PERCEPTIONS REGARDING READING COMPREHENSION AND SELF-EFFICACY
IN STUDENTS WITH AUTISM SPECTRUM DISORDER: AN EMBEDDEDMULTIPLE CASE STUDY
by
Kevin Charles Hogge
Liberty University

A Dissertation Presented in Partial Fulfillment
Of the Requirements for the Degree
Doctor of Philosophy: Education: Curriculum & Instruction

Liberty University
2022

2

PERCEPTIONS REGARDING READING COMPREHENSION AND SELF-EFFICACY
IN STUDENTS WITH AUTISM SPECTRUM DISORDER: AN EMBEDDEDMULTIPLE CASE STUDY
by Kevin Charles Hogge

A Dissertation Presented in Partial Fulfillment
Of the Requirements for the Degree
Doctor of Philosophy: Education: Curriculum & Instruction

Liberty University, Lynchburg, VA
2022

APPROVED BY:

Barbara A. Jordan-White, Ph.D., Committee Chairperson

Meredith J. Park, Ed.D., Committee Member

3
ABSTRACT
The purpose of this embedded multiple case study was to explore perceptions of reading
comprehension interventions in students with autism spectrum disorder (ASD) at public schools
within the Commonwealth of Virginia and to discover common themes and strategies that help
students with ASD. The sample pool consisted of approximately 62 students. The sample size
included nine participants chosen through a purposeful sampling method relying on a maximum
variation procedure. The research question focused on the lived experiences of students with
ASD and their perceptions regarding reading comprehension and self-efficacy. The theory
guiding this study was Bandura’s theory of self-efficacy; that is, as students begin to believe in
their abilities to complete tasks, they will see greater academic success. Data collection included
interviews, direct observations, and document analysis. Data was entered in NVivo 12 for
Windows to provide consistency in data input. Coding extracted major themes and consistencies
in the research data. Through in-depth data collection and data analysis, I discovered five major
themes in my study. Students with ASD experienced frustration with reading, fear of asking for
assistance, difficulty understanding complex reading skills, career readiness anxiety, and lack of
self-efficacy. Participants’ frustrations with reading focused on reading comprehension and
decoding skills. The fear of asking for assistance concentrated on embarrassment in asking for
help and the lack of time for additional assistance. The difficulty in understanding complex
reading skills circled around figurative language and reading connections. Career readiness
anxiety regarded reading in the workplace and the possibility for advancement. Lastly, the lack
of self-efficacy was highlighted by feelings of inadequacy and negative feelings about abilities.
Keywords: Autism Spectrum Disorder, reading comprehension, self-efficacy, social
cognitive theory, students with disabilities
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CHAPTER ONE: INTRODUCTION
Overview
As Paul admonished the Galatians to carry one another’s burdens (Good News Bible,
1966/2006, Galatians 6:2), educators must help carry students’ needs to see them successful in
school; in fact, students with autism spectrum disorder represent a student population that needs
special reading interventions to increase overall reading comprehension skills. One problem with
providing students with autism specialized reading interventions is that education continues to
seek boilerplate methods to help students rather than focusing on individual student needs
(Bouguen, 2016); therefore, it is imperative that research be provided to turn the focus from
whole group to individual interventions for reading comprehension success. The purpose of the
study illustrated how additional research is necessary to assist students with autism spectrum
disorder find success in reading comprehension; moreover, research showed that all students
with reading difficulties require multi-level interventions to overcome reading comprehension
challenges (Wanzek et al., 2020). The research questions showed a unique desire to focus on
reading comprehension in students with autism spectrum disorder with literature support, and the
case study methodology provided distinctive insights into the needs of this student population.
This chapter provides historical, social, and theoretical insights into autism spectrum disorder.
The situation to self explains how I was directly involved with students with autism daily and
wanted to provide these students with the best interventions possible to effect academic success.
Next, the problem statement showed how students with autism spectrum disorder experienced
challenges with reading comprehension and how individualized reading interventions must be
provided to help these students; furthermore, the problem showed that students with autism
spectrum disorder must be treated individually, as all students with autism spectrum disorder
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exhibited distinct individual differences (Hodges et al., 2020).
Background
Autism spectrum disorder is a neurological disorder that creates challenges for people in
social functioning and written and oral communication; additionally, persons with autism
spectrum disorder exhibit repetitive movements and idiosyncrasies (NINDS, 2019; Xu et al.,
2019; Zeleke et al., 2019). The severity of autism spectrum disorder is based on the child’s social
communication impairments and the child’s repetitive behaviors and patterns (APA, 2013).
Children with autism spectrum disorder typically miss or misinterpret verbal and non-verbal
cues, which impedes typical social functioning; furthermore, repetitive motions ranging from
rocking back and forth to lining up objects, for example, exacerbate the symptoms (APA, 2013;
NINDS, 2019; Xu et al., 2019). Autism spectrum disorder is not classified as an intellectual
disability or a language impairment; however, these comorbidities may be present in students
with autism spectrum disorder (APA, 2013; Chen et al., 2021). To review autism spectrum
disorder further, it is necessary to review the historical, social, and theoretical aspects of the
neurological disorder.
Success today relies heavily on students’ preparation for 21st-century learning skills; in
fact, preparation in literacy, creative and critical thinking, and problem-solving skills have
become paramount to school systems nationally (Häkkinen et al., 2017). Students with autism
spectrum disorder typically experience challenges with reading comprehension skills;
furthermore, foundational reading skills and more complex reading comprehension skills create
challenges for students and teachers as they comingle with other symptoms exhibited by students
with autism spectrum disorder emotionally and behaviorally (Engel & Ehri, 2020).
Reading comprehension challenges for students with autism spectrum disorder are
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pervasive, and even though students with autism spectrum disorder may typically use the same
decoding skills as typical readers, the more abstract components of reading comprehension do
not develop, as does reading fluency (Randi et al., 2010). It is estimated that 65% of students
with autism spectrum disorder experience reading comprehension difficulties; however, reading
comprehension strategies for students with autism spectrum disorder have proven effective in
many cases (Accardo & Finnegan, 2019; Randi et al., 2010).
Historical
As early as 1911, autism was believed to be a form of schizophrenia, and children with
autism were exposed to electroshock therapy to correct repetitive and disorderly behavior
(Kilmartin, 2019). During the 1940s, the term autism was used to describe children who did not
exhibit normal emotional and social skills; however, Leo Kanner and Hans Asperger, in 1943
and 1944, respectively, began studying the biological, emotional, and psychological implications
of autism (Kilmartin, 2019). Additionally, the work of George Frankl furthered research on
autism to theorize autism as a spectrum of conditions; moreover, Frankl asserted that students
with autism were not abnormal but rather were affected by a neurological condition (Muratori et
al., 2020).
Research was conducted during the 1980s, and autism was no longer classified as a form
of schizophrenia, and researchers began focusing on how children with autism respond to
auditory and physical stimulation (Kilmartin, 2019). Today, autism spectrum disorder is
diagnosed by clinicians based on the symptoms presented as well as the intensity of those
symptoms and based on guidelines provided by the American Psychiatric Association; children
are placed on the autism spectrum so that they can receive treatments and interventions based on
their individual needs (NINDS, 2019; Soke et al., 2018). Students with autism spectrum disorder,
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through the Individuals with Disabilities Education Act (IDEA), are provided a continuum of
services designed to provide social, functional, and academic support (Morales-Hidalgo et al.,
2018).
The earliest research on autism, although unidentified as a condition at that time, was
completed in 1801 when French physician Jean-Marc-Gaspard Itard (1774-1838) chronicled his
work training an uneducated and socially deficient eleven-year-old boy in Aveyron, France
(Britannica, 2020; Thompson, 2013). In the 1940s, Kanner (1894-1981) used clinical research to
identify a group of children with what he called infantile autism; furthermore, this research
effectively began clinical research into autism (Thompson, 2013). Between the 1940s and the
1960s, research on autism was based on misinformation and inappropriate interventions and
theories by researchers like Bender (1947), Silver (1954), and Bettleheim (1967) that perpetuated
the misconception that autism was a psychogenic disorder that could be treated with
psychoanalytical therapy (Barnett, 2016; Thompson, 2013). During the 1970s and 1980s, many
students with autism were still treated as students with intellectual and behavioral disabilities
even though increased research had started in the field; however, an explosion in autism-related
research spanned the 1990s to improve the identification of autism and to provide interventions
for students with autism (Thompson, 2013). Technological advances and additional research in
the 2000s have helped provide early identification methods for students with autism;
furthermore, socially-based and technology-based interventions continue to improve the
academic success of students with autism (Barnett, 2016; Thompson, 2013).
Social
Students and adults with autism spectrum disorder are active members of the societies in
which they live. It is estimated that autism spectrum disorder affects over 3% of all students in
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the United States, and 31% of students with autism spectrum disorder also display an intellectual
disability; furthermore, autism spectrum disorder affects students from all ethnic and
socioeconomic groups, even though minority groups tend to be identified less often due to
medical cost limitations (Hall, 2018; Christensen et al., 2019).
Data shows that approximately 5.4 million adults, 2.2% of the population, in the United
States live with autism spectrum disorder (CDC, 2020). Autism spectrum disorder is a lifelong
disorder, and many adults with autism spectrum disorder require services and support in their
communities; however, increasingly, adults with autism spectrum disorder are productive
members of their communities and contribute to their local areas (CDC, 2020; Morrison et al.,
2018).
Theoretical
The theories behind reading comprehension rely on reading motivation and self-efficacy.
The concepts of personality and social cognition have a crucial role in a person’s behavior;
furthermore, self-efficacy and motivation are key factors in student progress (Krapp, 2015;
Stajkovic et al. 2018). Bandura (1986) asserted that motivation is directly driven by one’s selfefficacy— one’s belief in their ability to complete a task or use a skill. The strength of one’s selfefficacy drives one to make choices, put forth effort, and focus on completing tasks (Bandura,
1986; Gambrell et al., 1996; Parkay et al., 2014). Reading motivation is an essential element of
reading literacy (Becker, 2010), and, given that students with ASD characteristically experience
challenges with reading comprehension (Knight et al., 2019), integration of reading motivation
and self-efficacy in the research study are required to understand participants’ experiences better.
There are common misconceptions between self-concept, self-esteem, and self-efficacy;
therefore, it is important to note theoretical differences between these concepts. Self-concept
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refers to students’ perceptions of their competency and ability in specific areas and plays a role
in their personality development (Coelho et al., 2020). On the other hand, self-esteem focuses on
students’ subjective evaluation of their worth (Holopainen et al., 2020). As previously
mentioned, self-efficacy relates to one’s belief that one can perform a task (Bandura, 1986), and
self-efficacy beliefs can help or hinder a student’s performance through their cognitive
subjectivity (Bandura, 1989; Krapp, 2015). In focusing on the concept of self-efficacy, it is
important for educators to set the example that students are worthwhile, and God sees no flaws in
them (New International Bible, 1978/2011, Song of Solomon 4:7).
Reading comprehension, reading motivation, and self-efficacy are related in that the
theories surrounding each form a reciprocal action between themselves. Reading comprehension
plays a role in reading motivation—in the simplest terms, the more that students understand what
they are reading, the more motivated they become to continue reading (Davidson et al., 2018).
Moreover, as reading motivation increases, students may venture into types of reading that they
had not previously read; that is, students may begin reading nonfiction, poetry, technical
writings, or they may read varying genres—mystery, documentary, drama, for example—as their
interests increase (Davidson et al., 2018; Qi, 2021). Research shows that increases in motivation
can positively impact students’ feelings of self-efficacy (Bandura, 1989); in fact, as students
increase reading comprehension skills and reading motivation, the greater the chance of
increases in self-efficacy leading to a generalization of skills in the community and workplace
(Qi, 2021; Tárraga-Mínguez et al., 2020; Yeung & Chan, 2020). This research is based on
Bandura’s theories of motivation (1986) and self-efficacy (1989) that supports the reciprocity of
actions in social learning contexts.
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Situation to Self
I have been licensed by the Commonwealth of Virginia for the past 17 years to teach
English and special education for students with emotional disabilities, specific learning
disabilities, and intellectual disabilities. I have had the honor of working with several students
with autism spectrum disorder, and I have been impressed with how these high-functioning
students have worked to overcome their challenges to excel in their academic endeavors. Over
the past two decades, students with disabilities have become part of the inclusive environment,
and teachers have the responsibility to accentuate the strengths of all students. From days past of
segregated education to inclusive models where all students can learn, students with autism
spectrum disorder continue to prove that they can overcome their learning challenges and be
successful (Leonard & Smyth, 2020).
As a professional educator, I have the responsibility to meet the needs of all my students.
Just as Paul wrote, I believe that I must become all things to all persons so that some of them
may be helped (New International Bible, 1978/2011, 1 Corinthians 9:19-23); furthermore, I
honor God when I follow my calling to teaching and help all students who need assistance (New
International Bible, 1978/2011, Proverbs 31:8-9). The source of my career satisfaction comes
from seeing my students be successful and graduate from high school. Since I teach ninth
graders, I am afforded the pleasure of knowing my students for four years; moreover, I enjoy
seeing them grow academically and psychologically into young men and women.
I was first introduced to students with autism spectrum disorder in 2009 when I met a
student named “Herman.” Herman’s mother was my colleague, and she taught special education
and history. I was intrigued by Herman and his mannerisms, and I became interested in his
academic progress. Students with autism face challenges not only in school but also in
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adulthood; moreover, their social and behavioral challenges typically pose issues with adult
living (Bracher & Thackray, 2012; Morales-Hidalgo, 2018). Herman worked hard to overcome
his challenges, and during this process, he taught me a lot about supporting students with autism
spectrum order. I would like to return that favor by providing research into helping students with
autism spectrum disorder overcome reading comprehension challenges.
There are always philosophical assumptions that preempt research, and these assumptions
must be discussed; therefore, ontological, epistemological, axiological, and methodological
assumptions must be addressed in the research design (Creswell & Poth, 2018). Ontological
assumptions deal with the nature of reality (Creswell & Poth, 2018), and my ontological
assumption for this study is that reality is perceived differently by different people and that
different views of reality do not disqualify information collected from participants.
Epistemological assumptions are concerned with the idea of what knowledge is and the
relationship between the researcher and the research questions (Creswell & Poth, 2018; Negri et
al., 2019). In this study, my assumption is that any information about reading comprehension and
autism spectrum disorder is considered knowledge, and since I am not a person with ASD, I want
to gain knowledge about ASD and those persons living with the condition. Having worked with
students with ASD for 16 years, I have grown interested in the experiences, challenges, and
opportunities that face this population of students; therefore, while I do not receive a direct effect
from ASD, I work with students daily who could benefit from my increased knowledge.
King Solomon stated that it is better to be a needy person with integrity rather than a
wealthy and corrupt person (New International Bible, 1978/2011, Proverbs 19:1). King Solomon
was indirectly commenting on axiological values in research; that is, axiological assumptions
focus on the researcher’s values and biases as presented in their research model (Creswell &
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Poth, 2018). My axiological assumption is that I will exhibit high values and morals throughout
the entire research process, and I will explain how my values will help protect the participants
during and after the study. If I want to express a bias, I am biased toward students with
disabilities because I believe this is an underserved population that has more potential than they
are typically given credit (Kocaj et al., 2018). Lastly, methodological assumptions deal with the
process of research and the language of the research process (Creswell & Poth, 2018). My
methodological assumptions are that I will use inductive reasoning in examining details prior to
generalizing about common themes in the research.
Problem Statement
ASD is a developmental disability that affects students’ social interactions as well as
repetitive patterns in behaviors, interests, and activities; furthermore, as of 2016, one in 54
children aged 8 years were diagnosed with autism spectrum disorder (Christensen et al., 2019;
Davidson, 2021; Maenner et al., 2020; Soke et al., 2018). Research has shown that students with
ASD struggle with reading comprehension on the most basic levels of comprehension;
furthermore, research shows that scaffolded reading comprehension interventions may help
students with ASD with basic reading comprehension as well as more complex forms of
comprehension (Chang et al., 2020; Accardo &Finnegan, 2019).
The problem is that many students with ASD lack reading comprehension skills
(Arunachalam & Luyster, 2018; Chang et al., 2020; Hall, 2018; McIntyre et al., 2021). Research
shows that strategies can help students with ASD improve reading comprehension skills.
Research shows that many students with ASD may have grade-level decoding skills but lack the
comprehension skills to make the connections between the words and story elements (Finnegan
& Accardo, 2018). Additionally, comprehension is the core of reading skills, and finding ways to
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help students with ASD improve reading comprehension skills may positively impact their
academic success (Williamson et al., 2012).
Purpose Statement
The purpose of this embedded multiple-case study was to explore the perceptions
regarding reading comprehension and self-efficacy in students with ASD at public schools within
the Commonwealth of Virginia. Reading comprehension was generally defined as “the process
of simultaneously extracting and constructing meaning through interaction and involvement with
written language” (Dore et al., 2018, p. 1068). The theory guiding this study was Bandura’s
theory of self-efficacy; that is, as students begin to believe in their abilities to complete tasks,
they will see greater academic success (Bandura, 1986; Bandura, 1989).
Significance of the Study
Autism spectrum disorder is a neurological disorder that creates challenges in social
behaviors, repetitive behaviors, and academic endeavors (Christensen et al., 2019; Hodges et al.,
2020). In 2020, one in 54 students in the United States was diagnosed with autism spectrum
disorder; furthermore, boys are four times more likely to be diagnosed with autism spectrum
disorder than girls (Hall, 2018). Students with autism spectrum disorder historically exhibit
challenges with reading comprehension; in fact, students with autism often show issues with the
main idea, inferences, characterization, and figurative language (Chang et al., 2020). Research
shows that reading literacy is a basic human right and a critical skill in navigating today’s society
(Westerveld & Paynter, 2021); therefore, it is essential that I provide data that supports the
importance of reading literacy and promotes the necessity of reading motivation for students
with ASD. This study provided an opportunity for educators to realize the challenges that face
students with autism in the classroom, specifically related to reading comprehension and its
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implications in the classroom; furthermore, this study provided educational stakeholders with
data essential to supporting reading interventions for students with ASD and interventions to
increase self-efficacy in students with ASD. Additionally, Paul encouraged the people to help
others in their troubles and needs (New Life Bible, 2003/1969, Galatians 6:2); therefore, Christian
educators have an obligation to help students with special needs find success in all areas of
academia.
Empirical Significance
This study provided a much-needed perspective of students with ASD about which
intervention or parts of interventions work for them and which do not. This study also helped
show which interventions or parts of interventions provided students with ASD with the most
self-efficacy. Since research shows that students with ASD experience challenges in reading
comprehension and other reading skills (Able et al., 2015; Accardo & Finnegan, 2019; Leonard
& Smyth. 2020), by adding the voices of students with ASD, this study may have helped lessen
the literature gap regarding the self-efficacy of students with ASD. Additionally, since students
with ASD experience difficulties with reading comprehension that may stem from a poor sense
of self-efficacy (Payne et al., 2020; Stajkovic et al., 2018), this study assisted in providing
additional research suggestions to help students with ASD in reading comprehension and selfefficacy.
Theoretical Significance
Although theories suggested that students with ASD typically experience challenges with
reading comprehension (Accardo & Finnegan, 2019; Chang et al., 2020), this study helped
provide additional research to lessen the gap in reading comprehension interventions that could
help students with ASD. Additionally, my study helped show that the theories regarding social

