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Self-Advocacy Strategy Instruction

Enbancing Student Motivation,
Self-Determination, and
Kesponsibility in the Learning Process

Anthony K. Van Reusen

Many general, remedial, and special education teachers have increasingly be-
come aware of the need to directly address the motivation and personal re-
sponsibility of students for learning and/or improving their academic, social,
and career-related skills. Consequently, some teachers have begun to use mo-
tivation strategies. Motivation strategies are techniques and procedures that
involve students in key aspects of the teaching-leaming process, thereby in-
* creasing the students’ intrinsic commitment to learn. These strategies focus on
heiping students identify their own leaming strengths. They also enable stu-
dents to learn how to identify and prioritize their needs, choose and monitor

The instructor’s manual for teaching The Self-Advecacy Strategy for Education
and Transistion Planning can be obtained from Edge Enterprises, Inc., Post Office Box
1304, Lawrence, Kansas 66045; {(913) 749-1473.

1y



132 Promaoting Student Involvernent

their goals, and successfully work toward the attainment of goals. Thus, the
term motivation strategies refers to specific processes that students can ae.
quire and use to increase their interest in and efforts toward learning while
gaining greater controf over their own lives (Van Reusen, Bos, Schumaker, &
Deshler, 1987, 1994).

Motivation strategies are important because they can be used to increase
students’ involvement in key decision-making and planning processes related
to instruction and performance. These strategies enable students to decide
what education and/or transition goals are important to them and can be used
by teachers and others to help students understand and consider how their in-
dividual strengths, needs, and limitations affect their ability to successfully
complete tasks. They also enable students to set goals and regulate their prog-
ress toward achieving their goals. Motivation strategies can provide students
with a sense of direction, control, and ownership over the learning process, both
in and out of school. .

One example of a motivation strategy is The Self-Advocacy Strategy for
Education and Transition Planning, also known as I PLAN (Van Reusen et al.,
1994), which targets “an individual’s ability to effectively communicate, con-
vey, negotiate, or assert one’s interests, desires, needs, and rights” (p. 1). The
strategy assumes the importance of students’ abilities to make informed deci-
sions and take responsibility for those decisions. In addition, the idea of teach-
ing students how to make effective leaming and development decisions and use
self-advocacy skills is based on re'search that has shown that students who have
positive self-perceptions and perceived choice and control over their learning
experiences are more wiiling and more motivated to work successfully with the
aduits in their environment than students who do not {Brown, 1988; Perlmuter
& Monty, 1977, 197%; Schunk, 1982, 1985, 1989; see also Chapter 3).

Furthermore, by teaching students how to make effective decisions and
by providing them with opportunities to make important learning and devel-
opment decisions, they can be empowered to become active participants in di-
recting their own futures and advocating for their own interests. However, em-
powering students does not mean providing them with complete freedom to
do whatever they want whenever they please. Instead, it means teaching stu-
dents how to make informed learning and development decisions and choices,
It also means teaching students how to take responsibility for their decisions,
choices, or actions and how to effectively advocate for themselves, Such in-
struction is directed toward increasing students’ awareness and understanding
that, regardless of the learning context or situation, ultimately they control
what, how, how well, and why they learn. Before proceeding with an over-
view and description of The Self-Advocacy Strategy for Education and Transi-
tion Planning, a brief review of current research and information on student
motivation patterns, school responses, and the critical links among intrinsic
motivation, self-determination, and learning is appropriate,
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STUDENT MOTIVATION PAITERNS

Research on the motivation characteristics of today’s diverse school-age pop-
ulation indicates that students with and without learning, behavior, and devel-
opmental disabilities exhibit intra-individual patterns of motivation, attribu-
tion, and cognition for learning (Borkowski, Carr, Rellinger, & Pressley, 1990;
Borkowski, Estrada, Milstead, & Hale, 1989; Maehr & Midgley, 1991; Pin-
trich, Anderman, & Klobucar, 1994). Studies examining children and youth
with severe learning disabilities and students with behavior disorders have
shown that some of these students, particularly those experiencing ongoing
academic failure, often develop negative beliefs and behaviors in varying de-
grees that interfere with optimal learning (Adelman, 1978: Adelman & Taylor,
1983b; Chapman, 1988; Deshler, Schumaker, & Lenz, 1984).

In examining students’ locus of control (i.e., whether one perceives con-
trol over life to be internally or externally mediated), Pascarella, Pflaum, Bryan,
and Pearl (1983) found that students identified as having an internal locus of
control demonstrated greater performance in less structured coaditions than in
more structured conditions, whereas students identified as exhibiting an exter-
nal focus of control demonstrated greater progress in more structured condi-
tions. In a review of research studies comparing the attributions of adolescents
with and without learning disabilitics, Huntington and Bender (1993) indi-
cated that more adolescents with learning disabilities than their peers without
learning disabilities tend to demonstrate an external locus of control orienta-
tion. In redirecting learning behavior, Edwards and O"Toole (1985) demon-
strated the effectiveness of self-control instruction for students with behavior
disabilities. Research has also demonstrated that some students with learning
disabilities have lower self-concepts than their peers without disabilities, with
greater decrements for academic self-concept than for general self-worth (for
a review, see Chapran, 1988). In addition, sindents with mental retardation
have also been found to exhibit differential patterns of motivation, field de-
pendence/independence, and attributions for learning (Polloway & Epstein,
19835; Polloway & Smith, 1983; Reschly, 1987). These intra-individual patterns
are believed to differentially influence students’ behavior and academic per-
formance in various instructional contexis, both in and out of school. Al-
though teachers and other professionals often acknowledge student motivation
and responsibility for learning, these behaviors are infrequentdy addressed in

many educational settings,

Even when students possess the cognitive, linguistic, social, and aca-
demic skills necessary to learn new skills, acquire information, or complete
tasks, some students exhibit a pattern of behavior referred to as learned help-
lessness (Seligman, 1975). This bebavior is characterized by low expectation
of success and an insufficient amount of time and effort expended toward the

. completion of tasks or assignments. It is also characterized by the beliefs that
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failures are caused by skill impairments or lack of ability aid that successes are-
due to external events beyond the student's control (Chapman, [988; Pascarella

et al., 1983; Pintrich et al., 1994). For example, some students may believe

that their poor school performance is caused by the amount and complexity of
assigned tasks or the quality of instruction that teachers provide rather than by
internal, controilable factors such as the use of effective learning skills and

strategies, time management skills, and the ability to monitor and regulate

one’s efforts and progress. As a result, some students are believed to demon-

strate apathy toward learning new skills or trying new tasks, and some fail to

set goals for themselves. Others may begin but set unrealistic goals for them-

selves and quit when their expectations are not met. Still other students, al-

though appearing 1o spend time on tasks, may engage in mindless or unpro-

ductive learning by participating passively in the learning process {Bryan,

1986: Licht & Kistner, 1985; Torgesen, 1982). Some may even use verbal and

nonverbal defiance, aggression, or antisocial behaviors and actions to avoid

tasks. Indeed, there are students who simply choose not to participate in the

learning process even when the tasks or assignments are developmentally ap-

propriaie and relevant, Students with chronic or pervasive learning and moti-

vation problems are often placed in remedial, alternative, and special educa-

tion programs in elementary and secondary schools and later in vocational and

rehabilitation counseling programs. .

