of stigma and others 

whose perceptions of stigma, bias, and attitudes have created barriers to their sense of academic 

support, success, and their willingness to reach out for academic accommodations (Capell, 2016; 

Carpenter & Paetzold, 2013). Self-imposed stigma can result when a response to an actual event 

is not made, leaving an individual to believe they are socially devalued, which impacts self-

esteem, self-confidence, and sense of worth (Chaudoir & Quinn, 2010; Quinn & Earnshaw, 

2013). 

Tangible Stigma 

In most cases, tangible is referred to as perceived through touch. Tangible is used to 

identify an experienced event leading to interpretation and perception—in this case, an event 

leading to perceived stigma (Quinn & Earnshaw, 2013). For example, a student in a Teams 

meeting could struggle to answer a question presented in class. As the student stutters their 

response, the counselor educator steps in to clarify what has been shared by the student, taking 

over the insights the student was trying to share to assist the student but instead making the 

student feel shut down and excluded. The real stigma may also mix with a perceived stigma, but 

the student may have processed that they were taking too much time to respond to the question 
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and that their insights do not matter. (Chaudoir & Quinn, 2010; Quinn & Earnshaw, 2013). 

Perceived Bias and Attitudes 

Continuing with the example in the previous section, the physical event that led to the 

student perceiving stigma may become a self-imposed barrier to their learning experience due to 

misperception. The shame and low self-esteem of having an invisible disability can lead to a self-

fulfilling prophecy of the student unknowingly pushing others away due to insecurities and 

shame. On the other hand, students and the counselor educator may have developed an attitude or 

bias toward the student with an invisible disability in this scenario; regardless of whether the 

student had disclosed their disability before the response, the impairment became evident to 

student peers and the counselor educator once the student began to speak (Darnell, 2022; Dixon et 

al., 2012; Lett et al., 2020).  

Academic Support  

In separate studies, Fleming et al. (2017) and Kempner (2017) note that students with 

disabilities use social media platforms to seek online communities to connect with fellow students 

with similar issues. Social media platforms can provide students with a sense of belonging. Many 

universities offer community chat spaces where students can reach out to one another regarding 

academic concerns, or students will create social media pages to communicate with each other 

(Freer, 2018). Topics can vary from buying and selling textbooks to supporting one another with 

course issues. In contrast, in an on-campus setting, students with invisible disabilities may not 

have the confidence to reach out to others due to fears of their invisible disability becoming 

visible to others (Dixon et al., 2012; Darnell, 2022). 

Academic Self-Efficacy 

Self-efficacy is a belief system in which individuals perceive their ability to establish, 
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maintain, and perform tasks successfully in difficult situations under general or specific 

circumstances (Bandura, 1996; Greco, 2022). Bandura (1996) noted, “Unless people believe that 

they can produce desired effects by their actions, they have little incentive to act” (p. 1206). For 

most people, Bandura’s (1996) insight is an unspoken pillar for motivation and self-efficacy, but 

for students with invisible disabilities, self-efficacy can be challenging. Cognitive competencies 

influence self-efficacy beliefs, so when cognitive limitations are due to organic or human-caused 

disabilities, learning activity regulation is a factor in academic motivation, interests, and 

achievements (Bandura, 1996; Greco, 2022). 

Self-determination is a factor for academic self-efficacy, which involves four functional 

characteristics: (a) self-realization; (b) self-autonomy; (c) self-regulation; and (d) psychological 

empowerment. The four characteristics include choices, decision-making, problem-solving, goal 

setting, attainment, self-advocacy, leadership, and executive functioning skills (Ju et al., 2017). 

Students with invisible disabilities may need assistance in some of these areas, where academic 

accommodations can be a useful tool to assist with academic self-efficacy. Students with 

disabilities have lower program completion rates (41%) than their peers without disabilities (52%) 

based on student requests for academic accommodations (Dixon et al., 2012; Kutscher & 

Tuckwiller, 2019). Stigma and shame also influence students’ decisions to disclose their disability 

to support services or professors out of fear of being judged or treated differently than their non-

disabled colleagues. Stigma may be self-perceived and include internal and external influences 

that trigger inward feelings of shame (Dixon et al., 2012; Ju et al., 2017).  

Resilience 

Psychological resilience is an individual’s ability to adapt and cope with situations of 

confrontation or diversity (Ganguly & Perera, 2019). In a study conducted by Connor and 
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Davidson (2003), five dimensions of psychological resilience were identified: (a) tenacity and 

personal competence, the effort an individual puts into their long-term goals by overcoming 

barriers and strong efficacy with problem management; (b) stress-related growth and 

management, how an individual manages stress and grow from experiences; (c) adaptability and 

relativeness, adapting to change and adversity with the perception of secure and connected 

relationships; (d) personal control with a healthy sense of purpose; (e) spirituality, involving 

beliefs about transcendental forces for meaning and behavior. Ganguly & Perera (2019) noted that 

resilience strengthens within interaction than in isolation. Academic support through peer 

interaction or counselor educator support can strengthen confidence and academic self-efficacy 

for students in general. Still, for the student with a disability, the support can help break barriers 

to academic and personal challenges (Greco et al., 2022).  

Invisible Disabilities and Counselor Education 

The attitude of the counselor educators can influence the quality of learning for people 

with disabilities by their willingness to adapt teaching styles and be aware of their students’ 

different learning styles and needs. Current legislative accommodations associated with the ADA 

present challenges and limitations to what adaptations counselor educators can make, but 

adaptations are not restrictive to legislation. Counselor educators are also given directives from 

disability support offices on accommodations students have qualified to receive. But attitudes can 

also impact a student’s educational experience; counselor educators with stigma and bias can 

hinder a student’s educational journey. Empathy is needed to address attitudes and personal biases 

about disabilities that can impact teaching pedagogy and students’ learning experience. However, 

little focus has been given to the impacts inequity in education has on future counselor educators 

and counselors with disabilities who wish to overcome obstacles that prevent them from 
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contributing to the counseling field (Jensen et al., 2021; Prince et al., 2017; Waterfield et al., 

2018). The limited research on how attitudes and bias can impact pedagogy indicates the severity 

of attitudes and bias toward students with invisible or visible disabilities from counselor 

educators. More considerations could include how the increased workload, if any, for counselor 

educators or the accommodation assigned for the student impact pedagogy and counselor 

educator empathy (Barnard-Brak et al., 2010; Bunbury, 2020; Parchomiuk, 2019). 

Awareness and Training for Counselor Educators 

In postsecondary education, where an invisible disability can become noticeable, and 

attitudes among peers and professors may appear to change, training counselor educators to 

recognize and respond appropriately may avert a perceived barrier to students who do not want 

their disability disclosed (Lee et al., 2021). A study on disability representation in textbooks used 

in Norwegian schools for Grades 5–10 indicated that only 49% of 78 textbooks represented 

people with disabilities, with only 29% having pictures depicting individuals with disabilities 

(Jensen et al., 2021). Suppose these conscious choices are being made at secondary educational 

levels in Norway. In that case, there is likely a lack of information and representation occurring 

among other textbooks and curricula at higher levels of education (Jensen et al., 2021; Taneja-

Johansson, 2021). Further, the ACA 2014 Code of Ethics does not specifically note students with 

disabilities among Section F, Supervision, Training, & Teaching codes. F.11 addresses 

multicultural diversity competence in counselor education and training programs related to faculty 

and student recruitment and multicultural/diversity competence. But multiculturalism and 

diversity are generalities and do not specifically mention people with disabilities. Code F.11.b 

(Student Diversity) notes that counselor educators need to be active in recruiting students from 

diverse backgrounds and to be able to recognize and value what diversity students bring to the 
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classroom. The counselor educator will address further appropriate accommodations promoting 

student well-being and academic performance. Multicultural diversity competency is addressed in 

ACA code F.11.c, where counselor educators train students on awareness and skills relating to 

multicultural practice. But there is no specific mention of students with disabilities within the 

ACA 2014 Code of Ethics (ACA, 2014). 

Continuing Education 

Counselors and counselor educators must engage in continuing education and professional 

development (ACA, 2014). Requirements may vary by university, but most universities provide 

faculty with in-house training with more training opportunities available through counselor 

education and supervision organizational memberships. One example of a training entity would 

be the ACA. The ACA and regional divisions offer annual conferences on a multitude of topics 

surrounding the course elements of the CACREP (2016) standards. Until recently, there were 

limited presentation topics and training surrounding academic accommodations, student 

awareness, and counselor educator awareness of working with the invisible disability student 

population. Though some progress has been made in accepting peers and students with disabilities 

in educational settings, more needs to be done to include disabled qualified students and educators 

in the counseling and counselor educator fields (Brookover et al., 2022; Brown-Rice & Furr, 

2015; Lund et al., 2020; Wood et al., 2019).  

The issue for the counselor education profession is that counselor educators who have 

been teaching for years may not have the formal training and preparedness to teach with modern 

competencies. Earlier focuses on counselor educator programs dealt more with strategies for 

spreading out the content of course material than integrating skills, knowledge, and practice. Over 

the last decade, emphasis has shifted to integrating curriculum and skills practice with mentored 
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experience and evaluation. The utilization of internships and feedback from internship site 

supervisors and faculty supervisors have been key components among the shifts of teaching 

preparedness emphasis (Barrio-Minton, 2020; Dang & Sangganjanavanich, 2015). 

Mentorship 

Counselor educators play an important role in the professional development of counselors 

in training and counselor educators in training. Mentorship enables opportunities to enrich 

communication and critical thinking skills and share the experiences of other professionals to 

develop or enhance strengths and demonstrate areas where students may struggle. Many 

professionals speak of imposter syndrome, but working with a mentor and consulting with 

colleagues are ways to decrease their doubt (Barrio-Minton, 2020; Boswell et al., 2015).  

Postsecondary Education Academic Accommodations 

For most students in postsecondary education, federal laws such as the ADAAA (2008) 

and Section 504 of The Rehabilitation Act of 1973 are designed to protect students with 

disabilities from discrimination practices in the university setting (U.S. Equal Employment 

Opportunity Commission, n.d.). Colleges and universities must provide reasonable 

accommodations that remove potential barriers to learning the same curriculum as their non-

disabled peers. There are instructional accommodations to assist students with learning, such as 

recorded lectures or alternative formats (i.e., recorded lectures or assess to professor lecture 

notes), and there are test accommodations, such as additional time to take exams or having a 

reader present during an exam (Cawthon & Cole, 2010; Weis et al., 2016).  

Though the legislation provides students with disabilities access to postsecondary 

education, the student is responsible for the outcome of their effort. Students who disclose and 

register their disability must show documentation of their disability from a qualified medical or 
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mental health provider. When supported by a diagnosis of disability, university disability support 

offices can review accommodations, which are generally based on the diagnosis and not specific 

to student needs. Requirements vary depending on individual university policies, as 

standardization is only outlined by the mandate that universities provide reasonable 

accommodations.  

One of the challenges students with disabilities also face is stigma and bias from non-

disabled peers and some faculty members (Dixon et al., 2012). Educators may assume the 

capabilities of a student based on the receipt of an accommodation notification or a 504 plan 

(Wood et al., 2019). Common assumptions include that if a student has reached a postsecondary 

education level, then the student needs minimal accommodations. Another assumption commonly 

made by counselor educators is that if a student is excelling academically, perceived “emotional 

dysregulation” is a behavioral issue needing remedial intervention without spending a lot of 

investigation (Venville et al., 2016; Wood et al., 2019). Instructors’ attitudes on implementing 

academic accommodations can directly contribute to students disclosing their disability to a 

university. Further, in some studies, students were denied academic accommodations by an 

instructor at least one time during their academic career, which violates the ADAAA of 2008 

(ADAAA, 2008; Darnell, 2022; Dixon et al., 2012; Phillippe et al., 2021; Wood et al., 2019).  