27
interactions and peer interactions for students with ASD (Christensen et al., 2019; Coelho et al.,
2020) were relevant to helping students with ASD improve reading skills and overall academic
performance. While students with ASD typically show lower self-efficacy (De Smedt et al.,
2020; Doménech-Betoret, 2017), my study, by including the perspective of students with ASD,
helped explore ways to improve self-efficacy for students with ASD in reading comprehension
and other academic subjects. My study contributed to the knowledge base of my theoretical
framework by helping future researchers better understand how students with ASD perceive their
strengths and weakness regarding reading comprehension, by helping educators better
understand the perceived learning needs of students with ASD, and by providing additional
research opportunities in reading comprehension interventions for students with ASD. There is
much literature and research about students with ASD, reading comprehension, and self-efficacy,
yet limited research exists about the perspective of the students with ASD regarding reading
comprehension and self-efficacy (Accardo et al., 2019; Daniel & Cooc, 2018; McCauley et al.,
2018). This research study helped inform Bandura’s theory on self-efficacy by including the
perspective of students with ASD (Bandura & Shunk, 1981); furthermore, this study helped
lessen the gap in the literature regarding the perceptions of self-efficacy in reading
comprehension in students with ASD and provided a catalyst for additional research in reading
comprehension and self-efficacy in students with ASD.
Practical Significance
This study provided information about autism spectrum disorder in the Commonwealth
of Virginia, and the information generated by this case study can help educators better prepare
themselves to assist students with autism spectrum disorder improve their reading
comprehension skills. This study may have provided insight into the reading problems
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experienced by many students without disabilities; in fact, reading scores in the United States
have remained stagnant even though much research has been done on reading comprehension
skills (Wexler, 2018). Students from low-income families, marginalized ethnic groups, and nonnative English speakers typically struggle with reading comprehension issues (Wexler, 2018),
and the findings from this study can help reach all students. Bandura’s theory of self-efficacy
was significant to this study, and Bandura believed that self-efficacy is a person’s belief in their
capability to complete tasks and assignments (Bandura, 1986). A person’s self-efficacy is an
important part of their motivation, feelings of accomplishment, and well-being (DoménechBetoret et al., 2017).
Research Questions
To collect data on reading interventions for students with ASD, there were several factors
that were studied, including reading motivation (Dore et al., 2018), reading fluency (Chang et al.,
2020; Williamson et al., 2012), and behavior-cognitive specific needs (Wang & Krata, 2017).
The research questions for this case study were:
Research Question One
1. What are the lived experiences of students with ASD who experience reading
comprehension challenges (Dore et al., 2018; Wexler, 2018)?
Students with ASD typically experience reading comprehension challenges (Davidson,
2021; Maenner et al., 2020); therefore, it was critical to explore the lived experiences of students
with ASD and their reading comprehension experiences. The research shows that due to
cognitive and social challenges, students with ASD experienced lower reading comprehension
abilities (McIntyre et al., 2021; Reed & LeBeau, 2019).
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Research Question Two
2. What are the perceptions of students with ASD regarding self-efficacy as it relates to
reading comprehension (Grenier & Yeaton, 2019; Guthrie et al., 2004; Wanzek et al.,
2020)?
Reading comprehension theories for students with ASD stated that students with ASD
experience lower self-efficacy than TDP (Ricketts et al., 2013; Tárraga-Mínguez et al., 2020).
Self-efficacy in students with ASD is impacted by reading comprehension skills, communication
skills, and overall academic performance (Wanzek et al., 2020; Westerveld et al., 2017; Zagona
& Mastergeorge, 2018).
Research Question Three
3. How do students with ASD perceive reading comprehension strategies tailored
specifically to the behavior and learning needs of students with ASD (Maenner et al.,
2020; Reed et al., 2019; Solis et al., 2016; Solis et al., 2021)?
Reading comprehension interventions for students with ASD must be tailored specifically
to the student; moreover, an individualized approach tends to provide a greater chance of the
intervention’s success (Denning & Moody, 2018; Hall, 2018). Peer strategies have proven to be
successful with students with ASD provided that the intervention focuses on student strengths
and peer empathy (Davidson, 2021; MacLeod et al., 2017).
Definitions
1. Autism Spectrum Disorder – autism spectrum disorder is a developmental disability that
is characterized by social and communication impairments and repetitive behaviors
(Christensen et al., 2019).
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2. Diagnostic and Statistical Manual of Mental Disorders, Fifth Edition (DSM-V) – The
DSM-V is the latest publication by the American Psychiatric Association which outlines
the symptoms and manifestations of mental and neurological disorders and provides
guidelines for interventions for those diagnoses (Lobar, 2016).
3. Echolalia – The repletion of words or phrases, typically expressed by students with
autism spectrum disorder (Neely et al., 2016).
4. Individuals with Disabilities Education Act (IDEA) – A federal act last reauthorized in
2004 that provides for the improvement of education for students with disabilities
(Rosetti et al., 2020).
5. Neurofibromatosis Type 1 (NF1) – NF1 is an autosomal disorder that manifests in central
and peripheral nervous systems challenges and has been researched in combination with
autism spectrum disorder (Payne et al., 2020).
6. No Child Left Behind Act (NCLB) – NCLB was the main law in education accountability
between 2002 – 2015. Schools were held more accountable for the success of all students
regardless of disability (Rossetti et al., 2020).
7. Reading Comprehension – The use of prior knowledge and contextual reading to
comprehend the elements of a passage (Reed et al., 2019).
8. Reading Intervention – Targeted strategies that are progressively more intensive that
provide additional instruction to increase reading comprehension (Wanzek et al., 2020).
9. Self-Efficacy – One’s belief in his or her ability to complete a task or assignment
(Bandura, 1986).

31
Summary
Research showed that students with autism spectrum disorder face challenges with
reading comprehension; in fact, students with autism spectrum disorder deserved the attention of
educators who will work with them and provide inclusive opportunities for transformational
learning (Leonard & Smyth, 2020). Given that as students with autism spectrum disorder become
adults with autism spectrum disorder and given that adults with autism spectrum disorder
typically require ongoing community supports (Morrison et al., 2018), interventions and supports
must be provided to this population to ensure they become active citizens in their communities.
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CHAPTER TWO: LITERATURE REVIEW
Overview
According to 2016 data, one in 54 children in the United States has been diagnosed with
autism spectrum disorder (ASD); additionally, 56% of children with ASD also have an
intellectual disability that negatively impacts academic performance (Hall, 2018). Research
shows that students with ASD have reading comprehension problems that contribute to poor
academic performance; moreover, these reading comprehension issues may be related to students
with ASD emerging literacy development in earlier grades (Westerveld et al., 2017). Reading
comprehension is a process where readers gather information from a passage and use prior
knowledge to understand the meaning of what was read; in fact, reading comprehension is a
critical skill that students learn in school that helps prepare them for adult life (Jackson &
Hanline, 2020). Current estimates show that over the next decade, approximately 1.1 million
students with ASD will enter adulthood and age out of autism-related services (Hall, 2018);
therefore, it is essential that students with ASD be prepared for competitive employment and
sustainable livelihoods. Based on Bandura’s (1987) social cognitive theory and research on selfefficacy, perceptions of reading comprehension strategies and the belief in students’ abilities are
indicators of reading comprehension improvements in students with ASD (Gebauer et al., 2020).
In addition to this overview, this chapter also includes a theoretical framework section, a related
literature section, and a summary.
Theoretical Framework
Social cognitive theory acknowledges that most learning occurs through personal
experiences, observational learning, social interactions, and environmental factors (Bandura,
1976); moreover, much of one’s learning occurs vicariously through observing other people’s
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behavior and its consequences (Haro-Soler, 2019; Parkay et al., 2014). In tandem with social
cognitive theory is the self-efficacy theory that addresses one’s belief in his or her abilities
(Bandura & Schunk, 1981); however, it is critical to note that self-efficacy is not the same as
self-esteem or self-concept, but rather an acknowledgment of the ability to complete a task
(Bandura et al., 1963). The social cognitive theory and self-efficacy theory are especially
important in preparing students with ASD for adulthood; in fact, people with autism and other
developmental disabilities are underrepresented in the workforce, with approximately only 20%
of Americans with disabilities being employed (Burke et al., 2021).
Self-Determination Theory (SDT) is another framework that must be considered when
reviewing student self-efficacy and student motivation; in fact, SDT is a critical aspect affected
by motivation that can, in turn, promote self-efficacy (Shin & Johnson, 2021; Zhang &
Whitebread, 2019). The concept of SDT focuses on autonomy, competence, and relatedness;
furthermore, the higher these concepts are perceived, the greater the chance of high-quality
motivation (Shin & Johnson, 2021). Many students with ASD lack the perception of autonomy
and competence, and given the difficulties with the overall curriculum, many students with ASD
may experience, that they do not find relatedness in many curriculum opportunities (CheakZamora, et al., 2020). Research shows that many teenagers with ASD have the lowest rates of
independence within their peer groups; in fact, many lack the ability to make choices, set goals,
self-monitor, and problem solve (Cheak-Zamora et al., 2020; Shin & Johnson, 2021). These
skills help children build autonomy and independence that foster self-determination—a skill that
helps promote motivation that can help foster self-efficacy (Cheak-Zamora, 2020; Zhang &
Whitebread, 2019). When student self-determination promotes higher motivation levels, students
typically discover ways to increase overall performance through increased interest and a stronger
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belief in their abilities; in fact, these stronger beliefs are the framework of self-efficacy—as
students begin to believe in their abilities, they are more confident, and this confidence can lead
to a reciprocal action between independence and autonomy, self-determination, motivation, and
self-efficacy (Bandura & Schunk, 1981; Cents-Boonstra et al., 2019; Zhang & Whitebread,
2019).
The connection between reading motivation and self-efficacy cannot be overlooked as
they correlate with the social cognitive theory in both experiential and vicarious learning; in fact,
there is a direct relationship between reading motivation and self-efficacy, and one element
reciprocally influences the other (Yang et al., 2018). Interestingly, this correlation between
reading motivation and self-efficacy reinforces Bandura’s (1986) theory of the triadic reciprocal
causation, which reinforces the connection between human behavior, environment, and an
individual’s affective behaviors (Bandura, 1986; Tosto et al., 2016). Taking these concepts into
consideration, one must also see the correlation between reading motivation, self-determination,
and self-efficacy; furthermore, through an understanding of how these theories and frameworks
reciprocate, one can see the importance of reading comprehension interventions to serve those
students with ASD (Cheak-Zamora et al., 2020; Yang et al., 2018). Through the research
questions, data analysis, and results reporting, this study will lessen the gap in the literature by
providing perceptions on reading comprehension by students with ASD and allow further
research models to additionally gather information on reading comprehension in students with
ASD based on Bandura’s (1986) social cognitive theory.
Related Literature
The related literature will synthesize connections between autism spectrum disorder
(ASD), reading comprehension, self-determination related to motivation, and student self-
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efficacy; furthermore, using Bandura’s (1987) triadic reciprocal causation, the literature will
show the current theories in reading comprehension in students with ASD as well as the gaps in
the literature with possibilities for future research. The literature will illustrate the current
research on ASD but will also reflect where gaps exist between theory and practice in reading
comprehension in students with ASD.
Autism Spectrum Disorder
Autism Spectrum Disorder (ASD) is a neurological developmental disability that
symptomatically manifests with behavioral issues, social challenges, and repetitious movements
(APA, 2013). At the beginning of the 19th century, autism, while not labeled as such, became the
focus of research when Itard (1774-1838) recorded his work with the wild child of Aveyron and
investigated the uneducated and socially challenged child (Thompson, 2013). Over the course of
the following century, autism would be misunderstood and mislabeled to the detriment of
children who did not fit societal expectations; in fact, from being labeled as having a form of
schizophrenia to subjecting children to electric shock treatment, children with autism were
treated as outcasts of society, unable to fit into societal expectations (Bracher & Thackray, 2012;
Thompson, 2013).
Through research and literature, the last 30 years of the 20th century offered an increase
in identification methods and interventions for children with autism; however, 21st-century
technological advances and research methods continue to provide a better understanding of and
additional supports for students with ASD (Barnett, 2016; Thompson, 2013). The APA’s
Diagnostic and Statistical Manual of Mental Disorders has chronicled the diagnostic criteria
since 1980, and Table 1 shows how the diagnostic criteria have changed over the past decades.
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Table 1
Changes in Criteria for Autism in DSM, 1980-2013
DSM III
1980
Onset before 30
months