The-dilemma for many of these students is their dependency on teachers, -
parents, peers, and others for direction, decision making, goal setting, problem
solving, feedback, and reinforcement as they move through various school set-
tings and into adulthood. To help those students acquire the skills and behav-
iors needed to effectively leam or work independently as well as interdepen-
dently with others, less structured situations are suggested. However, such
contexts are usually the very situations in which these students experience dif-
ficulty. Morcover, when teachers, parents, and others provide highly structured
situations in which all goals and decisions are made for the students, they may
be perpetuating students’ dependency. In short, many of these students become
dependent on teachers and parents, instructional conditions, materials, or ac-
commodations to demonstrate progress that can undermine their development,
and use of self-directed behavior and independent learning or performance.

Unfortunately, such problematic motivation characteristics (e.g., negative .
beliefs, learned helplessness, lack of interest or effort, passive leaming, leam-
ing dependency, avoidance behaviors) about learning and school can continue
into adulthood with sérious consequences. For example, in far too many in-
stances, students with learning disabilities and behavior problems quit or

- graduate from high school without realistic goals or plans for the future such
as additional training or schooling. Many are unprepared or underprepared for
the responsibilities of adult life, including personal and professional relation-
ships, employment, and full participation in their communities. To the con-
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- trary, capable learners perceive their successes and failures in and out of
school as being the result of controllable factors such as the degree to which

they set and work toward goals. These students are resourceful, persistent, and
committed to practice and mastery of the learning process. Capable learners
are volitional in that they resist distractions as well as direct and regulate their
thinking and behavior. Furthermore, these students arrange their physical and
social contexts to facilitate successful performance. They are also found to in-
vest the time, effort, and energy necessary to complete tasks, and they monitor
and evaluate their progress toward the attainment of goals (Zimmerman,
1994; Zimmerman, Bandura, & Martinez-Pons, 1992).

Schoeol Responses 1o Student Motivation Problems

When confronted with student motivation problems, many school programs
have directed their efforts toward changing or manipulating factors within the
leaming context, outside of student control {i.e., external or extrinsic manipu-
lation). For example, many teachers and researchers use and recommend the
use of behavior management interventions that are based on principles of op-
erant conditioning. These interventions focus on the use of positive {external)
reinforcement systems (Deutsch-Smith & Pedrotty-Rivera, 1995; Repp, Feice,
& Barton, 1991; Shores, Gunter, Denny, & Jack, 1993}, and they usually involve
rewargd systems (i.e., token economies, point systems, verbal praise) that are
used to increase the amount of time spent on tasks and enbance assignment
completion, response rates, and appropriate behavior. The tokens or points are
then exchanged by siudents for privileges at school or at home. These systems

_ are also used to decrease or eliminate inappropriate behaviors, For example,

teachers and others may use a response cost procedure in which a specified
amount of a reinforcer is removed or applied following a particular behavior.
Through these systems, students eamn tokens or points for exhibiting desired
behaviors and completing assignments and tasks, and they can lose their to-
kens or points for failing to complete assignments or for disruptive behavior.

Limitcfions of External Conirols

It is important to recognize that though behavior management interventions
can be very effective and necessary for eliciting desired behaviors from some
students, they also have several limitations. First, a heavy reliance on rewards
may igcrease student dependence on external reinforcement (Leppér, 1983;
Lepper & Greene, 1978; Lepper, Greere, & Nisbett, 1973; Lepper & Hodell,
1989). In essence, some students may be willing to put forth time and effort or
to complete tasks only when rewards are available. Second, some research in-
dicates that external reinforcément systems often cannot be faded without si-
multaneously decreasing student performance (Kazdin, 1982; O'Leary &
Drabman, 1971). Third, for some students with developmental delays or se-
vere language and learning problems, the use of external positive reinforce-
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ment (e.g., rewards, verbal praise) in combindtion with interactive maodeling
strategies may produce confusion. That is, some students niay-be uncertain
about what behavior is being reinforced, or the reinforcer (including verbai
praise) may serve as a distraction (Biederman, Davey, Ryder, & Franchi,
1994). Fourth, the use of external controls may actually interfere with the sta-
dents’ intrinsic motivation for acquiring skills and knowledgs, a circumstance
that can undermine the development and maintenance of the ability to inde-
pendently work, learn, or complete tasks.

By primarily emphasizing external control mechanisms, many school
programs and teachers overlook intra-individual patterns of student motiva-
tion and the critical role of intrinsic motivation and self-determination in de-
veloping or enhancing learner independence. In addition, many programs do
not differentiate instructional or behavioral interventions based on the stu-
dents’ motivation patterns or belief systems, These programs often fail to help
students establish or alter their belief systems about the value of learning and
school. Many programs do not include students in the determination of their
leaming needs and responsibilities or do not involve them in the process of de-
veloping goals for improving performance both in and out of scheol.

INTRINSIC MOTIVATICN, SELF-DETERMINATION, AND LEARNING

- Theorists and researchers involved in the study of motivation (e.g.; Boggiano

et al., 1992; Cameron & Pierce, 1994; Deci & Ryan, 1985; Mook, 1987) have
described intrinsic motivation as an important energizer of human behavior
that is believed to be based on the individual’s need for competence and self-
determination {i.e., internal control). In other words, individuals are described
as intrinsically motivated when they complete activities or exhibit behavior be-
cause of an inner desire to succeed or to act appropriately (i.c., competence)
and act out of chojce based on perception of need (i.e., self-determination),
More important, intrinsic motivation and self-determination are believed 1o
have a critical role in the human ability to understand and regulate one's own
behavior and actions (Deci & Ryan, 1985; Spaulding, 1992; Weiner, 1980).
Thus, when students perceive themselves as competent and self-determining in
their learning attempts, they are more likely to commit themselves and to direct
their efforts toward the attainment of learning goals or the successful comple-
tion of tasks. In many schools and tlassrooms, students may be viewed as in-
trinsically motivated when they are minimally compliant and cooperative in
working on tasks, completing assignments, or learning new skills. Those who
are fraquently noncompliant or who fail to direct their efforts and effectiveness
toward meeting classroom expectations are often described as unmeotivated or
inactive leamers (Adelman & Taylor, 1983a, 1983b; Torgesen, 1982).