Recommended Academic Accommodations 

Students with disabilities are more challenged in understanding lectures, completing 

assignments, or taking exams. More time is required for these students to study and complete 

coursework (Cawthon & Cole, 2010). Based on data from The National Longitudinal Study 

conducted by Weis et al. (2016), the most commonly requested academic accommodation was 

additional time to complete exams (79%), followed by the use of technical assistance and tutoring 
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(37%), testing in a quiet room (19%), and finally, a reader or notetaker (17%). Further, 

recommended academic accommodations by clinicians include more time for students to 

complete exams than any other academic accommodation (89.70%), followed by the use of 

technology (69.40%; see Table 4). Access to professor notes, PowerPoints, alternative formats, 

and the ability to record lectures were less recommended by clinicians (Weis et al., 2016). More 

emphasis on test accommodations by clinicians overshadowed recommendations for instructional 

accommodations or learning considerations. These data indicate that students were more 

concerned with being more successful in the evaluation process and passing their coursework than 

learning the material for retention beyond the examination process (Weis et al., 2016). 

Table 4 

Percentage of Clinician-Recommended Academic Accommodations 

Accommodation % 

Test Accommodations / Modifications – more time to complete exams 89.70% 

Use of Technology During Exams – Speech-to-Text / Text-to-Speech Software 69.40% 

Modified Assignments / Exams – Simplified instructions / Ability to ask questions 52.90% 

Reader – Reads questions to the student 46.00% 

Access to Professor Notes / PPTs / Study Guides 25.30% 

Tutoring 24.80% 

Alternative Format – eBooks / eBooks with audio / Braille/ Electronic notetaking / Electronic 

notetaking 
17.80% 

Record / Transcription of Lectures 8.10% 

Note. *Categories are the main categories that do not include subcategories. Only 

accommodations/modifications recommended in more than 1.5% of reports are shown 

 

CACREP Standards in U.S. Graduate Counseling Programs  

Students entering a graduate counseling program are not required to have an 

undergraduate degree in counseling or psychology. The CACREP (2016) also does not provide 

disqualification of students with disabilities into an accredited program. As presented earlier, the 

data collected among CACREP-accredited programs indicate the number of students with 
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disabilities reported. The data do not differentiate between visible and invisible disabilities but 

demonstrate the presence of students with disabilities in CACREP-accredited counseling 

programs. Since one of the criteria for study participants is to be enrolled in a CACREP-

accredited counseling program, several components of the CACREP (2015) standards are 

presented in the following sections. 

Common Core Areas  

Students who apply to and get accepted into a CACREP-accredited graduate counseling 

program undertake a rigorous journey as a counselor in training. The curriculum does not change 

when students disclose and request academic accommodations (Deroche et al., 2020; Ganguly & 

Perera, 2019). There are eight core areas of curricular experience required by CACREP (2015) to 

prepare all counselors-in-training for the profession: (a) professional counseling orientation and 

ethical practice, (b) social and cultural diversity, (c) human growth and development, (d) career 

development, (e) counseling and helping relationships, (f) group counseling and group work, (g) 

assessment and testing, and (h) research and program evaluation.  

Professional Dispositions  

Professional dispositions are values and traits of a counselor in training related to 

character, morals, emotional regulation, and interpersonal relationship skills and ability that 

promote professional development and interactions with clients and colleagues (CACREP, 2016). 

Five important dispositions to consider may include the ability to receive feedback, initial 

counseling skills, boundary-setting skills for self and others, self-awareness, and advanced 

counseling skills (Freeman et al., 2019). In part, counselors in training are evaluated on 

professional dispositions outlined by CACREP (2016) but may also be further defined by 

individual CACREP-accredited programs. For example, at Liberty University, students must 
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review dispositional descriptions within each graduate counseling course and complete a self-

evaluation of their professional growth relating to the dispositions at the end of each course. In 

addition to evaluations from counselor educators, faculty supervisors, and site supervisors, 

gatekeeping is a continual process throughout counseling programs (https://liberty.edu). 

Gatekeeping  

Many CACREP-accredited programs utilize gatekeeping to measure students’ skillsets 

and competencies. Counselor educators and supervisors are entrusted with monitoring and 

evaluating the students’ comprehension of the material presented, emotional regulation, and 

professionalism based on the dispositions outlined in the accreditation standards. When they do 

not meet such standards, practices such as remediation and individualized mentorship are used to 

provide an opportunity to develop areas not meeting standards. When clear and documented 

evidence shows remediation has not been successful, a recommendation may be made for a 

student to choose another study area. Gatekeeping and remediation apply to all students in a 

CACREP-accredited counseling program, not solely to students with invisible disabilities (ACA, 

2014; CACREP, 2016; Ziomek-Daigle & Christensen, 2010).  

There are no uniform screening procedures to select applicants who meet admission 

criteria by demonstrating excellence in academic requirements. Once admitted into a counseling 

program, students may demonstrate behavioral issues detrimental to the field post-graduation. 

Gatekeeping begins during the application review and often emotionally affects counselor 

educators (Kerl & Eichler, 2005). But it is important to consider whether there is a personality 

conflict between the faculty member and student, if there is an undisclosed disability impacting 

emotional regulation, or if there is miscommunication between the faculty member and student 

due to differences in learning and teaching styles (Foster et al., 2013). A faculty member’s 
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negative attitude toward students with invisible disabilities may factor in a student being referred 

to remediation unnecessarily due to limited awareness and training provided to counselor 

educators (Bemak et al., 1999; Freeman et al., 2020; Taneja-Johansson, 2021; Waterfield & 

Whealan, 2018). 

Most of the research on gatekeeping and remediation comes from the United States, 

though literature is available on gatekeeping and remediation internationally (Bemak et al., 1999). 

The research conducted in the United States is largely from the perspective of the counselor 

educator. Student input is rarely considered when faculty members consult on whether to refer a 

student to the remediation process. Often students with disabilities face more barriers and are 

twice as likely to be referred to remediation than non-disabled peers. Though counselor educators 

must provide due process and offer opportunities for a student to work on the perceived deficits, 

some faculty members holding bias toward individuals with invisible disabilities may view due 

process differently (Brown-Rice, 2012; Scott, 2020; Taneja-Johansson, 2021; Venville et al., 

2016; Wood et al., 2019; Ziomek-Daigle & Christensen, 2010). 

Remediation  

As noted, remediation is a process counselor educators use to address competency or 

dispositional issues of counselors in training. Initially, remediation was designed as a gatekeeping 

process to document disciplinary action for students who were not meeting competencies, often 

leading to the student being dismissed from their program. But the remediation process has 

evolved to address concerns presented by counselor educators regarding competency and 

dispositional issues for counseling students and counselor educators in training. Though no 

current standards have been established, efforts are being made to establish standards of conduct 

encompassing professional, interpersonal, and intrapersonal behaviors for the profession. Students 
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should have clear documentation outlining the faculty member’s or supervisor’s concerns and 

evaluation. Within the documentation, expectations to include a measurable timeline for 

improvement should be provided to the student. Remediation plans can include increased 

supervision, repeating or withdrawing from courses, additional assignments, or recommendations 

for the student to seek personal counseling. 

In some cases, students who do not demonstrate improvement in areas of concern can be 

dismissed from their programs (Brown-Rice & Furr, 2015; Henderson & Dufrene, 2017; Li et al., 

2009; Vacha-Haase et al., 2019). However, each program must meet specific guidelines as part of 

its accreditation. Program directors and faculty members can choose student learning outcomes, 

skills, and student knowledge related to program objectives (CACREP, 2016). Many of these 

objectives are covered within most CACREP-accredited program handbooks that define 

guidelines and standards foundational to the program curriculum (CACREP, 2016). 

Multicultural  

Multicultural competency can be ambiguous for counselors-in-training, which creates 

limitations on what is covered by counselor educators’ curricula and pedagogy (Deroche et al., 

2019; Killian & Floren, 2019). Multicultural identity has more facets beyond race, ethnicity, and 

geographical culture. The privileged, oppressed, and marginalized no longer fall under 

presuppositions of race, ethnicity, and gender as they once did. Marginalized identities are born 

from socioecological perspectives. Intersections of intra and interpersonal events that shape the 

personal identity of an individual are just some examples of areas of multicultural context 

construction. The contextual constructs shaping marginalized identities impact personal access to 

equity (Killian & Floren, 2019). Ratts et al. (2015) noted recent changes to the Multicultural and 

Social Justice Counseling Competencies recognized religion, spirituality, and disability identities 
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as influencing emotional and physical well-being. While further noting that multicultural and 

social justice competency is a lifelong process that counselors should aspire to commit to 

continuing education, practice, and humility within their work in the counseling profession. 

Graduate counseling students with invisible disabilities face personal barriers with daily 

living tasks. However, for some students, pursuing higher education can have invisible barriers 

due to the limited information regarding academic accommodations and limited training on 

working with individuals with disabilities within academic curriculums (Deroche et al., 2019). 

Within the last fifteen years, researchers have advocated for more integration of training on 

working with people with disabilities in the classroom and counseling room. When the CACREP 

and the Council on Rehabilitation Education (CORE) merged, a plan was put in motion to 

integrate disability-related standards into the proposed 2023 CACREP standards. The standards 

will also integrate the American Rehabilitation Counseling Association (ARCA) disability-related 

competencies (Deroche et al., 2019). Further, researchers continue to advocate for disability 

competence to be integrated within multicultural and social justice frameworks to be included in 

multicultural and diversity textbooks instead of disability competence being isolated from cultural 

identities and conceptualization being drawn from medical models or deficit-oriented perspectives 

(Deroche et al., 2019). 

Most counseling licensing boards also require proof of multicultural and diversity training 

as part of the licensing process. Many multicultural perspectives surround race and ethnicity. The 

ACA (2014) posited that regarding multicultural competencies, it is important to understand 

clients’ cultures and how their cultures impact their sense of identity (Cartwright et al., 2021). 

Though most multicultural competencies are based on race and gender, discrimination, 

impatience, and a lack of willingness to work with individuals with disabilities create hardship for 
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the disabled community of all races, ethnicities, genders, and socioeconomic statuses (Dixon et 

al., 2012). But neither the CACREP (2016) standards nor the ACA (2014) Code of Ethics 

addresses working with people with disabilities. Only counselor impairment and competence are 

discussed (ACA, 2014; CACREP, 2016). 

Chapter 2 Summary 

In Chapter 2, the literature review substantiates the foundational information of the study 

while also providing awareness of challenges and barriers faced by graduate counseling students 

with disabilities and counselor educators. Historical information on the development of academic 

accommodations and CACREP-accreditation standards are pillars to support the next phase of the 

study. In the next chapter, the reader will be provided with the study’s methodology, which 

includes the research design, research questions, survey construction, participant recruitment, the 

data collection process, and statistical analyses used to address each research question. 
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CHAPTER THREE: METHODS 

The study addresses the challenges graduate counseling students face when searching for 

available academic accommodations to meet the needs of their invisible disabilities. Further, the 

study provides information on the impacts on graduate counseling students with invisible 

disabilities and counselor educators when a lack of awareness of available accommodations 

creates barriers within the teaching and learning experience. This chapter presents the 

methodology, including research questions, criteria for participant selection, procedures, 

instrumentation, and the data analysis for the study.  

Research Questions 

The following questions guided this study: 

1. What are the experiences of graduate counseling students with invisible disabilities in 

locating academic accommodations through their school’s disability support services 

website? 

2. What are the experiences of graduate counseling students when using academic 

accommodations in their program? 

3. What factors impacted graduate counseling students with invisible disabilities in their 

decision to not disclose their disability with their school’s disability support services 

website? 

4. Are there differences in the awareness of and likelihood of use of academic 

accommodations for graduate counseling students with an invisible disability 

requesting academic accommodations by accommodation status? 

5. Are there differences in perceived self-efficacy of graduate counseling students with 

invisible disabilities by accommodation status? 
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6. Are there differences in perceived level of program professor support of graduate 

counseling students with invisible disabilities by accommodation status? 