DSM IIIR
1987
Onset before 36
months

DSM IV & TR
1994 & 2000
Delays or abnormal
functioning in social
interaction, language,
or play before 36
months

DSM 5
2013
Symptoms in early
childhood

Gross deficits in
language
development

Qualitative
impairment in verbal
and nonverbal
communication

Qualitative
impairment in
communication

No separate
impairments for
communication

Pervasive lack of
responsiveness to
others

Qualitative
Qualitative
Deficits in socialimpairments in
impairment in social emotional reciprocity
reciprocal social
interaction
and social
interaction
relationships
Note. This table notes that changes in the criteria for autism spectrum disorder diagnosis between
1980 and 2013. This table is adapted from Sample changes in diagnostic criteria for autism from
the DSM. Copyright 2018 by Hall.
Research in medicine, psychology, and education over the past two decades has aided in
the identification of children with ASD; moreover, technological advances in medicine have
aided the neuroscience field in some of the largest advances in autism research to date;
furthermore, neuroscience and other medical research have provided other research disciplines
data that can be used in the identification and treatment of ASD (McPartland et al., 2021). Crossdiscipline research has allowed researchers to understand better the symptoms and
manifestations of ASD, and this overlapping investigation has provided researchers with
information about ASD comorbidities such as ID, ADHD, and OCD (Seernani et al, 2021;
Menezes et al., 2020). Given this research, it is important to see the increased prevalence of ASD
among children in the United States; in fact, research shows a 177% increase in diagnosed cases
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in recent years (CDC, 2021; McPartland et al., 2021). Table 2 shows that, between 2000 and
2016, the number of diagnosed cases of ASD increased from one in 150 children to one in 54
children (CDC, 2021).
Table 2
Prevalence of Children with ASD 2000-2016
Year

Birth Year

Frequency Per Ratio of 1 In X
1,000 Children
Children
2000
1992
6.7
1 in 150
2002
1994
6.6
1 in 150
2004
1996
8.0
1 in 125
2006
1998
9.0
1 in 110
2008
2000
11.3
1 in 88
2010
2002
14.7
1 in 68
2012
2004
14.5
1 in 69
2014
2006
16.8
1 in 59
2016
2008
18.5
1 in 54
Note. This table shows the prevalence of children with ASD between 2006 and 2016. This
information is adapted from ADDM Network 2000-2016. Copyright 2021 by CDC.

Children with ASD are not demographically concentrated in a specific part of the United States;
in fact, data released by the United States Department of Education Special Education Child
Count show children with ASD dispersed throughout the U.S. Figure 1 illustrates the 2016
prevalence estimates by geographic area in the U.S. (CDC, 2021).
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Figure 1
Prevalence of Estimates of Children with ASD by Geographic Area

Note. This figure shows the prevalence of children with ASD per 1,000 children in the United
States. This information is adapted from Special Education Child Count 2016. Copyright 2021
by CDC.

ASD manifests through deficits in social interaction and achievement and repetitive
behavioral patterns with the severity of the disorder based on the number of supports needed by
the person with autism (APA, 2013). Many students with ASD show difficulty in reciprocal
social interactions and poor communication skills; therefore, several students with ASD do not
understand how to create and maintain lasting relationships (Shattuck et al., 2014). These social
issues create barriers in the classroom and in the competitive employment arena for students with
ASD; in fact, even the students categorized as highly functioning face similar issues in securing
competitive employment (Burke et al., 2021). Additionally, repetitive behaviors, both verbal or
physical, create challenges as students with ASD attempt to fit in with their peers and
community. From repeated phrases to rocking back and forth, for example, students with ASD
idiosyncratically maneuver through life trying to find their place; furthermore, the insistence on
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sameness, especially in daily routines, creates additional barriers to social acceptance (APA,
2013; Barnett, 2016; Shattuck et al., 2014).
Research indicates a higher comorbidity rate of ID, ADHD, OCD, and psychiatric
disorders in students with ASD; therefore, best practices indicate that these comorbidities should
be explored for a better understanding of interventions for this student population (Menezes et
al., 2020; Pazuniak & Pekrul, 2020). As educators continue to monitor the progress of students
with ASD and introduce effective interventions, this population of students can learn coping
skills and increase educational outcomes (Pazuniak & Pekrul, 2020). Furthermore, as educators
work together in cross-curricular initiatives, students with ASD can connect knowledge between
classes and find additional engagement in classes were previously not found; in fact, as educators
embrace the comorbidities of ASD, they will become better equipped to provide meaningful
interventions for these students (Menezes et al., 2020).
Autism Spectrum Disorder and Comorbid Disorders
There are several possible comorbidities in children with ASD; therefore, when
investigating ASD, these other comorbidities must be addressed: Intellectual disabilities (ID),
obsessive-compulsive disorder (OCD), Attention-Deficit Hyperactivity Disorder (ADHD), and
psychiatric disorders. Research shows that approximately 31% of children with ASD have the
comorbid ID condition (IQ < 70) (Forrest et al., 2020; Hall, 2018), and up to 37.2% of children
with ASD also have OCD (Pazuniak & Pekrul, 2020), and up to 80% of students with ASD also
meet the criteria for ADHD (van Rooij et al., 2020). Additionally, research estimates that 70% of
individuals with ASD suffer from a comorbid psychiatric disorder such as major depressive
disorder (MDD) or persistent depressive disorder (PDD) (Menezes et al., 2020).
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Research shows that 31% of students with ASD comorbidly have an intellectual disability
(ID) with an IQ of less than 70; furthermore, research also shows that 25% of students with ASD
are borderline for an intellectual disability with IQs between 71 and 85 (Forrest et al., 2020; Hall,
2018). Little research exists on functional and behavioral challenges that exist for students with
ASD and ID (ASD/ID), and this lack of research also creates gaps for academic interventions
(Moskowitz et al., 2017). An intellectual disability (ID) is a developmental disorder that affects
intelligence and adaptive functioning, mainly in the areas of conceptual learning, social
functioning, and functional behaviors (APA, 2013). With typical onset occurring during the
developmental period, children with ID exhibit learning challenges such as reasoning, problemsolving, thinking, recall, reading, and judgment; additionally, children with ID face functional
challenges such as self-care and time management (APS, 2013; Bertelli et al., 2020).
The comorbidity of ASD and ID brings additional challenges to students, and the
ASD/ID population of students experiences further academic and behavioral difficulties in the
classroom. For example, students with ASD/ID sometimes exhibit impaired social skills and
unconventional behaviors, and these behaviors create ineffectual disciplinary suspensions for
students with ASD/ID (Krezmien et al., 2017). Students with ASD/ID also showed greater
challenges in adaptive skills, social skills, and challenging behaviors than students with only
ASD or ID; furthermore, children who had a more severe diagnosis of ID, with IQs below 70,
showed even greater challenges in socializing, playing, and intellectual functioning (Gardner et
al., 2018). Research shows that the earlier the diagnosis of ASD, ID, or ASD/ID, the sooner
interventions and treatments can be started to help this population; moreover, the earlier the
identification, a more scaffolded approach to interventions may occur (Denning & Moody, 2018;
Krezmien et al., 2017).
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The comorbid diagnoses of ASD and ID also typically affect social skills interventions;
therefore, it is essential that students with ASD and ID be provided interventions that target both
social interaction skills as well as group interaction skills (Yum et al., 2020). Research shows
that students with ASD are at an increased risk of bullying; however, studies show that students
with ASD and ID are more likely to be bullied in social situations and in the general education
population (Tipton-Fisler et al., 2018). Research shows that one-on-one intervention for students
with ASD/ID can help this population in social situations and promote acceptance rather than
victimization in bullying situations (Saint-Georges et al., 2020).
Obsessive-Compulsive Disorder (OCD) is a manifestation in many children with ASD; in
fact, one to three percent of students with ASD exhibit symptoms of OCD (Pazuniak & Pekrul,
2020). Research shows that the co-occurrence of ASD and OCD can provide considerable
challenges when they appear in young children; furthermore, this comorbidity can be challenging
for some young children (Martin et al., 2020; van Rooij et al., 2020). OCD is characterized by
the presence of obsessions or compulsions, that is, continuing thoughts, actions, or behaviors that
impede a person’s expected adherence to social norms or behaviors (APA, 2013; Martin et al.,
2020). Children with ASD often experience repetitive actions such as rocking back and forth or
obsessing over the uniformity of their workspace; therefore, it is imperative that OCD be
considered as a part of the interventions for students with ASD (van Rooij et al., 2020).
Repetitive behaviors are core symptoms of neurodevelopmental disorders such as ASD and
OCD; in fact, ASD has a prevalence of 1% among children, and OCD has a prevalence rate
between 1% and 3% of students (Gooskens et al., 2019). Even though ASD and OCD are
different disorders, there is much overlap in the symptoms of each disorder; therefore, one can
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see those students with ASD may see an overlap in symptoms of OCD, thus requiring
interventions that also address this comorbidity (Gooskens et al., 2019; Martin et al., 2020).
Symptoms of Attention Deficit Hyperactivity Disorder (ADHD) include inattention,
hyperactivity, and impulsivity, and these symptoms interfere with an individual’s functioning or
development (APA, 2013; Dellapiazza et al., 2021; Shephard et al., 2019). Research shows that
ADHD is one of the most common comorbid disorders for individuals with ASD; however, the
prevalence varies based on the age of the individual (Llanes et al., 2020). The manifestations of
ADHD that can coexist with ASD create additional challenges for educators who are teaching
this population of students; therefore, it is reasonable that teachers address both comorbidities
when planning academic interventions (Llanes et al., 2020; Shepard et al., 2019). Research
shows that students between the ages of nine to thirteen are more prone to comorbidity of ASD
and ADHD, which places this population in the middle school to early high school ages;
therefore, given the developmental changes that occur during this time period, it is imperative
that students with ASD and ADHD be provided interventions that address both sets of symptoms
to ensure a maximized benefit for the student (Dellapiazza, et al., 2021; Llanes et al., 2020;
Shephard et al., 2019). Research shows that ASD manifests as social deficiencies,
communications challenges, and repetitive behaviors while ADHD displays inattention,
hyperactivity, and impulsivity; however, the overlap of the two disorders provides researchers a
means to explore how both disorders may be addressed by cross-relational interventions (Chen et
al., 2021; Shephard et al., 2019). Table 3 shows the percentages of children diagnosed with
ADHD and other comorbidities of behavioral problems, ASD, depression, and anxiety.
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Figure 2
Percentage of Children with ADHD and a Comorbid Condition
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Note. This figure illustrates the percentage of children with ASD who also have a comorbid
disability. This information was adapted from CDC. Copyright 2021 by CDC.