In emphasizing self-determination as an important outcome for children
and youth with disabilities, Wehmeyer (1996) defined self-determination as
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the attitudes and abilities necessary to act as the primary causal agent in ong’s
life and to make choices and decisions regarding one’s quality of life; free
from external influences or interference. Furthermore, Wehmeyer ( 1992, 1995,
1996) and Wehmeyer and Schwartz (1997) contended that setf-determination
is predicated on the individual’s acquisition and use of specific skills, behay-
iors, and attitudes that are learned across the life span and associated primarily
with reaching adulthood and fulfilling adult roles.

More specifically, Wehmeyer (1996); Wehmeyer, Keichner, and Richards
(1996); and Wehmeyer and Schwartz (1997) posited that for the emergence of
self-determination to occur, students need to acquire or develop a compilation
of skills, behaviors, attitudes, and beliefs. Wehmeyer (1996) and Wehmeyer et
al. (1996) referred to this compilation as the components or essential elements
of self-determination. This compilation involves the degree to which individu-
als are metacognitively, mativationally, and behaviorally autonomous in di-
recting, monitoring, and regulating their thoughts, actions, or behaviors, It
also includes but is not limited to engaging in actions or activities based on
one’s self-knowledge or awareness of strengths, Himitations, interests, prefer-
ences, or abilities. It includes the ability to solve problems, set and atiain
goals, exhibit an internal locus of control, demonstrate positive attributions of
efficacy and outcome expectancy, and reward oneself when goals are attained
or 1sks successfully completed. This compilation also encompasses the abil-
ity fo identify one’s current and future needs, gain access to and use informa-
tion and resources, plan and complete tasks, expend personal time and effort,
and take responsibility for one’s actions or hebaviors. It involves acting on
oue’s beliefs and using verbal and nonverbal skills necessary for effective com-
munication, including knowing how and when to ask questions, compare
ideas, be assertive or persistent, negotiate, and/or make informed decisions
and choices. These interrelated skills, behaviors, and attinudes are all suffi-
ciently complex, and their acquisition or development can be difficult for
many students. In short, concerns about student motivation, involvement, and
responsibility in the teaching-learning process along with the postschool ount-
comes of students with disabilities, particularly those with leaming disabilities
and behavior problems, have elevated the critical link of intrinsic motivation
and self-determination in the effectiveness of intervention programs for sta-
dents receiving general, special, or remedial education (Bos & Van Reusen,
1991; Carter-Ludi & Martin, 1995; Ellis, Deshler, Lenz, Schumaker, & Clark,
1991; Field, 1996; Hoffinan & Field, 1995; Martin & Huber Marshall, 1995).

Implications for Enhancing Students’
Infrinsic Mctivation and Self-Determination

When applied to the motivational characteristics of students with disabilities
and others at risk for failure in school, the constructs of intrinsic motivation
and self-determination have two major implications. First, if education and/for
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transition programs for this population are to be effective, these students need
to be taught how to reflect, explore, and act on their beliefs aboyt the causes of
their success or failure, both in and out of school. Second, efforts 1o address
the intrinsic motivation and self-determination of these students require teach-
©r3, parents, and others to recognize the need for students to be involved in de-
termining and advocating for their learning and development needs, out-
comes, and experiences. Indeed, these students need 0ngoing opportunities to
actively and directly participate in planning, carrying out, and monitoring
their individvalized education programs (FEPs) and/for individualized transi-
tion plans (TTPs) (see Chapter 3). Thus, efforts to enhance the intrinsic moti-
vation and seif-determination of students may need to be directed in a twofold
approach. This approach includes teaching students how to make decisions
about their learning and development needs and providing them with opportu-
nities to make decisions or choices. ‘

Creating Opportunities for
Student Decision Making and Success

As noted in Chapter 3, it must be emphasized that teaching students how to
make effective decisions and choices is of little value unless schools, teachers,

with disabilities and others with leamning and performance problems to engage
in active and responsible decision making. Specifically, students need to have
a-major voice in making decisions and choices regarding their IEPs and ITPs.
More specifically, they need to be actively involved in making decisions and
choices before, during, and after instruction. Concurrently, students peed op-
portunities in which they are given responsibility for their decisions and
choices. In this way, the instnuction process is guided and driven by students’
goals, not by teachers’ goals, .

Teachers, other education professionals, and parents who want to enhance
students’ intrinsic motivation, self-determination, and responsibility for leamn-
ing and development must be willing to create and maintain environments that
promote and provide students with opportunities for success. Providing oppor-
tunities or situations in which students with disabilities and others can make
decisions and choices but have little chance of attaining success is unproduc-
tive. Similarly, it is important to recognize that differences exist in students’ jn-
dividual perceptions of education and transition needs, goals, skills, beliefs,
and motivations. These differences need to be identified and accommodated,

B One way to accommodate or to address such differences is to examine
available instruction programs or services to make sure that a variety of mate-
rials, content, and options for learning and development opportunities are of-
fered. Nonetheless, if students have the capacity and are given opportunities to
make decisions and choices but are not permitted to pursue those decisions or
choices, then their interest and effort in working toward their goals will be ug-
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dermined. Keeping this twofold approach in mind helps to maintain students’
perceptions of choice, control, commitment, and effort to learn and achieve in
school and in life. The Self-Advocacy Strategy described and presented in the
remaining sections provides teachers, parents, and students with a framework
for teaching students the skills and behaviors needed to make plans and carry
out those plans. These skills help students to make successful transitions
within and between education settings and to the work force, adult life, and
their communities. :

THE SELF-ADVOCACY STRATEGY FOR
EDUCATION AND TRANSITION PLANNING

The Self-Advocacy Strategy for Education and Transition Planning was de-
signed to increase student participation, decision making, and communication
during IEP/TTP conferences (see Van Reusen & Bos, 1990, 1994:; Van Reusen
et al, 1987; Van Reusen, Deshler, & Schumaker, 1989). This research-based _
strategy was revamped, improved, and updated to more effectively address the
compiex education and/or transition concerns of students with disabilities and
others who exhibit learning and performance problems. The updated version
was created to better assist students, parents, teachers, and others who are in-
volved in planning and carrying out the requirements of IEPs and ITPs. This _
strategy also incorporates developments in strategic instruction, motivation,
self-determination, and self-advocacy research. Many of the changes found in
The Self-Advocacy Strategy stem from invaluable feedback and suggestions
provided by the students, parents, teachers, researchers, and other profession-
als who used the original strategy.