Population and Sample 

The target population for the study were graduate counseling students enrolled in a 

CACREP-accredited graduate counseling program, who completed at least two courses in their 

program and had one or more documented invisible disabilities, such as autism, ADHD, TBI, 

dyslexia, and/or other neurodivergent disorders. To obtain potential participants, I received 

approval from the dean of a CACPREP-accredited graduate counseling program to recruit 

potential participants for the study from the department. I obtained approval on June 1, 2023, 

from the Institutional Review Board (IRB Exemption - IRB-FY22-23-1431, see Appendix A) 

prior to sending the recruitment letter to potential participants via a department announcement 

system. 

Instrumentation 

Instrumentation for the study consisted of six survey instruments designed to answer 

the research questions. Research Questions 1 and 2 were answered using the 10-item Accessing 

and Evaluating Disability Accommodations Survey. Research Question 3 was answered using the 

7-item Awareness of Availability of Accommodations and the 7-item Likelihood of Using 

Academic Accommodations Survey. Research Question 4 was answered using the 10-item 

Perceptions of Disability Accommodations Survey. Research Question 5 was answered using 11 

items from the 15-item College Academic Self-Efficacy Survey (CASES; Owen & Froman, 

1988). Finally, Research Question 5 was answered using 17 items adapted from the 35-item 

Student Academic Support Scale (SASS; Thompson & Mazer, 2009).  

The survey began with the informed consent form that participants were asked to read 
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(Appendix D). Once the potential participants consented and accessed the survey, they were 

asked to provide demographic information. The first three questions were used to screen 

potential participants. I used branch logic to end the survey for participants who did not meet 

the study inclusion criteria. This screening procedure ensured that only participants who met the 

inclusion criteria were able to complete the survey questions. Questions 4 through 7 were used 

to gather general demographic information. Question 8 asked participants if they were 

receiving academic accommodations (Appendix E). 

Participants who selected “yes” to receiving academic accommodations were presented 

with 10 questions about their experiences accessing and evaluating disability accommodations. 

Respondents who selected “no” were asked 10 questions about factors that led them not to 

disclose their disability and request academic accommodations. All participants were then asked 

the same questions about (a) awareness and availability of accommodations (seven questions), (b) 

their likelihood of using accommodations (seven questions), (c) their confidence level in their 

academic performance (11 questions), and (d) their perceived levels of support from their 

professors (17 questions). The instruments used “yes” or “no,” multiple-choice, and Likert scales 

using instrument-specific response options.  

Construction of the Accommodations-Specific Survey Questions 

To answer the first four research questions, I constructed instruments based on the 

current available disability accommodations and research specific to accessibility and usefulness 

of the accommodations. The Accessing and Evaluating Disability Accommodations Survey was 

used to answer Research Questions 1 and 2. Research Question 3 was answered using the 7-item 

Awareness of Availability of Accommodations and the 7-item Likelihood of using Academic 

Accommodations Surveys. Research Question 4 was answered using the 10-item Perceptions of 
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Disability Accommodations Survey. The following sections describe each instrument used to 

construct the four accommodations-specific survey questions.  

Accessing and Evaluating Disability Accommodations Survey 

Participants who selected “yes” to receiving academic accommodations were presented 

with the 10-item Accessing and Evaluating Disability Accommodations Survey. This survey was 

designed to examine participants’ experiences with accessing and evaluating disability 

accommodations. These items originated from an extensive search of the literature on available 

academic accommodations that are currently provided by universities and recommendations by 

clinicians who diagnose and prepare documentation for students who seek formal academic 

accommodations (Barnard-Brak et al., 2010; Bruce & Aylward, 2021; Weis & Whelan, 2017). 

Participants were asked to evaluate their experiences locating accommodations available through 

their school’s disability support services website and rate how the information impacted their 

decision to apply for accommodations. Multiple-choice selections and Likert-scale questions 

using question-specific response options were offered in the survey (Appendix F).  

Perceptions of Disability Accommodations 

Participants who selected “no” to receiving academic accommodations were presented 

with the 10-item Perceptions of Disability Accommodations Survey. This survey was designed to 

examine the factors that led to participants’ decision to not disclose their disability or request 

academic accommodations through their school’s disability support services. Research suggests 

that there are numerous factors that cause students to not disclose their disability—for example, 

not wanting to have their disability known, fear of judgment by professors or peers, or being the 

target of labeling and unnecessary disciplinary actions (Barnard-Brak et al., 2010; Blockmans, 

2015; Grimes et al., 2017; Lindsay et al., 2018). Likert-scale questions using question-specific 
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response options were offered in the survey (Appendix G). 

Awareness of Availability of Accommodations 

To identify participants’ awareness of the accommodations available to them, I provided 

students with a list of the accommodations potentially available to them using the 7-item 

Awareness of Availability of Accommodations Survey. The scale used the accommodations 

found on the institution’s disability accommodations website. Participants were asked to rate their 

level of awareness of each accommodation using a 5-point Likert scale (Appendix H).  

Likelihood of Using an Academic Accommodation Survey 

To identify the likelihood that participants would use an accommodation if they were 

aware of the accommodations available to them, I provided students with a list of the 

accommodations potentially available to them using the 7-item Likelihood of using Academic 

Accommodations Scale. The scale used the accommodations found on the institution’s disability 

accommodations website. Participants were asked to rate the likelihood of using each 

accommodation using a 5-point Likert scale (Appendix I).  

The Student Academic Support Scale  

I measured faculty academic support using the SASS (Thompson & Mazer, 2009). 

Though the focus of the SASS was on peer support, I received permission to change the focus of 

the items from a peer to a professor focus (Appendix N). The 17 items were selected and revised 

to gain a perspective on how students with disabilities perceive their ability to interact and utilize 

ethical academic support from their professors (Appendix K). The scale uses a 5-point Likert 

scale measuring the level of agreement with each statement. The psychometric properties of the 

SASS indicated that this instrument was appropriate to use with graduate level students 

(Thompson & Mazer, 2009). The scale reliabilities of the SASS ranged from .83 and .91.  
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Procedures 

Upon IRB approval for the study, I began recruiting participants. An email was sent to the 

department chairs of a CACREP-accredited university’s graduate counseling programs with an 

attached recruitment letter (Appendix B) and copy of the IRB approval letter (Appendix A). A 

recruitment letter with an anonymous link was launched through a department announcement to 

potential participants. Two weeks later, a follow-up recruitment announcement was sent via a 

department announcement (Appendix C). Since no identifying information was collected from the 

participants who had already completed the survey, all program students also received the follow-

up recruitment letter. 

Data Collection 

There were 245 students who started the survey, with 140 students completing the entire 

survey (78% completion rate). Potential participants accessed the survey through a link embedded 

in the recruitment letter. This link led to an anonymous 60-item survey created using the Qualtrics 

Survey Platform. A total of 245 potential participants accessed the survey. Of that number, 89 

individuals did not meet the study criteria and were excluded from the study. An additional 24 

individuals did not complete the survey, with 140 participants completing the entire survey. 

Data Analysis 

Data used to answer the research questions were analyzed using IBM SPSS Version 29. 

The accepted probability of a Type I error (alpha) was set at .05. The first four research questions 

addressed the participants’ level of agreement to items designed to answer the research questions 

using a Likert scale. I answered these research questions using descriptive statistics to evaluate 

the average rating for each item of the survey. The fifth and sixth research question addressed 

differences between groups. I answered this question using ANOVA, with accommodation 
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status as the independent variable. 

Ethical Considerations 

With the intent to eliminate and reduce all possible risks of harm to the participants, I 

adhered to all the guidelines set by the IRB. To ensure confidentiality, I did not collect identifying 

information that could link the participant to their responses. In addition, I informed participants 

that their identities would be anonymous in the recruitment letter and informed consent form, 

which potential participants were required to read after they accessed the survey. Finally, when 

the individual consented to participate in the study, they were directed to the demographic 

information page of the survey. The first three demographic questions were designed to ensure 

that only participants who met the inclusion criteria completed the survey. I used skip logic to end 

the survey for individuals not meeting the inclusion criteria. 

Chapter 3 Summary 

In this chapter, I presented the study’s methodology, including details on the population, 

instrumentation, procedures, and ethical considerations. In Chapter 4, I present the results and 

findings of the data analyses described in Chapter 3. 
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CHAPTER FOUR: RESULTS 

The purpose of this quantitative study was to examine the perception of graduate 

counseling students with invisible disabilities regarding the effect of availability and usefulness of 

academic accommodations, academic supports, and academic self-efficacy within one 

university’s CACREP clinical mental health counseling program. Chapter 4 provides 

demographic information about the participants and results from the study’s data analysis. 

Research Questions 

The following questions guided this study: 

1. What are the experiences of graduate counseling students with invisible disabilities in 

locating academic accommodations through their school’s disability support services 

website? 

2. What are the experiences of graduate counseling students when using academic 

accommodations in their program? 

3. What factors impacted graduate counseling students with invisible disabilities in their 

decision to not disclose their disability with their school’s disability support services 

website? 

4. Are there differences in the awareness of and the likelihood of use of academic 

accommodations for graduate counseling students with an invisible disability 

requesting academic accommodations by accommodation status? 

5. Are there differences in perceived self-efficacy of graduate counseling students with 

invisible disabilities by accommodation status? 

6. Are there differences in perceived level of program professor support of graduate 

counseling students with invisible disabilities by accommodation status? 
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Participants 

Data for the study were collected from participants currently enrolled in a CACREP 

graduate counseling program. The anonymous survey was open for 3 weeks, during which 245 

participants accessed the survey. Of that number, 89 students were directed out of the survey 

because they did not meet the study inclusion criteria. Another 24 did not complete the survey. 

Data were collected from 141 participants who identified as being enrolled in a CACREP 

graduate counseling program, had completed at least two program courses, and identified as 

having an invisible disability of ADHD, autism, dyslexia, TBI, or other neurodivergent disorder. 

These participants completed the six scales in the study.  

Participant Descriptive Statistics 

Most of the participants were female (83%; n =117), while 16% were male (n =23), and 

one participant preferred not to say (0.7%). Over four-fifths of the participants were Caucasian; 

White (86.5% n = 122). Eight participants were African American; Black (5.7%) and three 

participants were Hispanic or Latino (2.1%). Two participants were Native American (1.4), Other 

(1.4%), or Prefer Not to Say (1.4%,). One participant was Asian (0.7%) and Multiracial (0.7%). 

Nearly half of the participants were between 18 and 35 years old (45.4% n = 64). Over one 

quarter of the participants were between 36 to 45 years old (28.4%; n = 40), while just under one 

quarter were between 46 to 55 years old (20.6%; n = 40). Eight participants were older than 55 

years old (5.7%). Descriptive statistics for gender, ethnicity, and age of participants are provided 

in Table 5. 

Table 5 

Demographic Characteristics of Participants  

 N % 

Gender   
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Man 23 16.3% 

Woman 117 83.0% 

Prefer Not to Say 1 0.7% 

Ethnicity   

African American; Black 8 5.7% 

Asian 1 0.7% 

Caucasian; White 122 86.5% 

Latino or Hispanic 3 2.1% 

Multiracial 1 0.7% 

Native American  2 1.4% 

Other/Unknown 2 1.4% 

Prefer not to say 2 1.4% 

Age   

18-35 64 45.4% 

36-45 40 28.4% 

46-55 29 20.6% 

55+ 8 5.7% 

 

Participant Accommodations Descriptive Statistics 

Out of the invisible disabilities criteria used in the study, 58% (n = 82) of the participants 

identified ADD/ADHD as their invisible disability (see Table 6). Almost one-quarter of the 

participants reported other neurodivergent (cognition/processing) disorders (22%, n = 31). Other 

participants reported having TBI (9.2%, n = 13), dyslexia (8.5%, n = 12), and autism (9.2%, n = 

13).  

Most of the study participants do not receive academic accommodations (83 %, n = 117). 