Students with ASD and ADHD may experience an increased chance of lower selfefficacy due to the amount of input that they feel impedes their performance. For example,
students with ASD and ADHD may feel that they cannot focus on academic work and complete
assignments; therefore, they do not see the point in working hard to complete the task (Llanes et
al., 2020). This condition can negatively affect self-efficacy and motivation; additionally, the
belief that one cannot complete a task negatively affects their ability to focus on the concepts and
utilize the resources necessary to complete the task (Chen et al., 2021; Llanes et al., 2020).
Students with ASD and ADHD may find it difficult to focus on the academic curriculum, and
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these feelings may exacerbate the possible comorbidity of psychiatric disorders (Bergman et al.,
2021; Llanes et al., 2020).
Deficits in executive function and cognitive control are often present in children with
ASD, and these deficits may lead children with ASD into a comorbid state of depression for
multiple reasons (Bergman et al., 2021; Krug et al., 2020). Depression in students with ASD is
often unrecognized and untreated; however, the symptoms of ASD itself may make the diagnosis
of depression difficult (Bergman et al., 2021). Despite the correlation between ASD and
depression and the prevalence of the comorbidity of the two, there is little research on the
comorbidity of ASD and depression; in fact, the lack of research into this comorbidity impedes
interventions and treatments to positively impact student progress (Bergman et al., 2021; Llanes
et al., 2020). According to research on depression, childhood adverse experiences can negatively
impact a student’s assumptions of their abilities and skills; therefore, students with ASD and
depression are more likely to experience lower self-esteem, motivation, and self-efficacy
(Bergman et al., 2021). Research shows that approximately 12% of all youth experience
symptoms of depression; however, research also shows that up to 70% of children diagnosed
with ASD experience symptoms of depression (DeFilippis, 2018; Menezes et al., 2020).
Proactive interventions have proven beneficial in helping students with ASD and depression in
completing tasks and realizing positive self-esteem; in fact, students with ASD and depression
have shown to be more motivated to complete tasks when they receive positive reinforcement in
academic situations (Krug et al., 2020).
Academic Implications in Students with Autism Spectrum Disorder
While once considered a rare disorder, the prevalence of ASD has increased
exponentially over the past century; moreover, even though ASD is diagnosed four times more
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for frequently in males than females, ASD affects all racial, ethnic, and socioeconomic groups.
Students with ASD typically exhibit challenges (Denning & Moody, 2018). Research shows that
students with ASD typically experience challenges with reading comprehension, but this
population also experiences challenges with mathematics computation and other core subjects
(Accardo & Finnegan, 2019; Engel & Ehri, 2020). From reading Shakespeare to mathematical
word problems, reading comprehension is an integral part of success in all academic subjects;
however, an estimated 33% to 65% of students with ASD exhibit reading comprehension
deficiencies (McIntyre et al., 2021). Reading comprehension issues may begin in the earlier
stages of reading, such as letter and word recognition, decoding, and cognition; furthermore,
these issues may continue through adulthood (Davidson et al., 2018).
In addition to reading comprehension challenges, students with ASD may also experience
weaknesses in cognitive skills and language skills, both oral and written; however, while
interventions exist for students in these areas, students with ASD may not find success with these
interventions, especially when social skills are required (Gebauer et al., 2020; Grenier & Yeaton,
2019; McIntyre et al., 2021). Students with ASD typically experience social skills challenges,
and group work and peer interaction may be stressful for students with ASD; therefore,
interventions that involve group work or peer-to-peer assistance may be unsuccessful with
students with ASD (APA, 2013; Gebauer et al., 2020). Observational and vicarious learning
interventions, however, may show success in students with ASD as they are able to experience
learning without the in-depth social aspect of participation (Haro-Soler, 2019).
Many students with ASD require focused, regimented lessons when learning academic
concepts; in fact, research shows that students with ASD adversely react to changes within
normally expected lessons and schedules (Denning & Moody, 2018). Developmentally, students
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with ASD without ID can experience outcomes like their TDP with accommodations and
assistance; in fact, many students with ASD excel in several core subject areas with
organizational and communication supports (Kim et al., 2021; Rosello et al., 2021). Often,
students with ASD possess the fundamental skills and concept understanding to complete tasks;
however, the manifestations of attention deficits, focus issues, and social challenges prevent
them from finding success in the academic setting. As students with ASD find the connection
between the academic curriculum and find resolution within their diagnosed challenges, they will
discover that they can complete assignments, can perform well, and can become confident in
their abilities (Haro-Soler, 2019; Kim et al., 2021; Rosello et al., 2021).
Supports to Meet the Needs of Students with ASD
Although the 2004 Individuals with Disabilities Education Improvement Act (IDEIA)
requires that students with disabilities be educated as closely as their typically developing peers,
students with disabilities should be treated individually to find successful supports; in fact, a
boilerplate approach to meeting the needs of students with ASD do not take into consideration
the individual needs of each student (Able et al., 2015; Danker et al., 2019). Even though
students with ASD should be supported through their IEPs, there are many instances where these
students do not receive the individualized attention needed to promote academic success.
Support for students with ASD should be tailored to the individual personality and needs of the
student; additionally, the supports should ensure the student’s well-being and ability to find
success (Danker et al., 2019). Even through basic facial expressions and emotional detection,
students with ASD experience challenges in these social situations; therefore, it is necessary to
pinpoint areas of need to affect positive behavioral outcomes that can translate into academic
successes (Griffiths et al., 2019).
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When reviewing academic interventions for students with ASD, especially reading
comprehension interventions for students with ASD, working memory (WM) support is critical
to success; in fact, research shows that individuals with ASD exhibit medium to large WM
impairments (Davidson et al., 2018; Vogan et al., 2018). Executive functioning (EF) challenges
are one of the core symptoms of ASD, and WM is one such EF (Vogan et al., 2018). Working
memory provides for the temporary storage of information prior to processing and relies on the
frontal-parietal parts of the brain; however, individuals with ASD typically experience
challenges with WM and need academic supports to assist with the short-term memory (STM)
retention of information so that the information may become part of long-term memory (LTM)
(Desaunay et al., 2020; Vogan et al., 2018). Memory is a complex set of cognitive functions
composed on different subsystems; furthermore, one system that distinguishes STM and LTM
focuses on capacities of storage that rely on specific processes (Desaunay et al., 2020). Research
shows that students with ASD experience difficulties with both STM and LTM; however, the
research indicates that STM is affected more than LTM (Desaunay et al., 2020; Vogan et al.,
2018). Given that academic supports, as well as behavioral supports, are necessary to help
students with ASD perform in the general education curriculum with their typically developing
peers, educational stakeholders should follow Paul’s example to the Romans when he mentioned
that those who are strong and have great faith should support those with weaknesses to honor
God (New Life Bible, 2003/1969, Romans 15:1).
Academic Supports. There are numerous research-based academic supports and
accommodations for students with ASD in the classroom. Research-based supports such as
Pivotal Response Training (Hall, 2018; Suhrheinrich et al., 2020), Discrete Trial Teaching
(Denning & Moody, 2018; Hall, 2018; Hillman et al., 2021), Applied Behavioral Analysis
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(Makrygianni et al., 2018), and Peer-mediated Instruction and Intervention (Hall, 2018; Zagona
& Mastergeorge, 2018) have provided positive results from students with ASD. Finding the
individualized supports that work is essential, and research shows that students with ASD prefer
set routines and schedules; therefore, simple supports such as set classroom routines and
repeating schedules can help students with ASD focus on academic tasks without the frustration
of a continually changing routine (Denning & Moody, 2018). Prompting and reinforcement is
another important academic support for students with ASD; in fact, reinforcement can play a
vital role in student self-efficacy (Bandura, 1986; Denning & Moody, 2018). The overall goal of
any academic intervention should be to generalize skills that students can use in adult life; in
fact, research shows that students with ASD need academic supports to assist them in postgraduation transition across a wide variety of skills (Sartini et al., 2018).
Task-oriented and process-oriented reading strategies can assist students with ASD in
improving reading efficiency and understanding; in fact, both strategies combined have been
shown to produce positive results in reading comprehension and accuracy (Reed et al., 2019). In
task-oriented reading, students do not read to build a knowledge base but rather read to
demonstrate the ability to complete a specific task (Reed et al., 2019); in fact, students today are
increasingly required to look past content knowledge in textbooks to find specific information to
complete assigned tasks (Stenseth & Strømsø, 2019). Comparatively, process-oriented reading
focuses on the theory that reading comprehension involves an interactive process that combines
the receiving of information and the application of that information into the reader’s existing
knowledge base (Reed et al., 2019). Many students with ASD find success with well-defined
schedules and processes; therefore, task-oriented reading and process-oriented reading tasks may
prove beneficial in students with ASD (Reed et al., 2019; Stenseth & Strømsø, 2019). Research
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shows that process-oriented inclusion in early education can help students with ASD
independently establish and maintain meaningful relationships in the classroom, continue to
improve these skills in the higher grades and generalize these skills in the community (Morgan et
al., 2021).
Focusing on Bandura’s (1977) social learning theory, research has shown that the
interactions created through the coteaching model can help students with ASD in the classroom
and promote improved social performance (Stefanidis et al., 2018). The co-teaching model has
been shown to benefit students with disabilities through combined pedagogy and content from
both teachers, as well as increased one-on-one time with students and higher-quality instruction
(Saggers, 2015; Stefanidis et al., 2018). The co-teaching model inherently has the observational
learning strength of two teachers, but through vicarious group learning, students with ASD can
find engagement in multiple activities while having the support of teachers and peers (Denning
& Moody, 2018; Stefanidis et al., 2018). Attachment is an important concept regarding students
with ASD in the inclusive education setting; in fact, those students with ASD who form
attachments with teachers, co-teachers, and peers have shown to have greater engagement and
success in the inclusive and general education classrooms (Vivanti & Nuske, 2017).
Interventions that include social learning and attachment opportunities have shown to increase
the engagement and social interaction successes for students with ASD; in fact, activities that
focus on this form of inclusion have created opportunities for students with ASD to connect with
peers and create authentic learning experiences (Denning & Moody, 2018; Vivanti & Nuske,
2017). The co-teaching model continues to show progress in creating connections between
students, the classroom environment, and the curriculum material; in fact, research shows that
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classrooms with co-teachers elicit more rigorous engagement and authentic learning
opportunities (Vivanti & Nuske, 2017).
Research has also shown that social-cognitive career theory (SCCT) is an essential career
development theory for young adults as they form career goals, develop self-efficacy, and
vocational intention; therefore, research also shows that academic supports that reinforce
vocational interests can help students with ASD prepare for adulthood and generalize skills that
will be used in the workforce (Dutta et al., 2019). Research indicates that students with ASD also
experience social marginalization (O’Connor et al., 2020); however, there are several academic
supports that focus on socialization skills that can help prepare students with ASD for the
workforce and support SCCT (Dutta, et al., 2019). Parents and educators of students with ASD
are tasked with the challenge of preparing their students for productive positions in the
community; however, many parents and teachers are not prepared to help these students in these
areas (O’Connor et al., 2020; Shepherd et al., 2020).
Behavioral Supports. Students with ASD typically experience higher levels of stress
than other students; therefore, finding supports that help alleviate stress levels can help students
with ASD focus on academic tasks (Saggers, 2015). Erroneously, educational stakeholders
typically believe that students with ASD pose disciplinary problems in the classroom; however,
research shows that many of the behaviors typified by students with ASD are symptomatic of the
disorder and are not meant to be disruptive in nature (APA, 2013; Krezmien et al., 2017).
Repetitive motions are a signature symptom of ASD, and these are typically the types of
behaviors seen as disruptive in the general education classroom; for example, students with ASD
may tap pencils or pens, may rock back and forth in their seats, or may blurt out from time to
time (APA, 2013). While these incidences are typically manifestations of ASD, there are
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behavioral supports that can be put in place to help lessen the severity and duration to minimize
classroom distractions; in fact, often, the Response to Intervention model (RTI) can be used to
address behavioral challenges (Denning & Moody, 2018). In students with ASD, perceived
emotional and behavioral problems in the classroom are typically manifestations of frustration
and attention deficit; however, many educators fail to see these reactions as a manifestation of
ASD. Educators must be taught how to recognize emotional and behavioral issues in students
with ASD so that they can address these issues without dismissing the student as a disruptive
student; in fact, given the increased percentage of students with ASD in general education
classrooms, educators should be required to have training on teaching students with ASD
(Denning & Moody, 2018; Lu et al., 2021).
Attentional challenges and lack of motivation are key behavioral challenges for students
with ASD; in fact, since these are executive functioning skills, students with ASD experience
short attention spans and inflexibility with changes (Chang et al., 2020). Attention span,
however, extends beyond instructional situations and affects social interactions; therefore,
research shows that students with ASD experience challenges in purely academic situations but
also in social-educational situations such as group work or peer tutoring (Hochhauser et al.,
2021). Motivational deficiencies present challenges in finding where to engage students with
ASD, particularly related to social and nonsocial areas (Yeung & Chan, 2020). Research
indicates that students with ASD lack social motivation; moreover, students with ASD
experience diminished motivation—reward-related—behavior in social and non-social areas
suggesting a general impairment in motivation and reward-processing (Yeung & Chan, 2020).
Studies have also shown that interactive social interventions have been effective in promoting
social interaction in students with ASD; furthermore, social interventions have been shown to
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promote the generalization and maintenance of behaviors for students with ASD (Short & Vital,
2021).
Response to Intervention is a three-tiered model that is designed to impact student
performance or behavior progressively and positively; in fact, RTI uses quality instruction with
supports based on the student’s needs, research-based interventions based on those needs, and
assessment to determine the effectiveness of those interventions (Denning & Moody, 2018;
Fisher, 2011). In the RTI model, Tier-1 includes high-quality instruction and support to address
the specific needs of the student; Tier-2 includes more intense interventions and supports for
those areas not met in Tier-1; and Tier-3 interventions are needed when students show minimal
growth using Tier-1 and Tier-2 interventions (Fisher, 2011).
Observational and Vicarious Learning
Social cognitive theory (SCT) contends that learning occurs through reciprocal actions
between the learner, environment, and behavior; furthermore, SCT maintains that a person’s past
experiences, prior behaviors, and past physical and social environments help predict future
behavior (Bandura, 1977; Davidson, 2013). The SCT relies on reciprocal determinism to create
behavioral changes; that is, personal characteristics, behavior, and environment reciprocally
work together to mold and change behavior (Bandura 1977, Bandura, 1986). Through
observational and vicarious learning as well as scaffolded and modeled learning, students with
ASD can improve self-efficacy skills that may further positively impact overall achievement
(Haro-Soler, 2019; Schunk & DiBenedetto, 2020). Many times, the experiences that one gain
come from observing other’s actions as part of a passive learning experience; in fact, this type of
vicarious learning can help people better understand situations that they encounter separate from
those vicariously learned (Wu et al., 2019).
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Paul addressed observational learning in his writing to the Philippians, where he
described following the examples that have been provided and mirroring behaviors to reveal God
in the world (English Standard Bible, 2001, Philippians 3:17; Philippians 4:9). Observational and
vicarious learning are two important aspects of the SCT; in fact, observational learning is one of
the key components of modeling learning and behavior (Bandura, 1977). People learn from
watching others complete tasks, and, in turn, people complete tasks based on their recall of what
they have observed; moreover, people are able to build upon past experiences to help them
complete tasks and improve upon the task completion in further attempts (Warren & Loes,
2019).
Given the fact that most learning occurs through observing others, it is important to
address the need for modeling and scaffolding in learning; in fact, as people learn
observationally, they can avoid unnecessary errors by trying tasks blindly (Bandura, 1977;
(Capa‐Aydin et al., 2017). Scaffolded learning is a key concept in observational learning, and the
concept that advanced skills can be layered on basic to advanced skills is an important mode of
learning (Capa‐Aydin et al., 2017; Haro-Soler, 2019). The social function of observational
learning can help students with ASD learn to become part of a group and learning can be more
easily observed through the group dynamic (Ricketts et al., 2013; Wu et al., 2019).
Observational learning occurs when one possesses a skill that model thats knowledge for
others so that they, too, can learn the skill; therefore, observational learning alleviates the need
for trial-by-error learning (Bandura, 1977). Verbal modeling and physical modeling help others
gain skills that they may otherwise be unable to learn on their own; comparatively, those who
learn through observational learning may then, in turn, be able to model that skill for another
person to continue passing along the knowledge (Bandura, 1977). Observational learning
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involves the coordination of cognitive functions and the processing of social information;
therefore, it is important to consider interventions for students with ASD that include multiple
aspects of observational learning and access to direct instruction (Foti, et al., 2019). In analyzing
these different aspects of students with ASD, it is imperative to realize how these variables affect
the self-efficacy of a student with ASD.
Self-Efficacy
Self-efficacy refers to one’s belief in their ability to complete a task or perform in a
specific manner; furthermore, self-efficacy focuses on one’s confidence in being able to control
their motivation, behavior, and environment to complete the task (Bandura, 1986; Gambrell et
al., 1996; Parkay et al., 2014). Self-efficacy is an essential element of student success in that selfefficacy can help or hinder a student’s motivation to complete tasks and grasp new learning
(Bandura, 1989). Motivation is a component of self-efficacy, and student motivation is still a
relatively unanswered question in education; however, many studies have shown how motivation
affects engagement, engagement affects performance, and performance affects self-efficacy
(Öqvist & Malmström, 2018; Shin & Johnson, 2021). Accordingly, research shows that teacher
leadership can also impact student motivation and self-efficacy; in fact, SDT supports that
intrinsic and extrinsic motivation are impacted by teacher leadership skills (Gebauer et al., 2020;
Öqvist & Malmström, 2018). Interestingly, there is much disparity in the level of motivation that
students claim to possess, and the level of motivation students’ teachers claim they exhibit
(Daniel & Cooc, 2018). This expected discrepancy creates an opportunity for teachers and
students to work together to determine motivators and create interventions to support these
motivators (Denning & Moody, 2018). These motivational opportunities should be focused on
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improving student self-efficacy, not self-esteem; in fact, there is often confusion between selfefficacy, self-esteem, and self-concept (Holopainen et al., 2020).
There is a difference between self-efficacy and self-esteem or self-concept; therefore, it is
important to review the terms individually. Self-esteem is a subjective opinion that a person has
about their worth (Bertills et al., 2018; Holopainen et al., 2020), whereas self-concept is one’s
perception of their behavior, abilities, and characteristics (Coelho et al., 2020). Students with
ASD are at greater risk of having low self-efficacy, especially in areas where they must work
harder than their peers to be successful; however, research shows that effective teaching and
positive supports can help students with ASD achieve higher rates of self-efficacy (Bertills et al.,
2018). Self-esteem and self-concept are important characteristics in students with or without
disabilities; however, it is imperative to note the differences between these concepts. Many
students with ASD experience low self-esteem because of their academic challenges and the
stigma that comes from today’s society when anyone veers from what people believe to be
normal (Shepherd et al., 2020). Often, students with ASD face reduced self-concept because of
their realized challenges with behavior and abilities; in fact, self-concept may play a role in
students’ views of self-efficacy (McCauley et al., 2018; Shepherd et al., 2020). Research has
shown that typically developing students have a greater understanding of how self-concept
directs academic performance; however, it is sometimes difficult for students with ASD to have
this understanding. Students who are aware of their academic weaknesses can take action to
address these weaknesses and improve performance (Bandura, 1986), but many students with
ASD lack the ability to identify areas of weaknesses and seek assistance; therefore, it is vital that
academic interventions seek to help students with ASD pinpoint areas of weakness so that
assistance can be provided in these areas (Bertills et al., 2018; Coelho et al., 2020; Holopainen et
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al., 2020). As these concepts of self-esteem and self-concept are addressed, students with ASD
can improve self-efficacy, which plays a role in students’ well-being (Doménech-Betoret et al.,
2017).
Self-efficacy plays an important role in one’s sense of well-being and feelings of
accomplishment; therefore, it is reasonable to see how motivation can be positively or negatively
affected by one’s level of self-efficacy (Bandura, 1986; Doménech-Betoret et al., 2017).
Inclusion of students with disabilities in the general education environment is a requirement by
federal law, but inclusion does not mean that students with disabilities will find success in their
general education classrooms; therefore, supports are necessary to ensure that students with
disabilities do not lose their sense of self-efficacy because they complete tasks more slowly than
their general education peers or because they do not always find success in their first attempts
(Bertills et al., 2018; McIntyre et al., 2021). When teachers and staff find ways to build
relationships with students, the relationships may help bolster a student with a disability when
their belief in their skills wanes; in fact, teachers should be the biggest champion for students
with ASD, reminding them of their abilities. In this way, teachers honor what King Solomon
wrote when he said to speak for those who have difficulties and fight for their rights (English
Standard Bible, 2001, Proverbs 31:8).
Reading Comprehension
Reading comprehension is a process by which students read a passage, apply prior
knowledge and experiences, interpret the meaning, and make connections to the reading;
however, research shows that students with ASD struggle with the varying processes of reading
comprehension (Accardo & Finnegan, 2019; Chang et al., 2020). Reading comprehension begins
with reading fluency, which leads to reading literacy; therefore, interventions at all levels of
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reading can aid students with ASD in reading comprehension skills (McIntyre et al., 2021).
David spoke of reading comprehension when he explained that the understanding of words loves
light and brings wisdom (Good News Bible, 2006/1966, Psalm 119:130).
There are several methods for teaching reading comprehension; however, special
attention must be paid when teaching reading comprehension to students with ASD as to access
prior knowledge and to spark motivation to learn new concepts. Table 4 illustrates researchbased steps to teaching reading comprehension to students with ASD.
Table 3
Steps for Teaching Reading Comprehension to Students with ASD
Step