Pﬁrpose of The Self-Advocacy Strategy

The purpose of The Self-Advocacy Strategy is fivefold. First, as a motivation
strategy, it is designed to enable students to systematically gain a sense of con-
trol and influence over their own Jearning and development. Second, the strat-
egy emphasizes the role and importance of intrinsic motivation and self-
determination by focusing students’ attention on their leaming and transition
skill strengths. Third, mastery of the strategy prepares students to take an ac-
tive role in making decisions related to their learning and development experi-
ences. Fourth, the strategy provides students with a way of getting organized
before any type of conference or meeting. Finally, the steps of the strategy re-
mind students about behaviors and techniques needed for effectively commu-
nicating and advocating their education and/or transition needs and goals.

Focus of Instruction

Instruction in The Self-Advocacy Strategy is specifically designed to increase
students’ investment in their own learning, their intrinsic motivation, and their-
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commitment to leam, Furthermore, although students can use thig strategy to
prepare for and participate in any type of conference or meeting, the focus of
instruction is on the importance of students’ becoming active and responsible

modations. In addition, they learn how to set goals for learning and preparing
themselves for the transition from school to adult life. With regard to transi-

pendent living skills, career and employment skills, financial and consumer
skills, social and family living skills, citizenship and legal skills, health and
wellness skills, community resource skills, and leisure and recreational skills,
Moreover, they learn how to communicate this information in a productive

cisions. Thus, the instruction provides students, barents, and others with a
strategic system or framework for making plans and carrying out those plang
related to successfyl educational experiences and transitions from school to .
adult life, community settings, and the work force. - : '
The strategy comprises five steps called the I PLAN steps and five com-
munication behaviors called the SHARE behaviors. These steps and commu-
nication behaviors form the strategic system previously mentioned. The
acronym I PLAN s used to help students remember the five Steps involved in

the strategy. Students also learn how to use the SHARE behaviors, which are
basic techniques for effective communication (Table 2). .

The Self-Advocacy Strategy is also centered on specific instruction pro-
cedures, materials, and activities for preparing students 1o actively participate
in two types of conferences: educatiomplanning conferences and transition-

Table 1. The steps of The Seif-Advocacy Strategy

Step 1 Inventory your
Strengths
Areas to improve or leam
Goals
Choices for leaming or accommadations

Step 2 Provide your inventory information

Step 3 Llisten and respond

Step 4 Ask quesiions

Step 5 Nome your goals

Fram Van Reusen, AKX, Bos, C5., Sehumaker, 18, & Deshier, D O,

[1994), The Self-Advocacy Strategy for Education and Transition
Planning {p. 130 Lewrenca, k§: Edge Enterprises; raprinted by permission,
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Table 2. SHARE behaviors from The Seff-Advocacy Shrategy

5 Sit up straight
H  Hove g pleasant tone of voice
A Activate your thinking
Tell yourself to pay attention
Tell yourself to padicipate
Te# yourself to compare ideas
R Relax
E Engage in eye communication

From van Reusen, A.K., Bos. C.5., Schumaker, J.B., & Deskler, D.0.
(1994). The Self-Advecocy Strategy for Education and Transifion
Planring {p. 129}, Lawrence, KS: Edge Enterprises; reprinted by permission.

planning conferences. In some states and school districts, these conferences
are conducted independently of each other. In other states and school districts,
education- and transition-planning conferences or meetings take place simal-
taneously. In deciding which type of conference to conduct, those wanting to
teach this strategy should think about their students and whether they need to
focus primarily on education planning, transition planning, or both. For cle-
mentary school-age students, education-planning conferences may be the best
choice. For adolescents and adults, including those who have already left
school, transition-planning conferences are more appropriate. For middle
school, junior high, or high school students, both education- and transition-
planning conferences may be appropriate. In any case, it is important to re-
member that all students who are determined to be eligible for special educa-
tion services are required by federal regulations to have an IEP that is
developed in a planning conference before they are placed in a special educa- ‘
tion program and before they receive any special education services. In addi-
‘tion, students receiving special education services are required to have transi-
tion goals addressed in their IEPs by the time they are 14 years old.

Because of the major differences between the two types of conferences
and the different needs of students, three different inventories were developed
for use in teaching the “I” step of the strategy. These inventories are an educa-
tion inventory with education skill lists, a modified education inventory called
My Personal Inventory (for younger students in Grades 2-5), and a transition
inventory (for students in middle, secondary, and postsecondary schools) with
transition skill lists. Depending on the unique individual needs and ages of
students, either one of the inventories is selected or parts of the inventories are -
selected and combined into an inventory that is then completed by students in-
dividually during the third stage of the instructional sequence (see the next
section) but prior to their participation in a meeting or conference. The teacher
or other students provide assistance to students who have difficulty in provid-
ing written responses. Regardless of the inventory used, this step of the strat-
egy provides students with a decision-making process for determining and.
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listing their perceived education and/or transition strengths, areas for jp-

pants in advocating for and negotiating their own futures aCross various settings
and contexts.

The Self—Advocacy Strategy was written to reflect the knowledge and
technology involved ig providing effective strategic instruction to increage ac-
quisition and generalization. Therefore, teachers, parents, and others will fing

THE INSTRUCTION SEQUENCE

The Self-Advecacy Strategy is taught by using a modified versjon of the ac-
quisition and generalization stages that were developed and expanded as part
of the Strategic Intervention Model (SIM) (Ellis et ak, 1991). Students with
disabilitics and others with leaning and behavior problems who participated
in field test studies of the Strategy demonstrated mastery when the instruc-
tional stages, as presented in Figure 1, were implemented, The description in

- the strategy.