Only 24 participants currently receive academic accommodations (17%). Almost all the 

participants currently receiving academic accommodations have the ability to request extra time 

to take exams (95.8%, n = 23) and extra time to submit assignments (87.51%, n = 21). Very few 

participants have access to alternative formats textbooks (12.3%, n = 3), taped lectures (4.2%, n = 

1), or instructor notes (4.2%, n = 1). No students received transcription services or used a reader 

for exams. Finally, three quarters of the participants indicated having a GPA of 3.5 or higher 

(74.5%, n = 105). One quarter of the participants had a GPA of 3.0 to 3.49 (25.5%, n = 36). 
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Descriptive statistics for disability type, accommodation status, accommodations used, and GPA 

are provided in Table 6. 

Table 6 

Disability Type and Accommodation Characteristics of Participants 

 

*Note. Percentages based on n=24; for all other percentages n = 141 

 

Preparation of Scales 

Before addressing the research questions, the data were prepared for analysis. Appropriate 

data items were reverse coded, then descriptive statistics, univariate outliers, and univariate 

normality were determined. After the analyses, missing data were replaced using a single mean 

imputation. IBM SPSS 29 was used for all analyses. 

Item-Level Analysis 

Descriptive statistics (mean, standard deviation, skewness, and kurtosis) were determined 

for the 50 items included in the three measures, representing the constructs of the study, and 

 N % 

Disability Type   

ADD/ADHD 82 58.2% 

Autism 3 2.1% 

Dyslexia 12 8.5% 

TBI 13 9.2% 

Other Neurodivergent D/O 31 22.0% 

Accommodation Status   

Yes 24 17.0% 

No 117 83.0% 

Accommodations Received    

Extra Time: Assignments* 21 87.5%* 

Extra Time: Exams* 23 95.8%* 

Alternative text formats* 3 12.5%* 

Reader: Exam questions* 0 0%* 

Recorded lectures* 1 4.2%* 

Access to instructor notes* 1 4.2%* 

Transcription services* 0 0%* 

GPA    

3.8-4.0 73 51.8% 

3.5-3.79 32 22.7% 

3.3-3.49 12 8.5% 

3.0-3.29 24   17.0% 
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presented in Chapter 3. All data fell within the expected range of each instrument. The standard 

residual for each item was calculated to determine the presence of univariate outliers. 

Examination of standardized z scores for each item revealed no item value greater than 3.29 or 

less than -3.29 indicating no univariate outliers (Warner, 2013). Item univariate normality was 

determined by examining skewness and kurtosis values and through visual inspection of the 

histogram. There were no statistically significant outliers; skewness and kurtosis for all items 

were within acceptable limits.  

Missing Data Imputations 

Once it was determined that there were no univariate outliers and that all items were 

normally distributed, the data were examined for missing values. Fourteen data points were 

missing in the data set, with no participants missing more than one item. The single imputation 

technique addressed the missing data points and inserted the mean standard of non-missing data 

(Warner, 2013).  

Item Correlations 

Two scales were used in this study: the CASES and the SASS, Before beginning analyses, 

the psychometric properties of each scale was examined. Specifically, I examined item-

correlations, internal consistency, and item-total statistics. 

Academic Self-Efficacy  

Academic self-efficacy was measured using 11 items from the CASES (Owen & Froman, 

1988). The Academic Self-Efficacy Scale (Appendix J) is adapted from is a 33-item instrument 

designed to measure perceived level of academic self-efficacy (i.e., the participants’ belief in their 

capability to perform academic tasks or succeed at academic activities at a specified level of 

competency). The 11 items from the CASES were consistent with the focus of the study, which 
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was to examine the participants’ perceived ability to complete academic tasks consistent with a 

graduate counseling program. In examining item correlations, several of the scale items were 

reverse correlated. Resultant factor analyses of the scale resulted in a two-factor solution. 

Subsequent examination of the items suggested that these items referred to classroom activities, 

which would not be relevant in an online program. The decision was made to remove these items, 

for a total of seven items to measure academic self-efficacy. With this reduction, all the scale 

items were correlated, with correlations from .476 to .763 (see Appendix O) and item-total 

correlations from .599 to .822 (see Appendix P).  

Faculty Academic Support  

Faculty academic support was measured using 17 items from the SASS (Owen & Froman, 

1988), The Academic Self-Efficacy Scale (Appendix J) is adapted from is a 33-item instrument 

designed to measure perceived level of Academic Support, i.e., the participants’ belief in their 

capability to perform academic tasks or succeed at academic activities at a specified level of 

competency. The 17 items from the SASS that were consistent with the focus of the study, which 

was consistent with the study’s focus to examine the participants’ perceived ability to complete 

academic tasks consistent with a graduate counseling program. In examining item correlations, 

several of the scale items were reverse correlated. Resultant factor analyses of the scale resulted in 

a three-factor solution. Subsequent examination of the items found that two of the factors only 

contained three items, which would not be appropriate to use for the analyses. The decision was 

made to remove these items, for a total of 11 items to measure faculty academic support. With 

this reduction, all the scale items were correlated, with correlations from .358 to .766 (see 

Appendix Q) and item-total correlations from .559 to .822 (see Appendix R).  
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Summary 

Examination of the Pearson product moment, item-total correlations, and reliability 

statistics for the Academic Self-Efficacy Scale and the Faculty Academic Support Scale indicated 

that the items of each scale demonstrated good internal consistency. Specifically, there were 

statistically significant correlations among the items within each scale. The item-total correlations 

indicated adequate internal consistency. Cronbach’s alpha for the scales ranged from .83 to .97 

(see Table 7) 

Table 7 

Reliability Statistics for Study Scales 

Scale Cronbach’s 

Alpha 
No. of Items 

ASES (CASES) .86 7 

FASS (SASS) .94 11 
Note. ASES = Academic Self-Efficacy Scale, FASS = Faculty Academic Support Scale. 

Factor Analyses 

Factor analysis was conducted to examine the scale items’ factor loading and confirm the 

scales’ validity. Because so much behavioral science research results in correlations among 

scales, Maximum-Likelihood extraction with Direct Oblimin rotation was used for all factor 

analyses (Warner, 2013). The results were evaluated against the following criteria: (a) total score 

variance, (b) number and strength of factor loadings, (c) internal consistency of resultant factors, 

and (d) theoretical considerations and interpretability to determine the number of factors to retain. 

Items with low factor loading (< .40) or low item-total correlations were assessed for removal 

(Warner, 2013). Once the number of factors to extract and the items to retain were determined, 

the internal consistency of the identified factors was examined. The total variance and factor 

matrices for the study scale are presented in Appendix S through Appendix U. 
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Factor analysis was conducted using Maximum-Likelihood extraction with Direct Oblimin 

rotation on the seven items in the Academic Self-Efficacy Scale, all items had acceptable factor 

loading (.589 to .823). Items demonstrated good internal consistency.  

Factor analysis was conducted using Maximum-Likelihood extraction with Direct Oblimin 

rotation on the 11-items in the Faculty Academic Support Scale, all items had acceptable factor 

loading (.621 to .862), and items demonstrated good internal consistency.  

Results of Analyses by Research Question 

In this section, the results of the analyses by research question are presented. The study 

scales for these analyses include the Accessing and Evaluating Disability Accommodations 

survey, Awareness of Availability of Accommodations survey, Likelihood of using Academic 

Accommodations survey, seven items from the CASES, and 11 items from the SASS. IBM SPSS 

version 29 was used for all analyses. 

Research Question 1 

The first research question was, “What are graduate counseling students with invisible 

disability experiences locating academic accommodations through their school’s disability 

support services website?” To answer the research question, I examined the mean and standard 

deviation of the three survey items and the frequencies of one survey item from the Accessing and 

Evaluating Disability Accommodations scale (Appendix E). Data were collected from the 24 

participants who registered their disability.  

Analyses Results 

Overall, participants felt that it was somewhat easy (2.88 out of 5) to locate information 

about the availability of academic accommodations through the school’s disability services office. 

However, participants also reported finding the information on the website not very useful (2.00 
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out of 5). When asked about how the ease and usefulness of the information impacted their 

decision to register their disability, half of the participants found information on available 

accommodations on the website and registered their disability (54.2%, n = 13). One third of the 

participants found information on the website confusing (33.3%, n = 8), one participant could not 

find information on the website (4.2%, n = 1) and two participants did not look on the website 

(8.3%, n = 2) prior to registering their disability. Finally, once participants were informed about 

what accommodations were available to them, they initially believed those accommodations 

would not be very useful to them (1.75 out of 5). The descriptive statistics are in Table 8 and 

Table 9. 

Table 8 

Ease of Locating and Usefulness of Accommodation Information  

 N Mean SD 

AEDA1 24 2.88 1.22 

AEDA2 24 2.00 .93 

AEDA4 24 1.75 .79 

Note. AEDA = Accessing and Evaluating Disability Accommodation 

 

Table 9 

Ease and Usefulness of Website Information  

 N % 

Found the information needed; registered disability. 13 54.2% 

Found the information confusing; registered disability anyway. 8 33.3% 

Unable to find useful information; registered disability anyway. 1 4.2% 

Did not look for information on the website; registered disability anyway 2 8.3% 

 

Summary 

Overall, the participants who registered their disability indicated that locating information 

on available academic accommodations was somewhat easy, but they also found the information 
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not very useful. Only half of the participants reported that they found the information they needed 

on the website when registering their disability. Most of the remaining participants either could 

not find the information or found the information on the website confusing. Finally, when 

informed of the accommodations they would receive, participants felt that those accommodations 

would not be very useful. 

Research Question 2 

The second research question was, “What are the experiences of graduate counseling 

students when using academic accommodations in the program?” To answer the research 

question, I examined the mean and standard deviation of the last four survey items from the 

Accessing and Evaluating Disability Accommodations scale (Appendix E). Data were collected 

from the 24 participants who registered their disability. 

Analyses Results  

Overall, participants felt that their current accommodations were not very useful (2.13 out 

of 5) and were dissatisfied with their academic progress (1.87 out of 5). Participants were slightly 

comfortable in approaching their professors about their concerns about their accommodations 

(3.27 out of 5). However, participants also reported being somewhat to very concerned about 

being judged or treated differently by their professors because of their disability (2.46 out of 5). 

The descriptive statistics are in Table 10. 

Table 10 

Current Accommodation Information  

 N Mean SD 

AEDA5 24 2.13 1.10 

AEDA6 24 1.87 .85 

AEDA7 24 3.29 1.57 

AEDA8 24 2.46 1.29 

Note. AEDA = Accessing and Evaluating Disability Accommodation 
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Summary 

Overall, participants felt that their current accommodations were not very useful. They 

were also dissatisfied with their academic progress. Though participants were slightly 

comfortable discussing their accommodation concerns with their professors, they were somewhat 

to very concerned about being judged or treated differently by their professors because of their 

disability.  

Research Question 3 

The third research question was, “What factors impacted graduate counseling students 

with invisible disabilities in their decision to not disclose their disability with their school’s 

disability support services?” To answer the research question, I examined the mean and standard 

deviation of seven items and the frequencies from one item from the Perceptions of Disability 

Accommodations scale (Appendix F). Data were collected from the 117 participants who did not 

register their disability. 

Analyses Results  

Overall, participants felt that negative experiences with other students was an important 

factor in making their decision to not disclose their disability (3.84 out of 5). Factors that were 

important to somewhat important to participants were the institutional culture (3.44 out of 5), 

negative experiences with professors (3.27 out of 5), and embarrassment/shame (3.26 out of 5). 

Participants found stigmatization (2.91 out of 5) and concerns that others would perceive them as 

not disabled enough (2.66 out of 5) to be somewhat important. Participants felt comfortable 

discussing their disability with their professors when they have academic concerns (4.14 out of 5). 