Description

Access and Build Background Knowledge

Prior to reading, provide the student with
information related to the passage. Before
reading, provide the student with vocabulary
relevant to mastering the passage.

Create Mental Images

Before reading, provide the student with
visual images and pictures to introduce the
material.

Make Connections

During the reading process, provide the
student with graphic organizers that will help
make connections between the passage and
comprehension skills.

Engage in Consistent Discussions

After reading, provide students with ways to
generate and answer questions based on
reciprocal reading.

Summarize Understanding

After reading, demonstrate story recall while
teaching students to create causal connections
to the passage.
Note. This table shows the steps for teaching reading comprehension to students with AD. This
information was adapted from Reading Comprehension and Autism in the Primary General
Education Classroom. Copyright 2017 by Reading Rockets.
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When investigating reading comprehension interventions for students with ASD,
educational stakeholders must consider several questions; for example, how do the reading skills
of students with ASD differ from those of their neurotypical peers (Chang et al., 2020).
Additionally, questions such as which nonacademic strategies will address behavior deficits in
students with ASD, how do attentional deficits interfere with reading comprehension, and which
research-based reading interventions will work for students with ASD must be considered
(Chang et al., 2020; Davidson et al., 2018; McIntyre et al., 2021). Given the additional research
that has been completed regarding reading comprehension and students with ASD, a growing list
of interventions has been compiled to meet the needs of this population both individually and in
social-group environments; moreover, several of these reading interventions work to improve
immediate reading comprehension and comprehension with additional texts (Sartini et al., 2018).
For example, reading strategies that may help students with ASD improve reading
comprehension may be successful with fictional texts, and those same strategies may prove
beneficial with non-fictional texts or poetry (Davison et al., 2018; Sartini et al., 2018). Researchbased reading interventions are a critical part of reading literacy and reading comprehension and
may prove advantageous regarding student reading motivation.
In finding interventions to support reading comprehension in students with ASD, it is
important to review the essential skills necessary to improve reading comprehension. Additional
research-based interventions include background knowledge, figurative language, and graphic
organizers in helping students with ASD. There are several interventions for increasing reading
comprehension; however, research shows that the best connections are made by connecting prior
knowledge, identifying examples of figurative language, and using graphic organizers to put
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information into usable representations (Henry & Solari, 2021). Table 5 shows additional
strategies to support reading comprehension in students with ASD.
Table 4
Strategies for Supporting Reading Comprehension in Students with ASD
Strategy
Social Background
Knowledge

Directions
The teacher determines the
social knowledge needed to
understand the plot of the
passage and discusses this
prior to reading

Example
Before reading, the teacher
can ask the students about
how they would react to a
specific circumstance or
event.

Encourage Access to Familiar
Information

The teacher encourages the
students to engage with
similar characters and
themes.

After reading the passage, the
teacher can ask the students
to relate to the characters in
the story.

Identify Figurative Language

The teacher identifies
different examples of
figurative language and
provides examples of
figurative language in the
passage.

The teacher can ask students
to identify examples of
figurative language such as
similes, metaphors, hyperbole
to show reading
comprehension skills.

Use Graphic Organizers to
Support Learning

The teacher provides various
graphic organizers that can
connect the student to plot,
characters, or purpose.

The teacher builds connection
with the text by having
students organize different
parts of the passage in the
organizers.
Note. This table illustrates strategies for supporting reading comprehension in students with
ASD. This information was adapted from Developing Social Knowledge to Support Reading
Comprehension in Elementary Students with ASD. Copyright 2021 by Henry & Solari.