Instruction Stages ,

Stage 1: Orient and Obtain Commiirment to learn Dur-
ing this stage, students are introduced to the concept of education and transj-
tion planning, the purpose of The Self-Advocacy Strategy, and how learning
this strategy can give them more power and, control over their own learning
and development, both in and out of school. Students are also asked to make a

commitment to leam the strategy, and the instnictor makes a commitment to

or teacher makes a similar comunitment.
Stage 2: Describe This stage is designed to provide students with
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Stage 1: !_ Orient and Obtain Cammitment to Learn j

!

Stage 2: L Jescribe ' ] S
Slage 3: I_ Madel and Prepars }.’
No
}

Stage 4: i

Yeos
Stage 5: Group Practice arwd Feechack ‘}]
i

Staga6: | Individual Practice and Feadback h

No

Stage 7:
Education/Tranaition Generalization to
Planning Canference Otfver Swttings

Figure 1. Instruction stages of The Seif-Advococy Strategy. {Fram Van
Reusen. AK., Bos, C5.. Schumnaker. 1.8., & Deshler, D.D. [1994]. The Seif-
Advocacy Skrategy for Education and Transition Planning [p. 129].
Lawrence, X3: Edge Enterprises: reprinted by permission )

a difference for other students. Discussion with the students about the kinds of
results and advantages that can be attained by learning and using the strategy
has been found to enhance student commitment, interest, and strategy use.

Stage 3: Model and Prepare  Students leamn a skill better if they
can see and hear others perform it first rather than just receiving a description
of what to do. In other words, they learn the skills by imitating good models.
Therefore, the I PLAN steps of the strategy are demonstrated in this stage. The
instructor or teacher needs to use a “think aloud” teaching format or routine
for students to hear someone verbalize the necessary cognitive processes and
see the overt behaviors used to perform the strategy. The “I,” or “inventory,”
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step of [ PLAN requires the longest time to model because in it students com-
plete their education or transition inventory. Owing to the time requirements
(three 40- to 50-minute lessons), instruction during this stage is designed so
that first each part of the inventory step is modeled and then the students tom-
plete thal part. When the demonstration of the inventory step is concluded, the
students have a completed inventory that they bring to their IEP and/or ITP
conferences. After the inventory is completed, the remaining steps of the strat-
egy, which focus on leaming how and when to communicate during a confer-
ence or meeting, are demonstrated. In this manner, all of the I PLAN steps, the
cognitive processes, and the overt behaviors involved in performing the strat-
egy steps are presented clearly and expiicitly.

As stated previously, the model-and-prepare stage requires the most time
to complete because the students complete an inventory as part of this instruc-
tional stage. In view of the fact that differences exist in the scope and purpose
of IEP and I'TP conferences, The Self-Advocacy Strategy contains two differ-
ent model-and-prepare stages. If a decision is made to combine the two con-
ferences into the same conference, components of the IEP inventory and the
ITP inventory can be selected to reflect the unique needs of a student. For ex-
ample, the social skills planning section of the education inventory might be
omitted because the ITP inventory contains a social and family living section.
Components of the ITP inventory may be selected because they may be more
appropriate for some students. For instance, a student’s ITP inventory may re-

_Hect his or her needs to focus on independent living skills, whereas another
student’s ITP inventory may focus primarily on financial and consumer skills
or community involvement skills. ‘

Stoge 4: Verbal Praclice  Prior to actual use of the strategy, stu-
dents shouid be able o accurately name the strategy steps and comrunication
behaviors in detail, including where, when, and how they can use the strategy.
Specifically, this instructional stage is used to ensure that students know what
to do and how to act during each step of the strategy. Through an interactive
questioning process, students are first asked about each of the I PLAN steps
and where, when, and why they need to use each step. Next, they are asked to
verbally rehearse the I PLAN steps and SHARE behaviors. This instructional
activity helps facilitate students’ independent use of the strategy in the future.
The verbal practice activities (i.e., elaboration and rehearsal) provided in this
stage can be quickly and effectively carried out with groups of students
through rapid-fire exercises in which the instructor points to students in suc-
cession and each student names or explains a strategy step or answers a spe-
cific question about the strategy. Once students demonstrate their knowledge
about the strategy steps and each step’s purpose, they can practice individually
or in small groups. Students practice in this manner until they can name and
explain the steps and associated behaviors without help. Each student’s
knowledge is evaluated individually and recorded on a checklist,
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Stage 5: Group Pracfice and Feedback  After students dem-
onstrate both understanding and mastery of the steps, behaviors, and concepts
of the strategy, they participate as a group in a simulated conference. In this
stage, the instructor first reviews what takes place during a particular type of
meeting or conference, including who might participate and what the student’s
responsibilities involve, Next, the instructor conducts a simulated conference
or meeting by-directing questions and statements to individual students in the
group and requiring a response from the student being questioned. After each
response, the instructor and the other students provide corrective feedback on
how each student effectively used the strategy (e.g., whether the student
looked at the conference participants while talking, used a pleasant tone of
voice, responded in complete statements, or referred to his or her inventory).
During this step, a group practice score sheet is used to score each student’s
performance. Simulated practice activities continue tntil the students consis-
tently use the strategy effectively. .

The use of corrective feedback during this stage is perhaps the most im-
portant element of the instruction process. Research has shown that students
make the greatest gains when they receive specific, well-timed feedback. Sta-
dents with learning disabilities often continue to perform or practice incorrect
responses, thus delaying mastery without such feedback. To facilitate the cor-
rective feedback process, audiotaping or videotaping simulated conference ac-
tivities and having students listen to or watch some of the responses and
comments can be very helpful. Similarly, the audio- or videotaping of the simu-
lated conference is also useful in the next stage of instruction.

Stage é: Individual Practice and Feedback In this stage,
the instructor or teacher meets with students individually to altow for individ-
ual practice, corrective feedback, and mastery. First, the student’s participa-
tion in the simulated conference (conducted in Stage 5) is reviewed. The stu-
dent is asked to self-evaluate his or her performance during the simulated
conference, and then the instructor provides corrective feedback regarding the
student’s use of the strategy steps and the communication behaviors. Next, the
strategy steps and communication behaviors are reviewed once again. Then
another simulated conference or meeting is conducted with the student in a
one-to-one format. Corrective feedback and additional practice for the student
are provided as needed. As in the previous stage, audio- or videotaping indi-
vidual simulated conferences facilitates the provision of corrective feedback.

This type of individual practice and corrective feedback continues until
“the student demonstrates mastery, which typically requires 1015 minutes.

Fipally, the student is given an opportunity to ask questions about the specific
type of conference or meeting in which be or she will participate, and then the
instructor provides a quick last review.