However, participants also reported being somewhat concerned about being judged or treated 

differently by their professors because of their disability (2.78 out of 5).  
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Almost half of the participants did not use the school’s disability support services website 

when making their decision to not disclose their disability (47.9%, n = 56). Of those who did, one 

quarter of the participants found the information they needed, but other factors impacted their 

decision not to disclose (25.6%, n = 30). Over 20% of the participants were impacted because 

either they found the information confusing (10.3%, n = 12) or could not find the information 

(12.8%, n = 15). Four participants did not feel that the accommodations they found would be 

useful (3.4%). The descriptive statistics are in Table 11 and Table 12. 

Table 11 

Factors Influencing Decision to not Disclose Disability  

  N Mean SD 

Embarrassment or Shame   117 3.26 1.34 

Stigmatization  117 2.91 1.49 

Institutional Culture  117 3.44 1.37 

Negative Experiences: Other Students  117 3.84 1.31 

Negative Experiences: Professors  117 3.27 1.47 

Not Disabled Enough  117 2.66 1.61 

Can Discuss Disability with Professor  117 4.14 1.50 

Professor Judging or Treating you Differently  117 2.78 1.32 

 

Table 12 

Impact of Website Information on Disclosure Decision  

 N % 

Found the information needed; accommodations not helpful. 4 3.4% 

Found the information needed; other factors influenced  30 25.6% 

Found the information confusing 12 10.3% 

Unable to find useful information. 15 12.8% 

Did not use the website. 56 47.9% 

 

Summary 

Overall, the participants felt that negative experiences with other students, their 

experiences with professors, the institutional culture, and feelings of embarrassment or shame as 
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important factor in making their decision to not disclose their disability. Participants found 

stigmatization and concerns that others would perceive them as not disabled enough to be 

somewhat important. Though participants felt comfortable discussing their disability with their 

professors when they had academic concerns, they were somewhat concerned of being judged or 

treated differently by their professors because of their disability.  

Finally, only half of the participants used the school’s disability support services website 

when making their decision not to disclose their disability. Half of those participants found the 

information they needed, but other factors impacted their decision not to disclose. Almost all the 

remaining participants either found the information confusing or could not find the information. 

Research Question 4 

The fourth research question was, “Are there differences in the awareness of and 

likelihood of use of academic accommodations for graduate counseling students with an invisible 

disability requesting academic accommodations by accommodation status?” To answer the 

research question, I organized the analyzes output by Accommodation Status. I examined the 

mean and standard deviation by group of the seven items in the Awareness of Availability of 

Accommodations (Appendix G) and the seven items from the Likelihood of using Academic 

Accommodations scales (Appendix H) designed to address the research question. 

Analyses Results: Participants with a Registered Disability  

Overall, participants who registered their disability were very aware of the ability to 

receive extra time to submit assignments (4.0 out of 5) and to take exams (4.29 out of 5). 

Participants were somewhat aware of their ability to request alternative textbook formats (2.5 out 

of 5), recorded lectures (2.13 out of 5), have a reader for exams (1.92 out of 5), and transcription 
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services (1.96 out of 5). They were unaware to somewhat aware of their ability to access 

instructor notes (1.62 out of 5).  

When asked how likely they would be to request these accommodations if available, 

participants who registered their disability were extremely likely to request extra time to submit 

assignments (4.67 out of 5) and to take exams (4.54 out of 5). Participants were very likely to 

request alternative textbook formats (4.08 out of 5), access to instructor notes (4.04 out of 5), 

recorded lectures (3.92 out of 5), and transcription services (3.71 out of 5). They were somewhat 

likely to request a reader for exams (2.75 out of 5). The descriptive statistics are in Table 13. 

Table 13 

Awareness and Likelihood to Use: Participants with Registered Disability  

 N Mean SD 

Awareness of:    

Extra Time: Assignments 24 4.00 1.25 

Extra Time: Exams 24 4.29 1.20 

Alternative text formats 24 2.50 1.62 

Reader: Exam questions 24 1.92 1.41 

Recorded lectures 24 2.13 1.36 

Access to instructor notes 24 1.63 1.24 

Transcription services 24 1.96 1.30 

Likelihood to Use:    

Extra Time: Assignments 24 4.67 0.82 

Extra Time: Exams 24 4.54 0.88 

Alternative text formats 24 4.08 1.41 

Reader: Exam questions 24 2.75 1.26 

Recorded lectures 24 3.92 1.06 

Access to instructor notes 24 4.04 1.27 

Transcription services 24 3.71 1.27 

 

Analyses Results: Participants Without a Registered Disability  

Overall, participants who did not register their disability were somewhat aware of the 

ability to receive extra time to submit assignments (2.03 out of 5) and to take exams (2.14 out of 

5), and to receive alternative textbook formats (1.93 out of 5). Participants were somewhat aware 

of their ability to request recorded lectures (1.66 out of 5), have a reader for exams (1.66 out of 5), 
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and transcription services (1.50 out of 5). They were unaware of their ability to access instructor 

notes (1.27 out of 5).  

 When asked how likely they would be to request these accommodations if available, 

participants who did not register their disability were very likely to extremely likely to request 

extra time to submit assignments (3.50 out of 5), extra time to take exams (4.50 out of 5), 

alternative textbook formats (3.63 out of 5), and access to instructor notes (3.73 out of 5). 

Participants were very likely to request transcription services (2.84 out of 5), and somewhat likely 

to request a reader for exams (2.11 out of 5). The descriptive statistics are in Table 14.  

Table 14 

Awareness and Likelihood to Use: Participants Without Registered Disability  

 N Mean SD 

Awareness of:    

Extra Time: Assignments 117 2.03 1.30 

Extra Time: Exams 117 2.14 1.41 

Alternative text formats 117 1.93 1.29 

Reader: Exam questions 117 1.62 1.05 

Recorded lectures 117 1.66 1.11 

Access to instructor notes 116 1.27 0.80 

Transcription services 117 1.50 0.97 

Likelihood to Use:    

Extra Time: Assignments 116 3.50 1.34 

Extra Time: Exams 116 3.50 1.37 

Alternative text formats 117 3.63 1.39 

Reader: Exam questions 117 2.11 1.22 

Recorded lectures 117 3.57 1.33 

Access to instructor notes 117 3.73 1.36 

Transcription services 116 2.84 1.37 

 

Summary 

Participants with a Registered Disability. Overall, participants who registered their 

disability were very aware of the ability to receive extra time to submit assignments and take 

exams. Participants were somewhat aware of their ability to request alternative textbook formats, 

recorded lectures, readers for exams and transcription services, but they were unaware to 
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somewhat aware of their ability to access instructor notes. However, when asked how likely they 

would be to request these accommodations if they knew they were available, participants were 

extremely likely to request extra time to submit assignments and to take exams, and were very 

likely to request alternative textbook formats, access to instructor notes, recorded lectures, and 

transcription services. They were somewhat likely to request a reader for exams. This suggests 

that for participants with a registered disability, they would request these services if they knew 

that they were available to them.  

Participants Without a Registered Disability. Overall, participants who did not register 

their disability were somewhat aware of the ability of receive extra time to submit assignments 

and take exams, and to receive alternative textbook formats, and were somewhat aware of their 

ability to request recorded lectures, have a reader for exams, and transcription services. They were 

unaware of their ability to access instructor notes. When asked how likely they would be to 

request these accommodations if available, participants who did not register their disability were 

very likely to extremely likely to request extra time to submit assignments and take exams, use 

alternative textbook formats, and access instructor notes. Participants were very likely to request 

transcription services, and somewhat likely to request a reader for exams. This suggests that 

participants who opted to not register their disability are not sufficiently aware of academic 

accommodations that they would request if they knew that they were available to them.  

Research Question 5 

The fifth research question was, “Are there differences in graduate counseling students 

with invisible disabilities’ rate their perceived academic self-efficacy by accommodation status?” 

To answer the research question, I organized the analyzes output by accommodation status. I 

performed a one-way ANOVA to answer the research question.  
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Analyses Results  

A one-way ANOVA was performed to compare the effect of academic self-efficacy by 

accommodation status (see Table 15). A one-way ANOVA revealed that there was not a 

statistically significant difference in academic self-efficacy by students who received 

accommodations and students who did not receive accommodations (F(1, 139) = [.040], p = 

[.842]). No differences between means were found when examining the difference in academic 

self-efficacy by accommodation status. 

Table 15 

ANOVA for Self-Efficacy by Disability Status  

  
Sum of 

Squares df Mean Square F Sig. 
Between Groups 1.181 1 1.181 .040 .842 
Within Groups 4117.409 139 29.622     
Total 4118.589 140       

Dependent variable: SE Total  

  
Research Question 6 

The fifth research question was, “Are there differences in graduate counseling students 

with invisible disabilities’ rate their perceived level of program professor support by 

accommodation status?” To answer the research question, I organized the analyzes output by 

Accommodation Status. I then performed a one-way ANOVA to (Appendix E) answer the 

research question. 

Analyses Results  

A one-way ANOVA was performed to compare the effect of academic support by 

accommodation status (see Table 16). A one-way ANOVA revealed that there was not a 

statistically significant difference in Academic Support between students who received 

accommodations and students who did not receive accommodations (F(1, 139) = [.328], p = 
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[.568]). No differences between means were found when examining the difference in faculty 

academic support examined by accommodation status.  

Table 16 

ANOVA for Academic Support 

  

Sum of 

Squares df Mean Square F Sig. 

Between Groups 25.831 1 25.831 .328 .568 

Within Groups 10934.722 139 78.667     

Total 10960.553 140       
Dependent variable: SASS_Total  

 

Chapter 4 Summary 

I presented the findings and analyses described in Chapter 3 in this chapter. I provided 

information on participant demographics, results, and analyses to address the six research 

questions. In Chapter 5, I discuss the results of the analyses by research question, an overall 

discussion of important findings, the implications for researchers and counselor educators, and the 

study’s limitations. 
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CHAPTER FIVE: DISCUSSION 

This study addressed the perceived availability and usefulness of academic 

accommodations, academic supports, and academic self-efficacy in graduate counseling students 

with invisible disabilities. Chapter 1 included the study’s rationale; the study’s need, purpose, and 

significance; the research questions; and the definition of terms. Chapter 2 provided the study’s 

foundations through a literature review. Chapter 3 included the methodology for the research. 

Chapter 4 presented the results of the data analyses. The final chapter of this dissertation provides 

the data analysis results by research question, an overall discussion of important findings, and the 

implications of these findings for researchers and counselor educators. The chapter concludes by 

discussing the study’s limitations and future research considerations. 

Discussion 

This quantitative study was conducted to evaluate the awareness of available academic 

accommodations among CACREP graduate counseling students with invisible disabilities. 

Research has shown that postgraduate students may not be aware of academic accommodations 

that would better suit their individual needs than the most commonly known available academic 

accommodations of requesting more time to submit assignments and take exams (Weis et al., 

2016). Despite the research that has been done on Section 504 of the Rehabilitation Act of 1973 

and the ADAA of 2008, there is a lack of research on delivery methods of available academic 

accommodations (Bunbury, 2018; Jensen, 2021). Even though the ADAA eased the definition of 

disability to include mental health and invisible disabilities such as PTSD, dyslexia, and ADHD, 

there is little research examining if the expanded accommodations are available to and meet the 

dynamic needs of this population (Bunbury, 2018; Jensen, 2021).  
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Furthermore, research also suggests that faculty support plays a role in the academic 

success of students with invisible disabilities (Boswell et al., 2015). Therefore, if students are not 

aware of available accommodations, they may not be receiving the level of support needed from 

the faculty (Parchomiuk, 2019). Finally, given the impact of academic self-efficacy on the 

motivation for interest, goal setting, and performance, it is essential to examine self-efficacy when 

studying students’ perceptions of the availability and usefulness of academic accommodations 

(Ju, 2017). 