Reading Literacy and Reading Comprehension
Research supports that reading literacy is a basic human right and an essential skill that
should be afforded to all people in the ever-changing world; in fact, reading literacy has been
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shown to be one of the most important skills in becoming a productive citizen today (Westerveld
& Paynter, 2021). Reading literacy is an element related to reading comprehension and includes
the ability to understand written passages and use that information for reflection or action; in
fact, reading literacy involves the entire reading process, from decoding words to creating
meaning and connections with the text (Accardo & Finnegan, 2019; Knight & Eisenhower, 2019;
Qi, 2021). There is a misconception that reading proficiency guarantees reading comprehension
and reading literacy; however, the fact that one can read proficiently does not mean that they
understand what is read or that they can analyze and use what is read (Davidson, 2021; Qi, 2021;
Reed et al., 2019). Reading comprehension is an essential part of reading literacy as meanings,
purposes, and themes are revealed in writing that must be understood as a part of reading
literacy; furthermore, the connections made with a written passage engage the student with
reading and add an additional layer of meaning to what is read (Brum et al., 2019; Wanzek et al.,
2020). The additional parts of reading comprehension include the author’s purpose and figurative
language, and these concepts must be addressed in reading comprehension interventions;
moreover, students with ASD must be provided the opportunity to verbally connect with the
reading so that they may generalize their perceptions and offer genuine ideas for the outside
world (Henry & Solari, 2021).
Reading comprehension is a skill that can improve a student’s overall academic
performance in all classes; in fact, making connections across subjects assists students in crosscurricular critical thinking (Qi, 2021; Williamson et al., 2012). Research shows that students
with ASD often struggle with reading comprehension; therefore, the challenges in making
reading connections negatively impact reading literacy in students with ASD (Chang et al., 2020;
Dore et al., 2018; Solis et al., 2016). Research shows that between 35% to 58% of children with
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ASD experience difficulties with reading comprehension (Solari et al., 2017); therefore, given
the literacy needs of 21st-century learning, students with ASD must be provided supports and
strategies to increase reading comprehension skills (Accardo & Finnegan, 2019; Chang et al.,
2020).
Reading Motivation
Reading motivation speaks of a person’s desire to read and the underlying reasons behind
the desire or the lack of desire (Becker et al., 2010; Kocaj et al., 2018). Intrinsic motivation and
extrinsic motivation both play roles in reading motivation, and both can play a role in reading
comprehension (Bandura, 1977; Daniel & Cooc, 2018). Intrinsic motivation refers to a person’s
willingness to complete a task for internal rewards such as satisfaction or a feeling of
accomplishment (Daniel & Cooc, 2018); comparatively, extrinsic motivation describes a
person’s desire to complete a task for external rewards such as good grades, money, or fame
(Bandura, 1977; Daniel & Cooc, 2018).
Self-determination theory asserts that people are inherently motivated to improve
themselves; however, elements such as social environment, self-efficacy, and past experiences
may help or harm one’s self-determination efforts (Bandura, 1977; Gambrell et al., 1996; Daniel
& Cooc, 2018). Research shows that there is a decline in both intrinsic and extrinsic motivation
regarding reading among all students but that students with disabilities more commonly show a
weaker motivation in reading (Daniel & Cooc, 2018; De Smedt et al., 2020). There is a
reciprocal relationship between reading motivation and reading self-efficacy; however, a
common theme is that both elements are declining (Bandura, 1986; De Smedt et al., 2020;
Schunk & DiBenedetto, 2020). Theoretically, motivation should work to increase a student’s
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desire to read well; in turn, as self-efficacy rises, motivation levels continue to rise to create a
scaffolding effect on both elements (Bandura, 1986; Becker et al., 2010).
Reading Interventions for Students with Autism Spectrum Disorder
Research shows that numerous reading comprehension interventions exist for students
with ASD; furthermore, the more proactive approach that is taken to identifying and using these
strategies may help students increase reading comprehension with a lesser need for reactive
planning (Denning & Moody, 2018; Solari et al., 2017). Task analysis, visual supports, strategy
instruction, and scaffolding and modeling are examples of proactive research-based initiatives
that may help students with ASD prepare for instruction and increase reading skills (Bishop &
Isbester, 2016; Denning & Moody, 2018; Solis et al., 2021). The key to providing reading
interventions for students with ASD is to individualize the interventions so that the students
benefit from interventions designed for their individual needs, interests, and abilities;
additionally, providing individualized supports along with structured interventions can help
students with ASD engage in close reading that can help increase their reading comprehension
skills (Able et al., 2015; Denning & Moody, 2018; Schunk & DiBenedetto, 2020).
Task analyses provide students with a step-by-step framework including tools, guidelines,
and supports to complete an assignment; in fact, with larger assignments or more complex
reading passages, students are given additional reinforcement in preparing for the task (Denning
& Moody, 2018). Visual supports provide students with a means to identify abstract concepts
through concrete representations; therefore, students with ASD can better grasp more abstract
reading comprehension elements such as the author’s purpose, themes, and figurative language
by making connections with more observable objects (Denning & Moody, 2018; Gutherie et al.,
2004; Solis et al., 2021). Strategy instruction is another proactive intervention for helping
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students with ASD increase reading comprehension skills; in fact, strategy instruction may help
students improve performance as well as increase task completion (Denning & Moody, 2018).
Scaffolding and modeling are essential interventions for helping students with ASD;
furthermore, tying back to social cognitive theory, these observational learning strategies can
help students build connections with the material and improve performance (Bandura, 1977;
Denning & Moody, 2018). The scaffolding strategy uses instruction to build, step-by-step on
engagement in learning and acquisition of knowledge; moreover, modeling and scaffolding can
help students with ASD increase social engagement and increase learning motivation (CapaAydin et al., 2017; Denning & Moody, 2018; McIntyre et al., 2021). Scaffolding also provides
students with a greater understanding of the steps required for learning, and as students
understand that learning is a scaffolded process, the more apt they are to engage in the learning
process; furthermore, since students with ASD face additional challenges with learning, the more
that teachers can engage this student population, the more apt they are to create authentic
learning experiences that can increase these student’s performance and understanding (Denning
& Moody, 2018; Fisher, 2011; Saggers, 2015).
Summary
Research shows that one in 54 children in the United States is diagnosed with ASD, and
while many may think of ASD as a disability, research also shows that students with ASD can
perform just as well as their typically developing peers (Hall, 2018; Hodges et al., 2020).
Students with ASD are becoming adults with ASD, and they are becoming highly functional
adults in society; therefore, it is imperative that educators do all they can to prepare this student
population for active and responsive roles in their communities (Jackson & Hanline, 2020;
Gebauer et al., 2020). With the help and support of their teachers, students with ASD can excel
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both academically and behaviorally. As Paul wrote to both Colossians and Timothy, whatever
one does, they should do it as unto the Lord; furthermore, people are to present themselves as a
worker who is unashamed of doing their task (English Standard Bible, 2001, Colossians 3:23-24;
2 Timothy 2:15). As students with ASD and educational stakeholders embrace these scriptures,
students with ASD will improve academically and behaviorally, and they will achieve a higher
level of self-efficacy.
In Acts, Luke spoke of working hard to help those with weaknesses and remembering
that people are blessed when they give their time and knowledge (English Standard Bible, 2001,
Acts 20:35). In this chapter, the literature reveals that much is known about social cognitive
theory and that theory manifests through observational learning to help build self-efficacy.
Autism spectrum disorder is a neurological disorder that creates learning and social challenges
for students; moreover, research shows that students with ASD frequently experience challenges
with reading comprehension. The literature shows that there are many research-based
interventions to help students with ASD increase reading comprehension skills; however, there is
a gap in the literature related to the personal perceptions of those reading comprehension
strategies among students with ASD. My study will help close the literature gap by detailing the
reading strengths and needs of students with ASD and will provide insight into the perceived
benefits of reading comprehension strategies for students with ASD.
An issue that is currently known is that students with ASD typically experience reading
comprehension challenges (Chang et al., 2020; Dore et al., 2018; Solis et al., 2016); furthermore,
students with ASD experience deficiencies in self-efficacy, which further negatively impacts
reading comprehension skills (Bertills et al., 2018). What is not known is how specific, researchbased reading comprehension interventions help improve reading comprehension skills for
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students with ASD and how these interventions further increase the self-efficacy of students with
ASD. This research study stands to lessen the gap of literature regarding how reading
interventions for students with ASD can improve reading comprehension skills and improve selfefficacy skills; furthermore, this study aims to show how these two areas can affect improved
educational success in additional core subjects.
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CHAPTER THREE: METHODS
Overview
Research showed that students with ASD face challenges with basic reading
comprehension; however, research showed that scaffolded reading interventions could help
students with ASD improve basic comprehension skills and positively impact complex reading
comprehension skills (Chang et al., 2020). Studies on reading performance on students with ASD
indicated that students with ASD frequently have strengths with basic reading skills but showed
weaknesses in comprehending what was read (Solis et al., 2016). Reading comprehension
focuses on using the information read to make connections with the text and constructing
meaning from what is read (Dore et al., 2018). The purpose of this embedded multiple-case study
was to explore the perceptions regarding reading comprehension and self-efficacy in students
with ASD at public schools in the Commonwealth of Virginia. The theory guiding this study was
Bandura’s theory of self-efficacy; that is, as students begin to believe in their abilities to
complete tasks, they will see greater academic success (Bandura, 1986; Bandura, 1989;
Davidson, 2013). This chapter will provide the methodology used for my research study.
Specifically, this chapter will review the following sections on methods: design, research
questions, sites, participants, procedures, the researcher’s role, data collection, data analysis,
trustworthiness, ethical considerations, and concludes with a chapter summary.
Design
Qualitative research in education gained prominence beginning in the late 1970s for
understanding curriculum improvement; in fact, qualitative design added participants’
perspectives and provided information about social contexts (Creswell & Poth, 2018; Hamilton
& Corbett-Whittier, 2013; Simons, 2009). In its early years, qualitative research in education was
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used to guide decision-making in curriculum research when quantitative research did not provide
in-depth meaning to the complexity of the problems (Simons, 2009). Case study research is used
in several disciplines, including education, health services, psychology, and law; moreover, case
study has its roots in anthropology and sociology (Creswell & Poth, 2018; Yin, 2018). In case
study research, the researcher explores a real-life problem in the context in which the problem
occurs over time and through various methods such as interviews, observations, documents, and
reports (Creswell & Poth, 2018).
The planned design was a qualitative embedded multiple-case study. Qualitative
methodology was appropriate for the proposed study as the goals of the study were to explore the
challenges that students with ASD encounter while reading in their natural environment;
moreover, understanding the context in which students with ASD experience reading
comprehension challenges added depth and meaning to the overall approach to addressing the
problem. A key characteristic of qualitative research was to study participants in their natural
environment, with the researcher attempting to understand phenomena the participants encounter
(Creswell & Poth, 2018; Morgan et al., 2017; Yin, 2018). I chose a case study design because it
gave me the opportunity to understand better the contexts of students with ASD and individuals
with ASD; furthermore, the case study design provided for studying participants in real-world
situations within the environments of their lives (Hamilton & Corbett-Whittier, 2013; Yin,
2018). The collective case study design was specifically chosen so that multiple participants
could be studied regarding the same problem with reading comprehension. The collective
approach allowed me to explore reoccurring themes in the research to gain a better understanding
of possible explanations. The key to the embedded case-study case study is that I examined the
same research questions in different environments using the same data collection and analysis
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methods (Goddard, 2010; Yin, 2018).
The qualitative method with a case study design and an embedded-multiple design type
was appropriate for my study because my study focused on perceptions of reading
comprehension coupled with the sense of self-efficacy in students with ASD. The qualitative
method provided me the opportunity to connect personally with students with ASD and explore
their thoughts and feelings about reading comprehension and self-efficacy; in fact, this was one
of the key components of qualitative research—the ability to explore people in real-life situations
to learn about their lives (Creswell & Poth, 2018; Hamilton & Corbett-Whittier, 2013; Yin,
2018). The case study design allowed me to study individuals in their natural environments to
gain a better understanding of their life experiences (Cresswell & Poth, 2018); furthermore, the
embedded-multiple design allowed me to explore self-efficacy as a specific aspect of reading
comprehension in students with ASD (Creswell & Poth, 2018; Yin, 2018).
Research Questions
To collect data on reading interventions for students with ASD, there were several factors
that must be studied including reading motivation (Dore et al., 2018), reading fluency (Chang et
al., 2020; Williamson et al., 2012), and behavior-cognitive specific needs (Wang & Krata, 2017).
The research questions for this case study are:
1. What are the lived experiences of students with ASD who experience reading
comprehension challenges?
2. What are the perceptions of students with ASD regarding self-efficacy as it relates to
reading comprehension?
3. How do students with ASD perceive reading comprehension strategies tailored
specifically to the behavior and learning needs of students with ASD?
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Sites
The sites for this case study included high schools in the Commonwealth of Virginia and
include “Liberty High School,” “Freedom High School,” and “Justice High School.” The three
high schools were chosen because their student populations are relative in size and the student
demographics are similar; moreover, the population of students with ASD provided enough cases
for me to attain sufficient data. Site approval was difficult as the requirements of COVID-19
played a large role in divisions offering approval. Furthermore, the increased workload on
teachers because of the pandemic caused many divisions to be leery of adding additional
constraints on their teachers.
Liberty High School was structured with one principal and five assistant principals
serving alphabetical groups of students. There were six guidance counselors and 17 special
education teachers to serve 1,609 students in grades nine through twelve, of which 220 (13.7%)
are classified as students with disabilities (Demographics). Of the students attending Liberty
High School, 82.2% were Caucasian, 6.5% were African-American, 5.3% were Hispanic, 0.6%
were Asian, and the remaining 5.4% were from two or more races. Approximately 43% of the
student population were identified as students who were economically disadvantaged
(Demographics). Liberty High School was in “Grace County,” which consisted of 37,161
citizens, had a median household income of $66,701, and a poverty rate of 8.47%
(Demographics).
Freedom High School consisted of one principal and two assistant principals along with a
guidance staff of two and ten special education teachers. Freedom High School served 1,145
students in grades 9 through 12, of which 126 (11.0%) were considered students with disabilities.
Of the students attending Freedom High School, 65.2% were Caucasian, 12.1% were African-
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American, 9.1% were Hispanic, 5.2% were Asian, and the remaining 8.4% were from two or
more races. Twenty-one percent of the student population were identified as students who are
economically disadvantaged (Demographics). Freedom High School was in “Peace County,”
which consisted of 67,587 citizens, had a median household income of $90,367, and a poverty
rate of 4.69% (Demographics).
Justice High School consisted of one principal and two assistant principals along with
four school counselors and eight special education teachers who served 1,030 students in grades
nine through twelve, of which 118 (11.5%) were considered students with disabilities. Of the
students attending Justice High School, 75.4% were Caucasian, 11.8% were African American,
5.0% were Hispanic, 1.3% were Asian, 1.1% were Native American, and the remaining 5.4%
were from two or more races. Approximately 22% of the student population were identified as
students who were economically disadvantaged (Demographics). Justice High School was in
“Hope County,” which consisted of 21,103 citizens, had a median household income of $79,698,
and a poverty rate of 4.84% (Demographics).
Participants
The criteria to be a participant were that the students must be a high school student aged
22 or less, have a diagnosis of ASD, and receive special education services for reading/language
arts. Based on these criteria, the possible sample pool consisted of approximately 62 students
from the prospective sites. Based on best practices and to ensure enough research to saturate the
model, the sample size included nine participants (Creswell & Poth, 2018) chosen through a
purposeful sampling method relying on a maximum variation procedure. Purposeful sampling is
a form of non-probability sampling where the researcher uses their judgment to subjectively
select participants whose experiences would provide the best insights into the phenomena being
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studied (Creswell & Poth, 2018). Purposeful sampling can also provide different perspectives on
the problem to allow for a deeper exploration of the problem and other factors that contribute to
the problem (Creswell & Poth, 2018); furthermore, the sample size allowed for sufficient
representation of the population being studied while offering unique experiences to come out of
the research process (Coyne, 1997; Yin, 2018). Maximum variation sampling was an important
part of the sampling process as participants from varying racial, ethnic, and socio-economic
backgrounds provided an increased richness to the experiences and perspectives presented in the
data collection process (Creswell & Poth, 2018).
Particpants’ demographics for the study were based on the overall availability of the
sample pool. Participants were in grades nine through twelve (ages 13 through 22) and given that
research shows boys are more frequently diagnosed with ASD than girls (CDC, 2021), the
participants’ pool was to be 75% male and 25% female. The participants’ ethnic backgrounds
were to be 33% Caucasian, 33% African American, and 33% other races, based on the sample
pool population demographics.
Procedures
Once IRB approval was secured, participants were selected for the study. This process
began with contacting the superintendents of each desired school system for approval to use their
schools for research (See Appendix B and Appendix C). After receiving permission from the
school division, the school division would send letters and/or emails to parents of high school
students with ASD through the school’s specific communication process (See Appendix D). I
waited for the parents to respond to the consent for participation. I received approval from three
school division superintendents (See Appendix A). Once the consent forms were received, each
family was contacted to schedule a time for the interview. Follow-letters to possible participants
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to encourage their participation (See Appendix E) were sent two weeks after the original
communication. Parent Consent Forms and Student Assent Forms were requested at the same
time, but if the Student Assent Form was not returned with the Parent Consent Form, I ensured
that I reviewed the Student Assent Form with the student to ensure the student understood that
their participation was completely voluntary and that they could remove themselves from the
study at any time. During the interview, I also reminded the student that their participation was
completely voluntary, and they could remove themselves from the study at any time. Parent
Consent Forms and Student Assent Forms can be found in Appendices F and G, respectively.
Once the participant sample was complete, data were collected through interviews (See
Appendix H), observations (See Appendix I), and document analysis (See Appendix J).
Information was gathered at the participant’s regular school from interviews and classroom
observations. The importance of gathering data in the student’s typical setting was an important
component of qualitative research (Creswell & Poth, 2018). I also conducted the interviews and
observations in the normal school setting to help build rapport with the student and help them
feel more comfortable talking to someone with whom they did not know personally (Coyne,
1997; Creswell & Poth, 2018). The observations were conducted during the student’s English
class since this is the typical environment where the student received reading instruction.
Documents that were reviewed included work samples provided by the student, teachers, or
parents that show reading comprehension information, interventions, and participation
information. These documents helped provide a snapshot of how the student was performing at a
specific time, and this information was helpful as a predictor of current and future student
performance (Knight et al., 2019). Interviews were conducted using audio recording devices in a
talking face-to-face format (Creswell & Poth, 2018), and I transcribed each interview verbatim
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for use in data analysis. Observations were recorded using a notetaking system; furthermore, I
wrote, in anecdotal form, the observations from the event. Documents and artifacts were copied
and maintained in a filing system so that I could readily review the information as necessary for
data analysis. The filing system for documents consisted of file pockets that included a
participant code rather than a name, and the file pockets were maintained in my digitally
accessed, fire-proof file safe. The participants’ names and file code correlations were maintained
in the Keeper application provided by Keeper Security, Inc. (Keeper, 2021) to ensure the security
of personally identifiable information. Given the number of devices to store and maintain
information today, trustworthy researchers do everything in their power to ensure the security of
information (Evans, 2019).
The Researcher's Role
My role in this study was to act as a collector of information about reading
comprehension in students with ASD and present these thoughts and feelings in a manner that
would explore reading comprehension challenges and interventions in students with ASD. I have
been licensed in the Commonwealth of Virginia for 17 years to teach students with disabilities,
and I have interests in English, reading comprehension, and interventions for students with ASD.
During this time, I have been blessed with learning much from my students; in fact, I believe
there are many days that I learn more from students than they learn from me. I am often
reminded of how Paul admonished the Hebrews to do good and share with others to please God
(New International Version, 2011/1978, Hebrews 13:16).
I did not have any pre-existing personal relationships with any of the superintendents,
directors of special education, principals, special education teachers, parents, or students. My
role was to serve as a collector and servant to people and not to make judgment statements or
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criticisms. During this process, I was the human instrument whose role was to capture the realtime and real-life instances of my participants (Creswell & Poth, 2018; Yin, 2018); in fact, it was
my responsibility to act as a neutral instrument whose only responsibility was to present the
feelings and perceptions of my participants during the entire data collection process (McGrath et
al., 2019; Xu & Storr, 2012). James reminded people that there is only one judge who can save
and destroy, and one is not to judge his or her neighbor (English Standard Bible, 2001, James
4:12). Additionally, it is right to collect information to help others as these are like the good
works that Paul admonished the church in Ephesus to pursue to honor God (English Standard
Bible, 2001, Ephesians 2:10).
Data Collection
Data collection for the study was completed using interviews, direct observations, and
document analysis. These data collection methods were used to ensure the credibility of the
findings and the dependability of the information for repeatability (Lincoln & Guba, 1985).
Ensuring participant comfort, safety, and integrity were the key components of data collection
(Lub, 2015).
Interviews
Interviews were an integral part of case study research; in fact, the data provided in the
qualitative research provided the background for the entire study (Creswell & Poth, 2018; Knox
& Burkard, 2009). Interviews were a way for me to gain a more personal relationship with
participants and collect information that might not have been shared in a survey (Creswell &
Poth, 2018). Much of the information provided in qualitative research relies on interviews, and
the researcher sets the stage for quality responses or reluctant replies (Knox & Burkard, 2009).
Information was gathered at the participant’s regular school from interviews and classroom
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observations. The importance of gathering data in the student’s normal setting was an important
component of qualitative research (Creswell & Poth, 2018). I conducted the interviews and
observations in the normal school setting to help build rapport with the student and help the
student feel more comfortable talking to someone with whom they did not know personally
(Coyne, 1997; Creswell & Poth, 2018). Research shows that qualitative interviews will take
approximately 30 to 45 minutes to complete but may last over an hour (Jamshed, 2014).
The following were the interview questions:
1. Please introduce yourself to me including as much background as you care to share with
me.
2. Please describe your school day to me.
3. Please tell me what is a typical way that your teachers present a reading passage.
4. Please tell me the kinds of questions that your teachers ask you after reading a passage.
5. What do you find challenging when you are reading a literature passage?
6. In what ways have your teachers helped you with your reading comprehension?
7. What strategies have your teachers used to help you with you reading comprehension?
8. What could your teachers do to help you better understand reading passages?
9. What do you find difficult to understand when you are reading a passage?
10. In what ways have other students worked with you in trying to identify different parts of
reading selections?
11. What has been most successful for you in identifying main ideas and themes in reading
passages?
12. What else would you like to tell me that would help you with understanding what you
read?
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13. What else can you tell me that your teachers should know about your reading skills or
abilities?
Questions one and two were designed to build rapport with the participant and to begin a
conversational interview with the participant (Knox & Burkard, 2009). These questions were
designed to help me discover demographic information about the participant in a non-threatening
manner; in fact, these questions were designed to elicit information about the student and their
family that would otherwise not have been known (Gubrium et al., 2012). It was important that
the participants understood that the interview was not being completed for any gain on my part,
but rather it was being completed in humility to count others more significant than himself
(English Standard Bible, 2001, Philippians 2:3).
Questions three through eight focused on the types of questions that teachers ask students
regarding reading comprehension as well as the strategies that teachers have employed to help
students with ASD increase reading comprehension. These questions were also designed to
provide insight into the types of interventions that teachers used when teaching reading
comprehension to students with ASD; moreover, based on the participants’ responses, the quality
of the interventions were also explored (Chang et al., 2020; Engel et al., 2020).
Question nine invited the participant to reflect on their difficulties with reading
comprehension. This question provided participants the chance to note interventions that had
worked and those that had not worked; in fact, research shows that students with ASD must
focus on basic reading comprehension before progressing to more complex literary elements
(Davidson, 2021; Dore et al., 2018). Knight et al. (2019) also suggested that students’
perceptions of reading comprehension and supports can be a predictor of reading comprehension
success; moreover, the training that teachers received in teaching reading comprehension in
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students with ASD appears critical to those students becoming successful in reading
comprehension (Leonard & Smyth, 2020).
Question ten focused on students with ASD in a cooperative learning environment; in
fact, research had shown that students with ASD responded to interactions with their peers in
cooperative learning environments (Zhang et al., 2018). Research had shown that students with
ASD responded well to cooperative learning environments where they felt that they could be a
part of the learning endeavors rather than mere observers on the outside (Grenier & Yeaton,
2019).
Questions 11 through 13 provided the participant the opportunity to explain those
strategies that could help them with reading comprehension in the classroom. By allowing
participants the full right to express their feelings about what would help them in the classroom,
the researcher built additional rapport with the participant (Creswell & Poth, 2018). This feeling
of rapport and trust allowed the participant to provide additional information that would
otherwise go unshared.
Observations
Observations were conducted to see how students perform and act in the classroom;
moreover, the data collected from these observations helped me better understand the answers to
the questions from the interviews (Creswell & Poth, 2018). An observation protocol that contains
descriptive notes (See Appendix I) provided an anecdotal review of the classroom environment
as well as the student’s participation in that environment; furthermore, the reflective field notes
allowed me to offer input specific to the classroom instruction and reading comprehension
interventions provided to the students. Structured observations allowed me to observe the
participant in their natural environment while searching for specific methods and interventions
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that may or may not have occurred in the classroom environment (Mulhall, 2002). The protocol
for structured observations is shown in the appendices. The observations occurred over a single
class period in the participant’s English/language arts class, and the actual time spent observing
the participant depended on how long the participant’s English/language arts class lasted;
furthermore, an observation protocol (See Appendix I), prepared for in-depth observations
(Roller & Lavrakas, 2015), is provided in the appendices for these observations.
Document Analysis
Document analysis has been a key part of qualitative research for many years; in fact,
document analysis is itself a form of qualitative methodology (Bowen, 2009). The documents
that were reviewed included student work samples that the parent or the student chose to provide
me that have been returned to the student—students’ teachers were not requested to provide
individual student work samples. These work samples focused on reading comprehension and
provided additional insight into the students’ reading comprehension successes and challenges.
The work samples did not provide a significant amount of data for the research study; however,
they provided me with some information about how the students wrote as well as their ability to
follow directions and create meaningful writing samples. The work samples were analyzed as a
reflective piece of the interviews and observations; that is, the information from the writing
samples helped me see how the writing interventions have helped the students improve their
written expression skills. Prior literature on reading comprehension was also an important part of
document analysis; that is, the literature provided information regarding current reading
interventions as well as other information that may have been elicited from the documents
(Bowen, 2009). Document analysis also provided another means of data collection that may not
have bene provided during interviews or observations; in fact, document analysis provided me
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with time-specific examples of performance related to the problem (See Appendix J) (Creswell
& Poth, 2018). Additionally, I was able to see student-generated strategies that the students
themselves used to help with reading comprehension; furthermore, students’ marginal notes or
annotations helped me see the students’ thought processes.
Data Analysis
Data were entered using the NVivo for Windows platform to provide consistency in data
input. NVivo is software designed for qualitative research that will allow me to organize,
explore, and connect with the collected data; furthermore, NVivo streamlines qualitative data so
that I will be able to consolidate and critically think about data (QSR, 2021). It is important that
qualitative data be entered accurately; therefore, there are several protocols that were
implemented to ensure the validity of information (Houghton et al., 2015). Since there are few
defined methods for case study data analysis, the process evolved as I entered and examined the
data (Yin, 2018).
Coding was used to extract major themes and consistencies in the research data; in fact,
open coding was used during the first phase of data analysis to explore these major themes
(Creswell & Poth, 2018; Yin, 2018). During the first coding cycle, grammatical methods were
used to explore attribute coding for ontological research and magnitude coding for
epistemological research; furthermore, elemental coding was used for structural, descriptive, and
concept coding (Saldaña, 2016). Emotion coding was used to analyze participants’ feelings and
reactions, and narrative coding were used to describe the participants’ stories and interactions
with others (Saldaña, 2016). Once the first phase of coding was complete, the data was analyzed
and rationalized; next, from the coded data, I generated reports of the common themes and data
specific to the research questions (Atkinson, 2002). During the second coding phase, pattern
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coding, focused coding, and theoretical coding were used to refine the data (Saldaña, 2016). The
information provided in the reports allowed me to make final suggestions regarding the data
collected; moreover, the analyzed data was used to create aggregate narratives about the themes
and observations (Atkinson, 2002; Houghton et al., 2015).
Using the multiple-embedded approach allowed me to explore cases in more than one
aspect; in fact, I was able to review the perceptions of both reading comprehension and selfefficacy through my data analysis. The data analysis process allowed me to discuss the themes,
theories, and possible phenomena that emerged through the data collection process (Edmonds &
Kennedy, 2019; Yin, 2018). The embedded case study provided for more than one unit of
analysis; in fact, the embedded method allowed me to explore multiple sources of information
that impact reading comprehension and self-efficacy in students with ASD.
Trustworthiness
Paul admonished the church in Colossae to be truthful with one another and to present
themselves as practitioners of integrity (English Standard Bible, 2001, Colossians 3:9-10).
Maintaining the highest ethical standards is the cornerstone of quality quantitative research, and
while ethical researchers do not expect issues to arise, they also plan for possible issues that may
arise at any time during the research study (Creswell & Poth, 2018). The following sections
outline how I ensured credibility, dependability, transferability, and confirmability.
Credibility
Credibility refers to my accurate representation of the participants’ thoughts and views as
they relate to the world in which the participant lives (Cope, 2014). I increased my credibility by
explaining their experience while conducting research and by verifying the information provided
with the participants; furthermore, credibility was established by including all the information
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provided by the participants without deleting unwanted or undesired responses (Cope, 2014;
Haven & Van Grootel, 2019). I ensured that all interviews were transcribed accurately and in
their entirety; furthermore, observations were recorded and accurately detailed. Documents were
reviewed multiple times so that an accurate representation and analysis of the document could be
formed. Prolonged engagement in the field and the triangulation of data also contributed to the
study’s credibility (Creswell & Poth, 2018). Triangulation of data refers to the use of multiple
methods or data sources to develop a comprehensive understanding of events (Creswell & Poth,
2018; Natow, 2020). This triangulation of data improved the credibility of my study by providing
different sources of information that were used to create over-arching themes and attitudes.
Dependability and Confirmability
If a research study can be performed by a different researcher under similar conditions
and produce similar results, the original study is said to have dependability (Cope, 2014);
furthermore, dependability was affected by my audit process, and a finely detailed audit process
enhances the dependability of qualitative research (Koch, 1994). The audit process that I used
included a third party who reviewed the transcripts of my interviews and reviewed the notes
from my classroom observations. Confirmability referred to my ability to represent accurately
the data that was collected during the study; moreover, confirmability confirmed that my biases
or preconceived notions were not included in the data analysis (Cope, 2014; Haven & Van
Grootel, 2019). To increase dependability, I established a detailed audit plan so that the study
could be replicated elsewhere under similar conditions. I accurately transcribed all interviews
and objectively represented all observations to increase conformability in the study; furthermore,
I remained objective while analyzing data to represent accurately the data collected.
Dependability and confirmability were also addressed through rich, thick descriptions of themes,
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member-checks of the findings, and interpretations of data. Member checks helped support
theory generalization, representation, participation, and change; that is, follow-up with the
participants could have elicited additional information and solidified relationships that could be
useful later during data analysis (Thomas, 2017).
Transferability
Transferability refers to whether the findings of the study can be applied in other settings
or in different contexts; furthermore, findings in a transferable study can be used by others who
were not included as participants in the study (Cope, 2014). One aspect of transferability is the
ability of the research to be generalized to other populations to provide insight into problems that
may exist in other areas (Cope, 2014). I provided sufficient information about the participants,
without disclosing any personally identifiable information, so that others could find relative
information for the transfer of the findings to other groups of students with ASD. Rich, thick
descriptions and discussion of the site and participants improved the transferability of the study,
allowing it to be conducted in a similar setting and reaching similar conclusions (Creswell &
Poth, 2018; Yin, 2018).
Ethical Considerations
Safeguarding personally identifiable information was a critical part of qualitative research
and an important ethical consideration for participants (Jackson-Hollis, 2019). I used
pseudonyms for site locations and participant names; furthermore, I conducted interviews in
undisclosed locations within the site. I conducted observations as an anonymous observer who
was observing the class and not a specifically named student. Paper copies of data were kept in a
locked file cabinet, and any documents that included personally identifiable information were
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redacted prior to storage. Digital copies of documents or interviews were kept on separate
password-encrypted flash drives and were not saved on any private, public, or cloud network.
I ensured confidentiality of all information throughout the research study; however, as
part of the IRB process, I also had plans in place in the event of an information compromise
based on the degree of exposure and the possibility of negative effects. Transferability of data
was important, as was transparency, in maintaining data; however, there were inherent dangers
of unintentional disclosure of personally identifiable information (Tsai et al., 2016); therefore, I
took the utmost care in ensuring that all identifiable information was protected using a multiplepass process when redacting documents. Additionally, the IRB approval process and informed
consent were two critical parts of ethical considerations that I will address as part of my study
(Creswell & Poth, 2018).
Research data will be securely maintained for three years as required by 45 CFR 46 from
the U.S. Department of Health & Human Services (USHHS, 2016). Once the three-year period
has expired, all data will be destroyed using a professional shredding company to ensure that all
data is destroyed. Any digital files will be destroyed using Bitdefender Total Security, an
application designed to provide digital file shredding for maximum security (Bitdefender, 2021).
The protection of information is an essential component of research, and all methods possible
will be used to ensure data protection.
Summary
Luke encouraged people to create strong plans before starting a project so that the work
will have a strong foundation (English Standard Bible, 2001, Luke 14:28-30). This chapter
provided a framework for research that considers the methods involved in this case study
research plan involving reading comprehension for students with ASD. The sites and the
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participants provided rich insights into the challenges and successes of students with ASD in
reading comprehension and provided common themes regarding reading comprehension. The
procedures provided for a specifically defined participant group that participated in interviews,
direct observations, and document analysis as forms of data collection. Data analysis provided
several avenues for data to be refined and represented with integrity and accuracy.