Because this stage is designed to promote acquisition durability of the
strategy, the instructor or teacher needs to reduce the amount of prompts and
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cues provided in eariier stages. Using this fading technique, each student be-
comes more responsible for taking the initiative and becomes more actively
involved in using the strategy. Individual corrective feedback during this stage
of the instruction sequence is just as critical as during the earlier stages. How-
ever, instead of the instructor or teacher assuming the major responsibility for
the corrective feedback process in this stage, the student becomes responsible
for reflection, self-regulation, and self-evaluation. This is accomplished by
asking the student questions about his or her use of the strategy steps and com-
munication behaviors, thereby enabling the student to reflect on and analyze
his or her effectiveness in applying the strategy. . )
Stage 7: Generdlization fo Other Seitings Mastering The
Self-Advocacy Strategy serves little purpose unless it is used at intended times
and in intended settings. In other words, the critical measure or “acid test” of
effective instruction is the degree to which students can apply the strategy in
the real world and maintain as well as adapt its use over time. This concept is
known as generalization. Therefore, in this stage, students are ready to use the
strategy independently during actual conferences or meetings, and they are
given assistance in adapting the strategy to a variety of meetings or conferences
(i-e., job interviews, performance evaluations, negotiating with parents, club
or team meetings). Three distinct generalization phases are addressed in this
stage. The first phase, Preparing for and Conducting a Planning Conference,
provides students with individual opportunities to directly apply their acquired
self-advocacy skills in an IEP or ITP conference. The second phase, Preparing
for Other Uses of the Strategy, makes students aware of other formal and in-
formal situations or circumstances in which they can apply the strategy, as
well as ways in which they may need to adjust the strategy. The third and final
phase, Preparing for Subsequent Conferences, is used with students to review
the purpose of particular conferences or meetings and the importance of their
participation. Again, students are provided with a review of the strategy and
an opportunity to update their IEP and/or ITP inventories. This generalization
stage is also used to ensure that the students have maintained their understand-
ing and use of the strategy before participating in any subsequent meetings or
conferences in which they need to advocate for themselves. .

Related Concepts and Skills Embedded in the Shrategy

Students acquire numerous related concepts and skills embedded in the strat-
egy. These related concepts and skills are believed 1o be important to the con-
- struct of self-regulation, in which students monitor their own thinking, behav-
ior, or actions through language mediation while learning. Subsequently,
students are expected to take active roles in learning the strategy by first de-
scribing overtly the steps and behaviors of the strategy during the instruction
process. Once they have demonstrated mastery, the focus of instruction also
addresses the need for students to adapt the Strategy to various situations by
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covertly using corrections or fix-up strategies and techniques whep problems
are encountered. Through this process, a deliberate progression of instruction
from teacher- to student-mediated instruction during Stages 47 of the instruc-
tion sequence emphasizes the importance of self-regulated behavior on the
part of students, Other related concepts and skills embedded in the strategy
include

= Nonverbal and verbal behaviors necessary for good communication
*  Benefits of self-talk ' :
* Active versus passive listening
- * Self-knowledge and self-awareness skills
* Social and practical skills
*+ Informed decision making
» Planning
* Conversation skills
* Information gathering
*  Acceptance of criticism and feedback
= Questioning
* Negotiation and problem solving
* Acceptance of responsibility

Qpportunities for Student
Self-Advocacy in and out of School

Students have a varety of formal and informal opportunities to advocate for
themselves in responding to an intricate network of leaming, performance,
and social demands or expectations. For example, formal planning confer-
ences occur routinely in special, remedial, and general education programs.
These conferences provide excellent opportunities for students to engage in
self-advocacy and make decisions and choites regarding their learning and
development needs and experiences. They include the IEP planning confer-
ence, the ITP planning conference, and the individualized vocational educa-
tion program (IVEP) planning conference, to name a few, Unfortunately, some
research has demonstrated that the majority of these conferences are mechani-
cal and compliant at best and that students are rarely given the opportunity to
participate in them, let alone be included in the decision-making process re-
lated to instruction, intervention, or placement decisions (Smith, 1990a,
1990b). Once students have learned The Self-Advocacy Strategy sufficiently,
" they can use it to prepare for and participate in an array of conferences, per-
haps making the conferences more beneficial for everyone involved.
Similarly, students often meet with school counselors on a more informal
basis to plan class schedules or to prepare for their futures. These informal
conferences may include discussions about college or other postsecondary
training. In these situations, students are routinely asked to make decisions
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about, as well as to plan for, their current and future needs and goals. Like-
wise, teachers and admipistrators across the grade levels often request infor-
mal conferences with parents or guardians at which students are asked to be in
attendance. In these situations, students’ abilities to rationally communicate
and advocate a course of action may be the difference between their willing-
ness to change or modify their behavior and efforts and their continuing to
have difficulties and problems in school.

Inside the classroom, students are routinely confroated with situations that
often require them to advocate a course of action. These situations include
daily informal interactions with their peers, working with other students on as-
signments, asking questions, providing information, comparing information
and ideas, or sefting goals. Similarly, outside the classroom and particularly in
- unstructured situations, students have many more opportunities to interact with
each other and make decisions or choices. These situations and opportunities
include transition or breaktimes between classes, lunchtime in the cafeteria, re-
cess, and after-school activities. In all of these sitwations, students may find
themselves in circumstances in which they must seif-advocate. More specifi-
cally, most of these circurmnstances and situations require students to use some if
not all of the I PLAN steps and the SHARE communication behaviors. o

In the same way, students frequently find themselves in situations outside
of school where they need sound self-advocacy skills. Some of these simations
include meeting informally with their parents or guardians to resolve a problem
or to negotiate permission. Another common situation involves choosing a
place to go to or an activity to do with friends that will not result in negative
consequences. Perhaps more important are those situations where the ability to
self-advocate may be critical for one’s success, including knowing how to pre-
pare for and participate in a job interview or performance evaluation. In the
community, people often find themselves as consumers having to advocate a
course of action, such as getting a refund of cash credit for or exchanging an
itews previously purchased that needs to be retumned for some reason.

Sometimes, as a result of poor decision making or choice of actions, stu-
dents find themselves in trouble with the law and become adjudicated and thus
need to meet with judges, court-appointed social workers, probation officers,
or youth evaluators. In these situations, their ability to advocate a course of ac-
tion may result in their not being incarcerated. In summary, stadents are con-
fronted with numerous situations and circumstances in which the ability to
successfully self-advocate and be active participants in the decision-making
process directly affects their education and other life experiences.