Research Question 1 

The first research question was “What are graduate counseling students with invisible 

disability experiences locating academic accommodations through their school’s disability 

support services website?” Overall, the participants who registered their disability indicated that 

locating information on available academic accommodations was somewhat easy, but they also 

found the information not very useful. Only half of the participants reported that they found the 

information they needed on the website when registering their disability. Most of the remaining 

participants either could not find the information or found the information on the website 

confusing. Finally, when informed of the accommodations they would receive, participants felt 

that those accommodations would not be very useful. 

These findings are consistent with research that examined attitudes of students with 

disabilities toward the academic accommodation request process and finding accommodations 

that meet student needs (Barnard-Brak et al., 2010; Cawthon & Cole, 2010). Students with 

disabilities have more challenges than non-disabled peers pursuing academic and professional 

ambitions (Burgstahler & Moore, 2009). Availability of academic accommodations that meet 

specific needs has shown to be successful with increases in enrollment and graduation rates 
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among students with disabilities (Bruce & Aylward, 2021). Therefore, it is essential to ensure that 

the institutional website, which is the primary source of information for students, is designed so 

the information is easy to locate, presented in a clear manner, and provides useful information, 

including all mandated available accommodations for students with invisible disabilities.  

Research Question 2 

The second research question was “How did the information impact the graduate 

counseling students’ decision to apply for academic accommodations?” Overall, participants with 

a registered disability were dissatisfied with their academic progress. Though the participants 

were slightly comfortable discussing their accommodation concerns with their professors, they 

were somewhat to very concerned about being judged or treated differently by their professors 

because of their disability. Finally, participants felt their current accommodations were not very 

useful. 

These findings are consistent with research that suggests the attitudes of students with 

disabilities, student peers, and faculty members impacted student decisions to request academic 

accommodations (Barnard-Brak et al., 2010; Bunbury, 2018; Carpenter & Paetzold, 2013; 

Darnell, 2020; Shaw et al., 2010). Research also suggests that students do not find the most 

common accommodations, more time to take exams and submit assignments (Weis et al., 2016), 

as useful to their academic success. Given the importance of academic accommodations on 

retention for students with disabilities (Bruce & Aylward, 2021), it is essential to address these 

issues that students indicated impacted their academic progress. 

Research Question 3 

The third research question was “What factors impacted graduate counseling students with 

invisible disabilities in their decision to not disclose their disability with their school’s disability 
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support services?” Overall, the participants identified negative experiences with other students, 

their experiences with professors, the institutional culture, and feelings of embarrassment or 

shame as important factors in making their decision to not disclose their disability. Participants 

also found stigmatization and concerns that others would perceive them as not disabled enough to 

be somewhat important. Though participants felt comfortable discussing their disability with their 

professors when they had academic concerns, they were somewhat concerned of being judged or 

treated differently by their professors because of their disability.  

The findings of the study are consistent with the literature that suggests environmental, 

influential, and perceptional barriers contributed to the participants’ decision not to disclose their 

disability (Fleming et al., 2017; Kurth & Mellard, 2006). Students with disabilities face many 

obstacles in pursuing a higher education degree (Herbert et al., 2020). Awareness of disabilities to 

the general student population and faculty, training faculty on how to address disability 

accommodation requests, and extensive training on ADA and federal guidelines for academic 

accommodations required for disability support office personnel would assist in breaking barriers 

and increasing academic success and program completion rates (Barnard-Brak, 2010; Herbert et 

al., 2020).  

Consequently, multicultural inclusion of disability awareness can impact the 

environmental and emotional influences of others (Ratts et al., 2015; Singh et al., 2020). As noted 

in Chapter 2, CACREP addresses the inclusion of disability awareness into multicultural diversity 

curriculum for CACREP-accredited programs with the CACREP 2023 Standards (Deroche et al., 

2019). The inclusion of disability awareness in multicultural diversity training for counselors in 

training and counselor educators is one step toward easing the stigma associated with students 

applying for academic accommodations and postgraduate students having the competence to work 
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with counselees who have invisible disabilities (Chaudoir & Quinn, 2015; Ratts et al., 2015; 

Singh et al., 2020).  

Research Question 4 

The fourth research question was “Are there differences in the awareness of and the 

likelihood of use of academic accommodations for graduate counseling students with an invisible 

disability requesting academic accommodations by accommodation status?” The findings from 

the study illustrated the limited awareness the participants had of available accommodations 

beyond more time to take exams and submit assignments and the number of participants who 

would likely request the academic accommodations of which they were unaware. The awareness 

and likely to request results are discussed in two sections: students with a registered disability and 

those without. Overall, the participants would likely request academic accommodations they were 

unaware of before participating in the study. 

Participants with a Registered Disability 

Overall, participants who registered their disability were very aware of the ability to 

receive extra time to submit assignments and take exams and were likely to still request them. 

However, participants with a registered disability were only somewhat aware to unaware of their 

ability to request alternative textbook formats, recorded lectures, readers for exams, transcription 

services, and access to instructor notes. This is consistent with the research findings that extra 

time on assignments and exams are the most common accommodations approved by clinicians 

and disability support services offices, as opposed to the lesser-known accommodations (Deckoff-

Jones & Duell, 2018; Fleming et al., 2017; Weis et al., 2016). However, when asked how likely 

they would be to request these accommodations if they knew they were available, participants 

with a registered disability were very likely to request alternative textbook formats, access to 
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instructor notes, recorded lectures, and transcription services, and somewhat likely to request a 

reader for exams. This is consistent with the literature that suggests that students who registered 

their disability would likely request accommodations they were not previously aware existed 

(Greco, 2022). 

Participants Without a Registered Disability 

Overall, participants who did not register their disability were only somewhat aware to 

unaware of their ability to receive the seven academic accommodations examined in the study. 

However, when asked how likely they would be to request these accommodations if available, 

participants who did not register their disability were very likely to extremely likely to request 

extra time to submit assignments and take exams, use alternative textbook formats, and access 

instructor notes. They were also very likely to request transcription services and somewhat likely 

to request a reader for exams. This suggests that participants who opted to not register their 

disability are not sufficiently aware of academic accommodations that they would request if they 

knew that they were available to them (Bruce & Aylward, 2021). The study findings indicated 

that the participants would be likely to request both the recommended accommodations found in 

literature (Deckoff-Jones & Duell, 2018; Fleming et al., 2017) as well as lesser-known academic 

accommodations (Weis et al., 2016). Given the importance of the availability of accommodations 

in academic retention and success, the findings support the need that students have an awareness 

of all available accommodations (Bruce & Aylward, 2021). 

Finally, for many students with disabilities, standard academic accommodations of having 

extra time to submit assignments and take exams may not meet their academic needs. This creates 

barriers to learning as well as impacts interactions with peers and counselor educators (Grimes et 

al., 2017; Lindsay et al., 2018). Such barriers can be seen as dispositional issues and result in 
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remedial actions that may not be appropriate (Brown-Rice, 2012; Wissel, 2014). Given that 

participants indicated that they would be very likely to use the lesser-known accommodations, 

this study supports the importance of the need for individualized accommodations instead of 

standing accommodations that may not meet the needs of the students (Bruce & Aylward, 2021).  

Research Question 5 

The fifth research question was “Are there differences in the rate of perceived academic 

self-efficacy for graduate counseling students with invisible disabilities by accommodation 

status?” No differences between means were found when examining the difference in academic 

self-efficacy by accommodation status, suggesting that their perceptions of academic self-efficacy 

was not a factor in the participants’ decision to disclose their disability. The findings are 

supported by research based on students with disabilities in general. There is limited research 

available on academic self-efficacy based on whether a student disclosed their disability 

(Reinschmiedt et al., 2013). But Bandura (1996) noted that cognitive competencies influence self-

efficacy beliefs. Information processing and multitasking can be difficult for people with invisible 

disabilities such as ADHD, autism, dyslexia, or TBI (Greco, 2022). Perseverance and resilience 

are two important components of self-efficacy that include the ability to adapt to changes and 

learn from hard lessons personally, professionally, and academically fuel determination and 

motivation for many students with invisible disabilities who must work harder than their non-

disabled peers to complete their coursework and programs (Bandura, 1996; Herbert et al., 2020).  

Research Question 6 

The sixth research question was “Are there differences in the rate of perceived level of 

professor support for graduate counseling students with invisible disabilities by accommodation 

status?” No differences between means were found when examining the difference in faculty 
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academic support by accommodation status, suggesting that academic support was not a factor in 

the participants’ decision to disclose their disability. Both groups of participants felt comfortable 

discussing their disability with their professors when they had academic issues but were 

somewhat concerned about being judged or treated differently by their professors because of their 

disability. Professors are also limited in what accommodations they are allowed to implement for 

students. When a student receives academic accommodations, the professor must follow the 

stipulations of the accommodations (Simon, 2011). Students who disclose a disability to a 

professor but do not request academic accommodations are respectfully directed to speak with 

disability support services (Parchomiuk, 2019). However, these results suggest that regardless of 

disability accommodation status, students’ perceptions of faculty academic support is consistent.  

Implications 

The findings of the study brought to light a significant gap between awareness among 

graduate students with invisible disabilities and the likelihood that students would request 

accommodations that were unknown to them before the study. Students using academic 

accommodations were slightly aware or not aware of several available accommodations. More 

information is needed on disability support services websites to inform students of all academic 

accommodations available to them when deciding to apply for accommodations. Among the 

student participants not using accommodations, many were not aware of what accommodations 

were available to them. However, the participants indicated they would likely request 

accommodations beyond more time to take exams and submit assignments. Awareness can impact 

a student’s academic journey and attitudes toward requesting accommodations, using academic 

supports, and increase academic self-efficacy (Barnard-Brak, 2010; Deckoff-Jones et al., 2018; 

Elias, 2000; Grimes, 2017; Kartovicky, 2020). 
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The findings of this study also suggested that students currently receiving 

accommodations are dissatisfied with their academic progress based on current accommodations. 

Though the participants indicated that they found information about academic accommodations 

on a disability support services website, what information was available was confusing or did not 

provide information on individual accommodation needs. The dissatisfaction with academic 

progress reported by the participants is not a direct result of interactions with program faculty as 

much as the lack of awareness of available academic accommodations beyond common presented 

accommodations allowing for more time to submit assignments and take exams (Weis et al., 

2016). Further investigation needs to be done to identify the gap of limited information of which 

academic accommodations are listed on disability support services websites and ways to bridge 

the information gap. 

Other findings from the study include how the learning environment impacted students’ 

decisions not to disclose their disability and request academic accommodations. The participants 

rated that the learning environment was a concern, which is something counselor educators need 

to be aware of. Although the student participants were comfortable discussing their disability or 

accommodations, they were also worried about being judged or treated differently because of 

their disability. Disability status was not a factor among the participants, as both groups shared 

similar concerns. The information is important for counselor educators and administrators due to 

the importance of providing a safe and non-judgmental learning environment for all students 

(Freeman et al., 2019). 

Limitations 

There were several limitations to this study. First, the study participants were limited to 

one university graduate counseling program who accessed the survey recruitment email. The 
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possibility exists that student participants were eliminated from the study due to the limited 

invisible disability identification selections, none of which included mental health disorders 

recognized as disabilities by the U.S. Social Security Administration (2022). Furthermore, the 

participants were limited to a single CACREP-accredited counseling program and did not include 

CACREP-accredited programs beyond the master’s level. However, focusing on one program is 

not representative of students in general who may be impacted by awareness of available 

academic accommodations. Despite these limitations, this preliminary study provides valuable 

information and is foundational for this researcher’s future research studies. 

Recommendations for Future Research 

In an effort to bring more awareness of available academic accommodations for students 

with invisible disabilities in postsecondary education, it is imperative to present recommendations 

for future research. Future research is needed due to the lack of literature on the academic training 

of future counselors and counselor educators on working with people with invisible disabilities. 

Limited awareness of students to seek academic accommodations individualized to their needs 

may encourage disclosure by more students of their disabilities and academic needs to be 

successful in their academic and professional goals. The inclusion of people with disabilities 

within multicultural diversity training and course content can benefit students and counselor 

educators (CACREP, 2022; Jensen, 2021; Singh et al., 2020).  