85
CHAPTER FOUR: FINDINGS
Overview
The purpose of this embedded multiple-case study was to study how students with ASD
in Virginia public high schools perceived reading comprehension and self-efficacy. Bandura’s
theory of self-efficacy guided this study—meaning as students believe in their abilities to
complete assignments and perform tasks, they will realize academic improvement and success
(Bandura, 1986; Bandura, 1989). Thematic analysis is an essential component of qualitative
research where the researcher uses data analysis to determine overarching themes and ideas
present in the data (Creswell & Poth, 2018). During the data analysis process, coding was used to
generate themes central to the research questions; moreover, the coding process is an essential
element of the qualitative data analysis process (Saldaña, 2016). The major themes discussed in
this section include frustration with reading, fear of asking for assistance, understanding complex
reading skills, career readiness, and lack of self-efficacy. This chapter presents the findings of
the data in thematic form with themes and sub-themes, outlier findings, a summary of the
research question responses, and a chapter summary.
Participants
A total of nine individuals participated in the study, which met the saturation point of
data necessary for the study. Participants and teachers in the study were given a pseudonym to
ensure confidentiality and privacy. Each participant is a student in a public Virginia high school
between the ages of 13 and 22 who are on the ASD spectrum.
Participants’ demographics were obtained during the first part of the individual interview.
Recounting of each individual’s experience was completed as accurately as possible to ensure
that the participant’s real-life experiences regarding reading comprehension and self-efficacy
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were appropriately represented. If necessary for added detail, direct participant quotes were
incorporated into this section. The participant group provided individuals from various races,
socioeconomic groups, and backgrounds; furthermore, the participants ranged in age from 14 to
19 years, and there were six male and three female participants. Table 5 provides demographic
information about the participants.
Table 5
Participant Demographics
Pseudonym

Gender

Ethnicity

Age

Archie

Male

Caucasian

14 years

Beatrice

Female

Caucasian

15 years

Chester

Male

Hispanic

14 years

Florence

Female

Caucasian

17 years

Leonard

Male

Caucasian

15 years

Louise

Female

African American

19 years

Oliver

Male

Caucasian

15 years

Quincy

Male

Caucasian

16 years

Theodore

Male

Caucasian

18 years

Note. This table provides demographic information about the study participants including
gender, ethnicity, and age.
Results
Through the completion of participant interviews, classroom observations, and document
analysis, the data generated several themes. The first theme related to frustration with reading
with sub-themes of frustration with reading comprehension and frustration with reading
decoding. The second theme focused on the fear of asking for assistance with sub-themes of
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embarrassment of asking for assistance and lack of time for additional assistance. The third
theme dealt with understanding complex reading skills with sub-themes of figurative language
and reading connections. The fourth theme centered around career readiness with sub-themes of
reading in the workplace and possibility for advancement. The fifth theme related to lack of selfefficacy with sub-themes of feelings of inadequacy and feelings about ability. Table 6
summarizes the themes and sub-themes that emerged from data analysis.
Table 6
Themes and Sub-Themes
Theme

Sub-Theme #1

Sub-Theme #2

Frustration with Reading

Frustration with Reading
Comprehension

Frustration with Reading
Decoding

Fear of Asking for Assistance

Embarrassment in Asking for
Assistance

Lack of Time for Additional
Assistance

Difficulty Understanding
Complex Reading Skills

Figurative Language

Reading Connections

Career Readiness Anxiety

Reading in the Workplace

Possibility for Advancement

Lack of Self-Efficacy

Feelings of Inadequacy

Negative Thoughts about
Abilities

Note. This table shows the themes and sub-themes that were compiled during the data analysis
portion of the study. This information was derived from personal interviews, classroom
observations, and document analysis.