CONCLUSIONS

The Self-Advocacy Strategy for Education and Transition Planning is an ef-
fective tool that can be used to involve students, both young and old, in plan-
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ning their IEPs and/or ITPs, with the ultimate goal being increasing their in-
trinsic motivation, self-determination, and responsibility in the !ea_ming
process, both in and out of school. This strategy focuses on helping students to
determine and verify their beliefs about their education and transition
strengths, make informed learning and development decisions, and advocate
for themselves. The Strategy is vsed to teach students to identify and prioritize
needs; to set and attain goals; and to increase their interest in, effort toward,
and commitment to learning and performing. In providing students with op-
portusities to learn and use decision-making and self-advocacy skills, teach-
ers, parents, and other professionals can better prepare students with disabili-
ties, as well as those with learning and performance problems, to become ful}
participants jn their communities and in society.

REFERENCES

Adelman, H.S. (1978). The corcept of intrinsic motivation: Implications for
practice and research with the learning disabled. Learning Disability Quarterly, 1,
43-54, .

Adelman, H.S., & Taylor, L.S. (19832). Classifying students by inferred motivation 10
learn. Learning Disability Quarterly, 5, 201-206. ’

Adelman, H.S., & Taylor, L.S. (1983b). Enhancing motivation for overcoming learn-
ing and behavior problems. Journal of Learning Disabilities, 16, 384-397.

Biederman, G.B., Davey, V.A., Ryder, C., & Franchi, D. (1994). The negative effects

- -of positive reinforcement in teaching children with developmental delay. Excep-

tional Children, 60, 458--465.

Boggiano, A K,, Shields, A., Barrett, M., Kellam, T, Thompson, E., Simons, I., & Katz,
P. (1952). Helplessness deficits in students: The role of motivational orientation.
Motivation and Emotion, 16, 271~296.

Borkowski, J., Carr, M., Rellinger, E., & Pressley, M. (1990). Self-regulated cognition:
Interdependence of metacognition, attributions, and self-esteem. In B.F, Jones &
L. Idol (Eds.), Dimensions of thinking and cognitive instruction {pp. 53-92). Hills-
dale, NJ: Lawrence Exlbanm Associates.

Borkowski, J., Estrada, M., Milstead, M., & Hale, C. (1989), General problem solving
skills: Relations betwesn metacognition and strategic processing. Learning Disabil-
ity Quarterly, 12, 57-70. : )

Bos, C.5., & Van Reusen, A.K. (1991). Academic interventions with learning disabled
students: A cognitive/metacognitive approach. In LE. Obrzut & G.W. Hynd (Eds.),
Neuropsychological foundations of learning disabilities {pp. 659—683). San Diego:
Academic Press. ’

Brown, A. (1988). Motivation to learn and understand: On taking charge of one’s own
learning. Cognition and Instnection, 5, 311-321.

Bryan, T. (1986). Personality and situational factors in learning disabilities. In G. Par-
lidis & D. Fisher (Eds.), Dyslexia: Its neuropsychology and treatment (pp. 215-230).
New York: John Wiley & Sons.

Cameron, 1., & Pierce, W.D. {1994). Reinforcement, reward, and intrinsic motivation:
A meta-analysis. Review of Educational Research, 64, 363-423,

Carter-Ludi, D., & Martin, L. ( 1995}. The 1oad 10 personal freedom: Self-determination.
Intervention in School and Clinic, 30, 164-169.



150 Promoting Student Involvermnent

Chapman, 1.W. (1988). Learning disabled children’s self-concepts. Review of Educa.
tional Research, 58, 347-371. )

Deci, E.L., & Ryan, R M. (1985). Intrinsic motivation and self-determination in fuman
behavior. New York: Plenum Press. -

Deshler, D.D., Schumaker, J.B., & Lenz, B.X. {1984). Academic and cognitive inter.
ventions for LD adolescents: Part I Journal of Learning Disabilities, 17, 1081 17,

Deutsch-Smith, D., & Pedrotty-Rivera, D. ( 1995). Discipline in special education and
general education settings. Focus on Exceptional Children, 27(3), 1-14.

Edwards, L.L., & O'Toole, B. {1985). Application of the seli-control curriculom with
behavior disordered students. Foeus on Exceptional Children, ] 7(8), 1-8.

Ellis, E.S., Deshler, D.D., Lenz, B.K., Schumaker, 1.B., & Clark, FL. (1991}. An in-
structional model for teaching learning strategies, Focus on Exceptional Children,
23(6), 1-23,

Field, 5. (1996). Self-determination igstructional strategies for youth with learning dis-
abilities. Journal of Learning Disabilities, 29, 40-52,

Hoffman, A., & Field, §. ( 19935). Promoting self-determination through effective cur-
riculum development. Intervention in School and Clinic, 30, 134-141.

Huntington, D.D., & Bender, W.N. (1993). Adolescents with learning disabilities at
risk? Emotional well-being, depression, suicide. Journal of Learning Disabilities,
26, 159-166.

Kazdin, A.E. (1982). The token economy: A decade later. Journal of Applied Behavior
Analysis, 15, 431-445. -

Lepper, M.R. {1988). Motivationa! considerations in the study of instruction. Coghni-
tion and Instruction, 5, 789-310.

Lepper, M.R., & Greene, D, {Eds.). (1978). The hidden costs of rewards: New per-
spectives of the psychology of hurman motivation. Hillsdale, NX: Lawrence Erlbaum

 Associates, e

Lepper, M.R., Greene, D, & Nisbett, R.E. (1973). Undermining children’s intrinsic in-

" terest with extrinsic reward: A test of the overjustification hypothesis. Journal of

Personality and Social Psychology, 29, 129-137.

Lepper, MLR., & Hodell, M. ( 1989). Intrinsic motivation in the classroom. In C. Ames
& R. Ames (Eds.), Research on motivation in education (Vol. 3, pp. 73--105). New
York: Academic Press, '

Licht, B.G., & Kistner, J.A. (1985). Motivational-problems of learning disabled chii-
dren: Individual differences and their implications for wreatment. Iy J.&. Torgesen &
B.Y.L. Wong (Eds.), Psychological and educational perspectives on learning dis-
abilities (pp. 225-255). Orlando, FL: Academic Press,

Maehr, ML, & Midgley, C. (1991). Enhancing stedent motivation: A school-wide ap-
proach. Educational Psychologist, 26, 399427, a

Martin, 1.E., & Huber Marshall, L. {1995). ChoiceMaker: A comprehensive self-
determination transition program. Intervention in School and Clinic, 30, 147-156.