First, it is recommended that this study be conducted qualitatively. Qualitative research 

enables researchers to expand on quantitative data, which would further the information obtained 

in this study. Qualitative research has been used to explore participant experiences and meanings 

to social justice and human issues where individuals feel their voices have been silenced or their 

authenticity has been questioned (Ravitch & Carl, 2021). Qualitative research allows the 
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researcher to explore participant responses to identify themes that quantitative research may not 

capture. Further, qualitative research provides more expansion on experience and opportunities 

for a researcher to clarify a response provided by a participant (McLeod, 2011; Moustakas, 1994). 

A study such as this can provide awareness and advocacy for students with invisible disabilities 

who struggle with academic barriers, including inadequate individualized accommodations, 

stigma, and fear of being judged and treated differently by student peers and counselor educators. 

Such barriers can increase program incompletion rates, remediation referrals for students with 

invisible disabilities, and damage academic, personal, and professional reputations (Bemak et al., 

1999; Brown-Rice, 2012). Furthermore, qualitative research would help build understanding of 

the factors that would help support and build the resiliency that will promote academic success 

within the learning environment (Ravitch & Carl, 2021). This would provide information for 

counselor educators at all levels on more effective ways to adapt the pedagogy, delivery, and 

providing a safe and non-judgmental environment for students with invisible disabilities to 

acquire the skills, confidence, and opportunities to gain experience and serve in the counseling 

and counselor education fields (Barrio-Minton, 2020).  

This research was done using one university’s graduate counseling program, which 

limited diverse perspectives amount public and private colleges and universities in an attempt to 

reach more students who may be impacted by limited awareness of academic accommodations 

that affect self-efficacy and academic support that include study accommodations and support 

from professors (Greco et al., 2022). It has been noted in current research that individualizing 

academic accommodations to the needs of the students has been successful in countries that 

welcome the practice (Deckoff-Jones & Duell, 2018). A study should be conducted on academic 

needs by invisible disability subgroups nationally and internationally. The research indicated that 
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the concerns addressed in this study are not limited to one university. The lack of academic 

accommodation awareness extends beyond the United States (Bruce & Aylward, 2021). 

Further research could also be conducted by developing instrumentation specific to the 

invisible disability population and instrumentation to assess counselor educator awareness of 

available academic accommodations. The SASS used in this study measured general academic 

support directed toward residential students, where the participant sample was primarily online 

graduate counseling students. Moreover, the study would benefit from developing a scale to 

measure the impacts of inadequate academic accommodations and lack of awareness for students 

and counselor educators, resulting in students with invisible disabilities being referred to a 

remediation process (Deckoff-Jones & Duell, 2018). In addition to limited awareness of available 

academic accommodations, limited integration of working with individual disabilities creates 

barriers to educational, professional, and service opportunities for people with disabilities and 

individuals whose calling is to work with this marginalized population (Rapp et al., 2018). 

Although not a specific focus of this study, counselors in training and counselor educators 

are expected to understand and stay current on diverse, multicultural issues (ACA, 2014; 

CACREP, 2016). Including individuals with disabilities is needed in multicultural training and 

awareness (Ratts et al., 2015; Schreruer & Sachs, 2014). With the possible inclusion of training 

related to working with people with disabilities within multicultural diversity training for students 

and faculty members, some of the existing barriers to academic support may be broken (Singh et 

al., 2020; Storlie et al., 2015). A shift in oversight is needed to address the needs of a growing 

population that struggles to fit into a society that is quick to judge what is visible without taking 

the time to understand the invisible (Dixon et al., 2012; Schreuer & Sachs, 2014). Therefore, it 

would be beneficial to understand more effective ways for counselor educators providing ethical 
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academic support can impact a student’s learning process, professional development, and ability 

to work with and assist current and future graduate counseling students with invisible disabilities 

(Brown-Rice, 2012). 

Summary 

This quantitative study was conducted to examine the perceived availability and 

usefulness of academic accommodations, academic supports, and academic self-efficacy in 

graduate counseling students with invisible disabilities. The problem is that current research 

focuses on academic accommodations. Yet there has been a lack of research on the effectiveness 

of providing information about available academic accommodations to postsecondary education 

students. The study’s findings suggest that graduate students with invisible disabilities lacked 

awareness of available academic accommodations and would likely use accommodations they 

were not aware of before the study. When examining the results of each section of survey items 

concerning the research questions for the study, the responses provided a foundational base for 

future research. Though the participants indicated they could find information on their school’s 

disability support services website, the responses indicated they were unaware of 

accommodations beyond more time to submit assignments and take exams or quizzes. 

Participants who currently receive academic accommodations also indicated they were 

dissatisfied with their academic progress with their current accommodations. 

The learning environment was a factor for participants when contemplating applying for 

academic accommodations as indicated by the ratings of negative experiences within the learning 

environment. The concern needs to be looked at for several reasons. The first reason is to provide 

counselor educators and program administrators on potential changes that may be needed to make 

a safer and less judgmental learning environment. One area needing to be looked at is what 
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impact would students having individualized academic accommodations specific to their 

disability impact their sense of safety and perceived academic progress. A second reason is that 

though self-efficacy and academic support were not significant factors in the study, they play key 

roles in the perseverance, self-determination, and self-motivation leading to more satisfaction 

among students perceived academic progress, satisfaction, and program completion rates (Petcu et 

al., 2017). Additional results showed that graduate students with invisible disabilities persevere 

through self-determination and self-efficacy to achieve their goals. The results of this study 

suggest that more information on disability support services websites is needed to inform students 

of all available academic accommodations in a simplified delivery to eliminate confusion. Such 

confusion can affect a student’s decision to disclose their disability and apply for academic 

accommodations. Stigma and a sense of not being perceived as disabled enough to request 

assistance are barriers for students who need academic accommodations but deny their individual 

needs due to their perception of being judged and treated differently than their non-disabled peers.  

Finally, the findings within this preliminary study provided foundational information that 

can be built on in future studies. Bridging the gap between student awareness of available 

academic accommodations by a better and more detailed information delivery method, and the 

likelihood of students requesting such accommodations once being made aware of them, can 

provide more educational and professional opportunities to students with invisible disabilities 

who have to work harder to overcome barriers and obstacles. Awareness, availability, a safe and 

non-judgmental learning environment, and bridged gaps can bring hope to new possibilities to a 

marginalized population to pursue their dreams be. An affirmation I produced during my 

academic journey several years ago was to overcome our obstacles, not be overcome by them. 

Awareness is the first step.  
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Appendix E: Demographics Questionnaire 

Demographic Questionnaire 

  

DEM1. Are you currently enrolled in a CACREP-accredited Graduate Counseling Program?      

o Yes  

o No (If no, the survey will conclude) 

 

DEM2. Have you taken at least two courses in your program? 

o Yes 

o No (If no, the survey will conclude) 

 

 DEM3. I identify as having one of the following invisible disabilities: 

o ADD / ADHD 

o Autism 

o Dyslexia 

o Traumatic Brain Injury 

o Other Neurodivergent Disorder 

o I do not have an invisible disability (If checked, the survey will conclude) 

 

DEM4. What gender do you identify as?  

o Woman  

o Man 

o Non-binary  

o I prefer not to say. 

 

DEM5. What is your age?  

o 21-35 

o 36-45  

o 46-55  

o 55+ 

 

DEM6. Please specify your ethnicity.  

o Caucasian; White 

o African American; Black  

o Latino or Hispanic  

o Asian  

o Native American  

o Native Hawaiian or Pacific Islander 

o Multiracial  

o Other/Unknown 

o Prefer Not to Say.  
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DEM7. What is your current GPA?  

o 3.0 – 3.29 

o 3.3 – 3.49 

o 3.5 – 3.79 

o 3.8 – 4.0 

 

DEM8. Are you currently receiving academic accommodation through a college or university?  

o Yes (If yes, go to Accessing and Evaluating Disability Accommodations) 

o No (If no, go to Perceptions of Disability Accommodations Scale) 
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Appendix F: Accessing and Evaluating Disability Accommodations Scale 

The following questions ask you to share your experiences locating the accommodations available 

through your school’s disability support services website and how the information impacted your 

decision to apply for accommodations.  

 

AEDA_DEM1. Please specify which accommodation you are currently receiving. 

o Additional time to submit assignments 

o Additional time to take exams 

o Alternative formats (i.e., eBooks, audiobooks) 

o Reader for exam questions 

o Recorded lectures 

o Access to instructor notes 

o Transcription services (i.e., transcription software) 

 

AEDA_DEM2. How many semesters in total have you used academic accommodations?  

o 1-2 

o 3-4 

o 5-6 

o 7+ 

  

AEDA1. How easily could you locate information about the academic accommodations available 

through your school’s disability services office? 

o Very Easy 

o Easy  

o Somewhat Easy 

o Not very Easy  

o Not Easy 

 

AEDA2. How useful did you find the information that you located on the website? 

o Very useful 

o Somewhat useful 

o Useful 

o Not very useful 

o Not useful 

 

AEDA3. How did the ease of locating and usefulness of the information you found on available 

accommodations on the website impact your decision to apply for accommodations? 

o I found the information I needed and registered my disability. 

o I found the information confusing, but I registered my disability anyway. 

o I was not able to find useful information, but I registered my disability anyway. 

o I did not look for the information on the website, but I registered my disability anyway. 
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AEDA4. Once you were informed about what accommodations were available, how useful did 

you originally believe those accommodations would be? 

o Very useful 

o Somewhat useful 

o Useful 

o Not very useful 

o Not useful/do not use 

 

AEDA5. Overall, how useful have your current accommodations been in helping you to succeed 

in the program? 

o Very useful 

o Somewhat useful 

o Useful 

o Not very useful 

o Not useful/do not use 

 

AEDA6. Overall, how satisfied are you with your academic progress?  

o Extremely satisfied 

o Satisfied  

o Neither satisfied nor dissatisfied 

o Dissatisfied 

o Extremely dissatisfied 

 

AEDA7. Overall, how comfortable are you in approaching your professors about your academic 

accommodation concerns? 

o Extremely comfortable 

o Comfortable  

o Neither comfortable nor uncomfortable 

o Uncomfortable  

o Extremely uncomfortable 

 

AEDA8. Overall, how concerned are you about being judged or treated differently by your 

professors because of your disability? 

o Not at all concerned 

o Slightly concerned  

o Somewhat concerned  

o Very concerned  

o Extremely concerned 
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Appendix G: Perceptions of Disability Accommodations Scale 

Research suggests that there are numerous factors that students elect to not disclose their 

disability. The following questions ask you to share how important the following factors were in 

leading to your decision not to disclose your disability with your school’s disability support 

services.  

 

PDA1. Overall, how important were feelings of embarrassment and shame in making your 

decision not to disclose your disability? 

o Very important 

o Important 

o Somewhat important 

o Not very important  

o Not important 

 

PDA2. Overall, how important was the potential for stigmatization in making your decision to not 

disclose your disability  

o Very important 

o Important 

o Somewhat important 

o Not very important  

o Not important 

 

PDA3. Overall, how important was your experience with the institutional culture in making your 

decision not to disclose your disability? 

o Very important 

o Important 

o Somewhat important 

o Not very important  

o Not important 

 

PDA4. Overall, how important were negative experiences with other students in making your 

decision not to disclose your disability? 

o Very important 

o Important 

o Somewhat important 

o Not very important  

o Not important 

 

PDA5. Overall, how important were negative experiences with professors in making your 

decision to not disclose your disability? 

o Very important 

o Important 

o Somewhat important 

o Not very important  

o Not important 



122 
 

 

PDA6. Overall, how important was the feeling that others would think that you were not disabled 

enough in making your decision to not disclose your disability? 

o Very important 

o Important 

o Somewhat important 

o Not very important  

o Not important 

 

PDA7. Overall, how important was the ease of locating and usefulness of information found on 

your school’s disability support services website in making your decision to not disclose your 

disability? 

o I found what I needed, but I felt that the available accommodations would not help me. 

o I found what I needed, but other factors impacted my decision to not register. 

o I found the information confusing, which impacted my decision to not register. 

o I was not able to find information for my needs. 

o I did not use the website.  