Muook, D.G. (1987). Motivation: The organization of action. New York: W.W. Neorton.

O’Leary, K.D., & Drabman, R. (1971). Token reinforcement programs jn the class-
Toom: A review. Psychological Bulletin, 75, 379-389. ‘

- Pascarella, E., Paum, S., Bryan, T., & Pear], R. (1983). Interaction of internal attribu-
tions for effort and teacher response mode in reading instruction: A replication note.
American Educational Research Journal, 3, 173176,

Perlmauter, 1..C., & Monty, R.A. {(1977). The importance of perceived control: Fact or
fantasy? American Scientist, 65, 759-765.

Perlmuter, L.C., & Monty, R.A. {Eds.). (1979). Choice and percetved control. Hills-
dale, NJ: Lawrence Fribaum Associates.



Self-Advocacy Strategy Instruction . . 153

Pintrich, PR., Anderman, E.M., & Klobucar, C. (1994), Intraindividual differences in
motivation and cognition in students with and without learning disabilities, Jourmal
of Learning Disabilities, 27, 360-370. . -

Poiloway, EA., & Epstein, M.H. {1985), Current issues in mild mental retardation: A
survey of the field. Education and Training of the Mentally Retarded, 20, 1711714,

Polloway, E.A., & Smith, 1.D. (1983). Changes in mild mentai retardation: Popula-
tions, programs, and perspectives, Exceptional Children, 50, 149--159,

Repp, A.C,, Felee, D., & Barton, L.E. {1991}, The effects of initial intervention size
on the efficacy of DRO schedules of reinforcement. Exceptional Children, 57,
417425,

Reschly, D. (1987). Learning characteristics of mildly handicapped students: Implica-
tions for classification, placerment, and programming. In M.C. Wang, M.C. Reynolds,
& H.J. Walberg (Bds.), Handbook of special education: Vol, 1. Research and prac-
tice: Learner characteristics and adaptive education {pp. 253-271). New York:
Pergamon Press.

Schunk, DD (1982). Effects of effort and attributional feedback og children's perceived
self-efficacy and achievement. Journal of Educational Psychology, 74, 548-536.

Schunk, D. {1985). Participation in goal setting: Effects on self-efficacy and skills of
learning disabled children. Journal of Special Education, 19, 307-317.

Schunk, D. (1989). Self-efficacy and cognitive skill leaming. In C. Ames & R. Ames
(Eds.), Research on motivation in education: Vol. 3. Goals and cognitions (pp. 13-44),
San Diego: Academic Press.

Seligman, M.E.P. (1975). Helplessness: On depression, development and death. San
Francisco: W.H. Freeman, S

Shores, R.E., Guater, P1.., Denny, K.R., & Jack, S.L. (1%93). Classroom influences on
aggressive and disruptive behaviors of students with emotional and behavioral dis-
orders. Focus on Exceptional Children, 26(2), 1-10,

' Smith, S.W. (1990a). Comparison of individualized education programs (IEPs) of st-
dents with behavior disorders and leaming disabilities. Journal af Special Educa-
tion, 24(1), 35~100.

Smith, S.W. (1990b). Individualized education programs (EEPs) in special education:
From intent to acquiescence. Exceptional Children, 57, 6-14,

Spaulding, C.L. {1992). Motivation in the classroom. New York: MeGraw-Hill,

- Torgesen, J.K. (1982). The learning disabled child as an inactive learner: Educational
implications. Topics in Learning and Learning Disabilities, 2,45-52,. - -

Van Reusen, A.K., & Bos, C.S8, {1990). I PLAN: Helping students communicate in
planning conferences. Teaching Exceptional Children, 22(TV), 30-32.

Van Reusen, A.K., & Bos, C.8. (1994), Facilitating student participation in individual-
ized education programs through motivation strategy instruction. Exceptional Chil-
dren, 60, 466-475.

Van Reusen, AK., Bos, C.5., Schumaker, 1.B., & Beshler, D.D. (1987). The Education
Planning Strategy. Lawrence, KS: Edge Enterprises. ‘
Van Reusen, A.K., Bos, C.S., Schumaker, 1.B., & Deshler, D.D. (1994). The Self-
Advocacy Strategy for Education and Transition Planning. Lawrence, XS: Edge En-

terprises,

Van Reuwsen, A K, Deshler, D.D., & Schumaker, §.B. (1989). Effects of a smudent par-
ticipation strategy in facilitating the involvement of adolescents with learning dis-
abilities in the individualized educational program planning process, Learning Dis-
abilities: A Multidisciplinary Journa, 1, 23-34.

Wehmeyer, M.L. (1992). Self-determination and the education of students with mental
retardation. Education and Training in Mental Retardation, 27, 302-314.



152 Promoting Student Invoivement

Wehmeyer, M.L. {1995). A career education approach: Self-determination for youth
with mild cognitive disabilities. Intervention in School and Clinic, 30, 157-163. -

Wehmeyer, M.L. {1996). Seif-determination as an educational outcome: Why is it-im-
portant to children? In D.J. Sands & M.L.. Webmeyer (Eds.), Self-determingtion
across the life span: Independence and choice for people with disabilities {pp. ]7;35)_
Baltimore: Paul H. Brockes Publishing Co.

Wehmeyer, MLL., Kelchper, K., & Richards, §. (1996). Essential characteristics of self-
determined behaviors of adults with mental retardation and developmental disabili-
ties. American Journal on Mental Retardation, 100, 632642,

Wehmeyer, M.L., & Schwartz, M. (1997). Scif-determination and positive adult out-
comes: A follow-up study of youth with mental retardation or learning disabilities,

. Exceptional Children, 63, 245-255.

Weiner, B, (1980). Human motivation. New York: Holt, Rinchart & Winston.

Zimmerman, B.J. (1994), Dimensions of academic self-regulation: A conceptual
framework for education. In D.H. Schunk & B.J. Zimmerman (Eds.), Self-regulation
of learning and performance, issues and educational applications (pp. 3-21}. Hills-
dale, NJ: Lawrence Erlbaum Associates. )

+ Zimmerman, B.J., Bandura, A., & Martinez-Pons, M. (1992). Self-motivation for aca-
demic attainment: The role of self-efficacy beliefs and personal goal-setting. Ameri-
can Educational Research Journal, 29, 663—676.