  

PDA8. Overall, how satisfied are you with your academic progress?  

o Extremely satisfied 

o Satisfied  

o Neither satisfied nor dissatisfied 

o Dissatisfied 

o Extremely dissatisfied 

 

PDA9. Overall, how comfortable are you in discussing your disability with your professors when 

you have academic concerns? 

o Extremely comfortable 

o Comfortable  

o Neither comfortable nor uncomfortable 

o Uncomfortable  

o Extremely uncomfortable 

 

PDA10. Overall, how concerned are you about being judged or treated differently by your 

professors if you disclosed your disability? 

o Not at all concerned 

o Slightly concerned  

o Somewhat concerned  

o Very concerned  

o Extremely concerned 
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Appendix H: Awareness of Available Accommodations 

Several academic accommodations are potentially available for students with invisible 

disabilities, but research suggests that students are not always aware of them. This in turn can 

impact their decision to disclose or not disclose their disability. Please rate your level of 

awareness of the potential availability of the following accommodations: 

 

AAA1. Additional time to submit assignments 

AAA2. Additional time to take exams 

AAA3. Alternative textbook formats (i.e., eBooks, audiobooks) 

AAA4. Reader for exam questions. 

AAA5. Access to recorded lectures. 

AAA6. Access to instructor notes. 

AAA7. Transcription services, such as transcription software  
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Appendix I: Likelihood of Using Available Accommodations  

The next set of questions asks how likely you would be to request and use the accommodations 

outlined in the last section if made available to you. For each potential accommodation listed 

below, rate how likely you would be to request the following academic accommodations:  

 

LUAA1. Additional time to submit assignments 

LUAA2. Additional time to take exams 

LUAA3. Alternative textbook formats (i.e., eBooks, audiobooks) 

LUAA4. Reader for exam questions. 

LUAA5. Access to recorded lectures.  

LUAA6. Access to instructor notes. 

LUAA7. Transcription services (such as voice/interpreter transcription software) 
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Appendix J: Academic Self-Efficacy  

The following questions relate to your confidence level in your academic performance as a 

student with an invisible disability. Please rate your level of confidence in the following academic 

tasks:  

 

 

SE1. Taking well-organized notes during a lecture.  

*SE2 Participating in a class discussion.  

*SE3 Answering a question in class.  

SE4. Taking quizzes and exams.  

SE5. Writing a high-quality term paper.  

*SE6. Listening carefully during a lecture on a difficult topic. 

*SE7. Explaining a concept to another student. 

SE8. Studying enough to understand the content thoroughly.  

SE9. Understanding the material covered in textbooks.  

SE10. Understanding most concepts presented in class. 

SE11. Earning good grades in most classes. 

* Items were eliminated from the data for the analyses 
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Appendix K: Student Academic Support Scale 

The following questions focus on the perceived level of support you have received from your 

program professors. For each question, rate your level of agreement for the following overall 

interactions with program faculty. 

 

*SASS1. Expressed a different perspective than the professor in class. 

*SASS2. Ability to ask a professor to review a concept you do not understand during class.  

SASS3. The professor helped me explore solutions to a specific issue in the course. 

*SASS4. Clarification of assignment instructions 

SASS5. Provided mentorship that helped me complete an assignment. 

SASS6. Showed me a new approach to completing an assignment (theory, technique). 

SASS7. Spent extra time to help me gain a clearer understanding of class materials. 

SASS8. Explained something from class to me. 

SASS9. Helped me get a better grade on an assignment by reviewing my work before submission. 

SASS10. Helped raise my confidence about the program process. 

SASS11. The professor made me feel better about my ability to complete school. 

SASS12. Enhanced my self-esteem through academic support. 

SASS13. Encouraged me to study. 

SASS14. Helped me stay focused on the key points of an assignment or task. 

*SASS15. The professor contacted me when I did not make it to class 

*SASS16. Listened to me vent about frustrations with a class (topic, presentation, etc.). 

*SASS17 Listened to me vent about frustrations with a teacher (process, lecture delivery). 

* Items were removed from the data upon factor analysis 
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Appendix L: Student Academic Support Scale Pre-Modification  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

For each item, participants rated the strength of their beliefs on a 5-point response format ranging 

from 1 (perceived inability) to 5 (complete self-assurance in one’s ability). 
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Appendix M: Permission to Use SASS  
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Appendix N: Permission to Amend SASS  
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Appendix O: Item Correlations of the Academic Self-Efficacy Scale  

 

  SE_1 SE_4 SE_5 SE_8 SE_9 SE_10 SE_11 

SE_1 1.000       

SE_4 0.615 1.000      

SE_5 0.643 0.699 1.000     

SE_8 0.544 0.620 0.601 1.000    

SE_9 0.672 0.687 0.665 0.763 1.000   

SE_10 0.476 0.529 0.526 0.574 0.582 1.000  

SE_11 0.543 0.548 0.556 0.575 0.646 0.490 1.000 

Note. All correlations are statistically significant, p < .05 (2-tailed).   
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Appendix P: Item-Total Correlations of the Academic Self-Efficacy Scale 

 

Item-Total Statistics 

  

Scale Mean 

if Item 

Deleted 

Scale 

Variance if 

Item Deleted 

Corrected 

Item-Total 

Correlation 

Squared 

Multiple 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

SE_1 29.64 65.018 0.736 0.607 0.931 

SE_4 29.45 63.649 0.746 0.612 0.931 

SE_5 29.21 64.954 0.735 0.608 0.931 

SE_8 29.28 64.973 0.743 0.648 0.931 

SE_9 29.45 64.035 0.822 0.727 0.927 

SE_10 28.66 66.255 0.657 0.458 0.934 

SE_11 29.37 64.734 0.752 0.653 0.930 
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Appendix Q: Item Correlations of the Faculty Academic Support Scale 

 

Note. All correlations are statistically significant, p < .05 (2-tailed).   

 

  

Inter-Item Correlation Matrix 

  

SASS

_3 

SASS

_5 

SASS

_6 

SASS

_7 

SASS

_8 

SASS

_9 

SASS

_10 

SASS

_11 

SASS

_12 

SAS

S_13 

SAS

S_14 

SASS_3 1.000           

SASS_5 0.615 1.000          

SASS_6 0.643 0.699 1.000         

SASS_7 0.544 0.620 0.601 1.000        

SASS_8 0.672 0.687 0.665 0.763 1.000       

SASS_9 0.476 0.529 0.526 0.574 0.582 1.000      

SASS_10 0.543 0.548 0.556 0.575 0.646 0.490 1.000     

SASS_11 0.594 0.600 0.574 0.531 0.618 0.484 0.755 1.000    

SASS_12 0.682 0.568 0.573 0.534 0.647 0.508 0.694 0.766 1.000   

SASS_13 0.423 0.406 0.348 0.422 0.450 0.461 0.497 0.482 0.425 1.000  

SASS_14 0.598 0.585 0.589 0.668 0.667 0.583 0.615 0.599 0.626 0.584 1.000 
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Appendix R: Item-Total Correlations of the Faculty Academic Support Scale 

 

Item-Total Statistics 

  

Scale Mean if 

Item Deleted 

Scale 

Variance if 

Item Deleted 

Corrected 

Item-Total 

Correlation 

Squared 

Multiple 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

SASS_3 29.64 65.018 0.736 0.607 0.931 

SASS_5 29.45 63.649 0.746 0.612 0.931 

SASS_6 29.21 64.954 0.735 0.608 0.931 

SASS_7 29.28 64.973 0.743 0.648 0.931 

SASS_8 29.45 64.035 0.822 0.727 0.927 

SASS_9 28.66 66.255 0.657 0.458 0.934 

SASS_10 29.37 64.734 0.752 0.653 0.930 

SASS_11 29.69 65.002 0.765 0.704 0.930 

SASS_12 29.60 65.243 0.767 0.696 0.930 

SASS_13 29.84 67.504 0.559 0.406 0.938 

SASS_14 29.43 64.847 0.781 0.640 0.929 
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Appendix S: Pattern and Component Matrices for the Academic Self-Efficacy Scale  

Table S1 

Pattern Matrixa for Academic Self-Efficacy Scale 

 

Component 

1 2 

SE_4 0.797 
 

SE_8 0.766 
 

SE_9 0.756 
 

SE_11 0.694 
 

SE_5 0.686 
 

SE_1 0.638 
 

SE_10 0.610 
 

SE_2 
 

-0.948 

SE_3 
 

-0.932 

SE_7 
 

-0.724 

SE_6 
 

-0.499 

Extraction Method: Principal Component Analysis. 
aRotation Method: Oblimin with Kaiser Normalization.a 

Rotation converged in 5 iterations. 

 

Table S2 

Component Matrixa for Academic Self-Efficacy Scale 

 Component 

1 

SE_4 0.797 

SE_8 0.766 

SE_9 0.756 

SE_11 0.694 

SE_5 0.686 

SE_1 0.638 

SE_10 0.610 

Extraction Method: Principal Component Analysis. 
a1 component extracted. 
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Appendix T: Pattern and Component Matrices for the Faculty Academic Support Scale 

Table T1 

Pattern Matrixa for Faculty Academic Support Scale 

 

Component 

1 2 3 

SASS_13 0.863     

SASS_10 0.813     

SASS_14 0.768     

SASS_11 0.734     

SASS_7 0.675     

SASS_5 0.656     

SASS_8 0.653     

SASS_6 0.602     

SASS_12 0.592     

SASS_9 0.511     

SASS_3 0.452     

SASS_17   0.890   

SASS_16   0.856   

SASS_15   0.691   

SASS_1     0.776 

SASS_2     0.764 

SASS_4     0.624 

Extraction Method: Principal Component Analysis. 
aRotation Method: Oblimin with Kaiser Normalization; Rotation converged in 9 iterations. 

 

Table T2 

Component Matrixa for Faculty Academic Support Scale 

 

Component 

1 

SASS_3 0.789 

SASS_5 0.797 

SASS_6 0.788 

SASS_7 0.794 

SASS_8 0.862 

SASS_9 0.713 

SASS_10 0.804 

SASS_11 0.814 

SASS_12 0.818 

SASS_13 0.621 

SASS_14 0.824 

Extraction Method: Principal Component Analysis 
a1 components extracted.  
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Appendix U: Total variance for the Academic Self-Efficacy Scale and Faculty Academic 

Support Scale 

 

Table U1 

Total Variance for Academic Self-Efficacy Scale 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total 

% of 

Variance 

Cumulative 

% Total 

% of 

Variance 

Cumulative 

% 

1 3.835 54.782 54.782 3.835 54.782 54.782 

2 0.816 11.651 66.433       

3 0.734 10.488 76.921       

4 0.595 8.504 85.425       

5 0.425 6.072 91.498       

6 0.354 5.056 96.553       

7 0.241 3.447 100.000       

Note. Extraction Method: Principal Component Analysis. 

 

Table U2 

Total Variance for Faculty Academic Support Scale 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total 

% of 

Variance 

Cumulative 

% Total 

% of 

Variance 

Cumulative 

% 

1 6.804 61.850 61.850 6.804 61.850 61.850 

2 0.798 7.259 69.109       

3 0.753 6.841 75.951       

4 0.504 4.582 80.533       

5 0.466 4.234 84.766       

6 0.422 3.836 88.602       

7 0.325 2.955 91.557       

8 0.297 2.703 94.260       

9 0.235 2.133 96.393       

10 0.208 1.887 98.280       

11 0.189 1.720 100.000       

Note. Extraction Method: Principal Component Analysis. 

 