Frustration with Reading
Students with ASD expressed clear frustration with reading. From reading
comprehension to the basic task of reading, decoding was a primary concern with all the
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participants; in fact, Florence stated, “Whenever a teacher says, ‘open your textbook,’ I just want
to scream.” Even though educational stakeholders including parents, teachers, school divisions,
and community members, understand that reading is a critical skill, students with ASD typically
achieve lower grades in reading comprehension than their typically developing peers (Alwahbi,
2021). The frustration with reading stems not only from the inability to retain information that is
read, but also from feeling that there is insufficient assistance in improving reading
comprehension at the high school level.
Frustration with Reading Comprehension
Many students with ASD find challenges with reading comprehension; that is, being able
to understand and explain what is read and integrating what is read into what the child already
knows. Archie noted, “I can read fine, but when I see questions and have to remember what I just
read, I get all confused.” During a classroom observation, it was noted that while Chester was
completing an in-class reading comprehension assignment, he did not use the textbook to refer
back to the reading selection to complete the assignment. At one point, the teacher asked him
why he was not using the textbook, and Chester replied, “I don’t get what we just read anyway,
so it don’t [sic] matter.” Eight of the documents analyzed were formative or summative
assessments that dealt specifically with reading comprehension. These assessments ranged from
12 to 20 questions presented in multiple-choice and short answer format; furthermore, all
students were allowed to use their textbooks during the assessments. On four of the eight
documents, at least two of the short answer questions were answered with some form of “I don’t
know (i.e., ‘IDK,’ ‘Don’t know,’ or ‘No idea’).” When asked about using the textbook versus
selecting the best guess or a random guess, Theodore commented, “The [text] book don’t [sic]
help, so if I can’t remember from when the teacher read aloud, I just guess.”
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Frustration with Reading Decoding
When asked about decoding unknown words, Quincy stated, “Oh, I don’t try to sound
them out; I just skip the word. I know I should work it out, but it’s frustrating, and people look at
you like, ‘hurry up.’” There are several students with ASD who exhibit frustration with
decoding; furthermore, many students at the high school level are embarrassed about having to
sound out words as they are reading aloud. During a classroom observation, the students took
turns reading a selection from their textbook. When it came time for Louise to read, she read a
paragraph of 47 words from Poe’s “The Cask of Amontillado.” While reading, instead of
sounding out unknown words such as “Fortunato,” “perceive,” and “immolation,” she made a
quick attempt and then skipped the word. During another classroom observation, Theodore was
assigned to read aloud lines 79 through 100 from “The General Prologue” to Chaucer’s The
Canterbury Tales, using a Modern English translation. Similarly, Theodore quickly attempted
words such as “wondrously,” “Artois,” and “prinked” before skipping the words; furthermore,
once he finished line 90, he asked if he could stop reading.
Fear of Asking for Assistance
Students with ASD expressed a fear of asking for assistance, both from teachers and from
peers. This fear stems from an embarrassment in asking for help and from feeling that there is
not enough time for assistance to be provided. Theodore commented, “I hate asking for help. It
makes me feel dumb. I feel like I should be able to do this stuff on my own.” Classroom
observations also revealed that none of the participants readily raised their hands to ask for
assistance during the observed class period; however, several other non-participant students in
the observed classrooms raised their hands for reading-related teacher assistance.
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Embarrassment in Asking for Assistance
Students with disabilities oftentimes face the stigma of being labeled as “disabled” and
are ridiculed or bullied by their peers; therefore, many students with ASD do not ask for
assistance during class at risk of being bullied. Even without the fear of bullying, students with
ASD typically do not ask for assistance as they fear nothing will help them improve their reading
skills; in fact, Beatrice commented, “A lot of times I don’t ask for help because I literally think it
won’t help me.” Classroom observations, however, showed that Leonard and Louise asked
nearby classmates for help rather than the teacher; in fact, Leonard appeared to be more engaged
in the lesson once help was received from a nearby peer. During the personal interview, Leonard
shared that he prefers asking for help from his peers rather than the teacher because “My friends
say things so that I can understand them better.”
Lack of Time for Additional Assistance
Today, classrooms are busy places, and some students with ASD find that asking for help
goes unnoticed or unwanted during normal class time; in fact, some students with ASD believe
that they are creating a classroom disruption by asking for additional help. Leonard noted, “I
know I’ve got [sic] reading problems, but people [teachers] are always busy, and I don’t want to
bother them.” The lack of additional assistance further exacerbates the learning gap between
students with ASD and their typically developing peers. Oliver commented, “I don’t want all the
class to get behind because of me. A lot of time, I just wait and try to figure it out later on my
own.” Archie relayed, “Mr. Booker [pseudonym] always tells us to wait until the end of reading
or taking notes to ask questions, and by then, I’ve forgotten what I wanted to ask; so, I just keep
quiet.” Beatrice noted that when she receives extra help during her Resource class, which is a
special education services class designed to help students with IEPs and Section 504 plans
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receive specialized instruction outside of the general education classroom, “I don’t feel rushed,
and get extra help just for myself, and I understand things better.”
Difficulty Understanding Complex Reading Skills
Complex reading skills focus on abstract and non-concrete ideas in reading passages;
furthermore, these techniques require higher-level thinking skills to make sense of these
complexities. Figurative language and reading connections create barriers for students with ASD
as these skills require higher-order thinking and associations. Archie commented, “I have a hard
enough time with knowing what I read, so similes [a comparison that uses the words ‘like’ or
‘as’] and other stuff like that kill me.” Classroom observations and document analysis confirmed
difficulty with figurative language and reading connections that are discussed in their respective
subsections.
Figurative Language
Figurative language includes authors’ techniques that add additional meaning and layers
to fiction and nonfiction reading passages. Some of these techniques include simile, metaphors,
mood, tone, allusion, hyperbole, and pun. While reading comprehension focuses on the
information provided in the passage and the understanding of that information, figurative
language adds a level of abstractness to the passage that creates difficulties for students with
ASD. Theodore commented, “A lot of times, I can get what the thing [reading passage] is about,
but all the extra stuff [figurative language] is really hard.” Document analysis provided
additional support concerning difficulties with figurative language. Archie provided a reading
comprehension assessment on Chapter One of Bradbury’s Fahrenheit 451 that consisted of 10
questions in a multiple-choice format assessing figurative language in the chapter. Archie
incorrectly answered questions two, three, five, seven, eight, and nine which dealt with simile,
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symbolism, metaphor, allusion, irony, and analogy, respectively. Classroom observations also
provided information about figurative language difficulties. During a classroom observation,
Florence’s class was reading Connell’s “The Most Dangerous Game,” and even though the
teacher had reviewed key figurative language terms during the pre-reading review, Florence was
unable to answer direct questions regarding imagery, simile, and metaphor.
Reading Connections
When students make connections to reading passages, they connect what they have read
to their previous knowledge and personal experiences. Even though students with ASD may have
a wide variety of personal experiences, making connections with the reading material still poses
a challenge. Gaps in previous knowledge and the challenge of recalling those memories also
making creating connections a challenge; in fact, Louise noted, “I can sometimes think about
something I’ve done from reading something, but lots of times I just am trying to get done
reading it [the reading passage].” As previously mentioned, during a classroom observation,
Florence’s class was reading Connell’s “The Most Dangerous Game.” While this short story has
several parallels to current dystopian novels and films such as The Hunger Games or The Maze
Runner, Florence exhibited difficulty making connections to these common themes during a
whole-class discussion. Many forms of figurative language involve analogies and other
comparisons, and research showed that students with ASD have difficulty understanding these
non-literal representations (Kalandadze et al., 2019). Allusions, a form of comparison between a
reading passage and an historical figure, biblical reference, political event, or another literary
work, presented challenges for the participants. Quincy’s class was reading Capote’s “A
Christmas Memory” during the classroom observation, and an allusion was made in the second
paragraph of the story alluding the old lady in the story to President Lincoln—“ Her face is
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remarkable not unlike Lincoln's, craggy like that…”—but Quincy did not readily make the
connection to President Lincoln without assistance from the teacher.
Career Readiness Anxiety
Career readiness anxiety was a theme that is present in most high school students, but this
theme is quite present among students with disabilities. Some students with ASD do not feel
ready to compete in the world of competitive employment. Many of these students believe that
they are less qualified because of challenges with reading. Chester commented, “I wonder what
kinda [sic] job I’m gonna [sic] get if I can’t read too good [sic].” This anxiety about career
readiness and career opportunities was a clear concern among the participants; moreover, career
readiness is a concern of many young adults with ASD as communication and social skills
challenges sometimes limit employment options available for this population (Johnson et al.,
2020).
Reading in the Workplace
Not all jobs and career paths require post-college level reading skills; however, the ability
to read memoranda, rules, job specifications, and so on, are an important part of being
competitive in the workplace. Theodore noted, “I can read, sure, but I don’t wanna [sic] lose a
job because I don’t as good [sic] as the other guy.” During a classroom observation, Oliver’s
class was reading poems by Frost including “Mending Wall” and “Stopping by Woods on a
Snowy Evening.” The teacher overheard Oliver comment, “When am I gonna [sic] use this
poetry at work,” and the teacher promptly responded, “Perhaps not poetry, but reading skills are
important in any job.” Reading in the workplace is a skill covered in many career and technical
education classes throughout the Commonwealth of Virginia and students must pass a
Workplace Readiness Skills (WRS) test, based on the 21st century workplace readiness skills, as
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a graduation requirement (VDOE, 2022). When asked about the WRS test, Theodore stated,
“Yeah, I remember that test. It was freshman year. I passed that. The reading on that was okay
because it wasn’t like poetry; it was plain reading.” When asked to clarify “plain reading,”
Theodore continued, “You know, like reading everyday stuff like my truck’s owner’s manual—
‘real’ stuff.
Possibility for Advancement
Today, the workplace is becoming an unstable environment as inflation, layoffs, and
company closures continue to plague the post-COVID business world. In as much as many
students with ASD concern themselves about securing a job, many also worry about the
possibility of advancement in that job. Beatrice relayed, “I don’t want to be in the same job
forever because people think I’m not smart enough to do more.” Even before considering job
advancement, persons with ASD face many challenges in the competitive employment
community; in fact, from the application process to the hiring process, many persons with ASD
find themselves unable to secure competitive employment (Johnson et al., 2020). The data
showed that even though over 50% of adults with ASD have above-average intelligence, a small
percentage of those adults are employed; moreover, as the number of adults with ASD increases,
the need for improved employment opportunities will continue to grow (Johnson et al., 2020).
Lack of Self-Efficacy
As previously stated, self-efficacy focuses on a person’s belief that he or she can
complete a task; for example, the belief that one has the skills to read a recipe and bake a cake.
Students with ASD have a tendency not to believe in their abilities, and this negatively impacts
their feeling of self-efficacy. Quincy noted, “Sometimes I look at an assignment and I’m like
‘pfft’ I can’t do that—even though I haven’t tried it.” The lack of self-efficacy reciprocally
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affects motivation as each concept affects the other. Regarding reading comprehension, research
shows that inadequate motivation is a factor in reading weakness for students with ASD;
furthermore, research shows that this motivation is also affected by low reading skills but also
some of the defining characteristics of ASD (Alwahbi, 2021). Interviews, observations, and
document analysis support this theme of weak self-efficacy.
Feelings of Inadequacy
The stigma surrounding special education negatively affects many SWDs and exacerbates
feelings of inadequacy and helplessness; therefore, many of these students have difficulty
believing in their adequacy and ability to complete tasks. During a personal interview, Leonard
stated, “I feel like whatever I do, it’s not gonna be good enough. I want to do things; I just feel
like I can’t if I try.” While in a classroom observation, Beatrice’s class was reading Chapter One
in Hersey’s Hiroshima, and after completing page nine of the book, the teacher stopped to
review. The teacher asked Beatrice the question: “Who was Miss Toshinki Sasaki?” Beatrice
quickly replied, “I have no idea. I don’t get any of this.” When the teacher asked Beatrice to
explain what she did not understand, Beatrice replied, “I don’t know; I’m just dumb. Just ask
someone else.” As previously noted, document analysis showed that several participants
answered reading assessment questions with some form of “I do not know;” and this lack of
trying to compose a response further speaks to the lack of self-efficacy in the participants reading
comprehension abilities.
Negative Thoughts about Abilities
Several students with ASD question their current abilities and their ability to learn new
skills and concepts; in fact, several students have the desire to learn new skills but are afraid of
making mistakes or not having the capability of learning new skills. Oliver commented, “There

96
are lots of things that I would like to learn to do, but a lot of times, I just think what’s the use in
trying to learn new stuff.” During classroom observation, Chester’s class was completing a
handout on themes in Bradbury’s “A Sound of Thunder” and “All Summer in a Day.” One
short-paragraph question on the handout read: “Using the butterfly’s death as an example,
discuss the theme of preservation of nature in ‘A Sound of Thunder.’” While walking around the
room observing, I noticed that Chester wrote “I can’t do this!!!!!” on his handout in response to
the question. During her interview, Louise commented, “I get confused easy [sic] when I’m
reading. Doing questions gets hard for me, so I just stop.”
Outlier Data and Findings
During the research process, unexpected findings may arise that do not align with specific
research questions or themes. These outliers can provide additional information for further study
to determine the impact of the outlier data on similar research projects. There was an outlier in
the data regarding student feelings of inadequacy as related to student self-efficacy.
Outlier Finding #1
One participant in the study did not express feelings of inadequacy in any area of reading
comprehension or other skills. The feeling was that the participant was sufficient to do what was
needed and, therefore, did not care about others’ thoughts. Florence stated, “If I can do
something, great; if not, oh well. I don’t give a rip what people think about me.” Despite this
observation, many students, especially for those students with disabilities, seeking a positive
perception by their peers was an important part of their self-image and self-concept.
Outlier Finding #2
Research shows that many students with reading comprehension issues dislike reading
for school; moreover, this population seldom reads for pleasure. One participant in the study,
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while expressing difficulty with reading comprehension and decoding and disliking reading
textbook material, expressed a great interest in reading for pleasure books from topics of interest.
Archie noted, “I never read what’s assigned in the [text] book, but I always have a book that I’m
reading for myself.”
Research Question Responses
In collecting data on students with ASD, several factors were studied including reading
motivation, reading fluency, self-efficacy, and special cognitive needs. This information led to
the generation of three specific research questions. These research questions were designed to
describe existing conditions, describe phenomenon, assess the effectiveness of existing strategies
and policies, examine the relationship between the phenomenon and the participant, and focus on
new aspects of the topic (Barroga & Matanguihan, 2022).
Research Question #1
What are the lived experiences of students with ASD who experience reading
comprehension challenges? The participants’ perceptions of reading comprehension were
typically negative and reflected a dislike of reading due to the challenges faced with reading
comprehension. Theodore commented, “I only read the stuff that I have to. I don’t get most of
what I read, so I hate reading.” In the same manner, students with ASD generally stated that
they also have difficulty with reading fluency and understanding complex ideas such as
figurative language. Florence relayed, “Why don’t people just say what they mean? I don’t get
why they have to make it [reading passages] so complicated.” This research question was
supported by three major themes: frustration with reading, fear of asking for assistance, and
difficulty understanding complex reading skills. Additional support was provided by the subthemes of frustration of reading comprehension, frustration with reading decoding,
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embarrassment in asking for assistance, alack of time for additional assistance, figurative
language, and reading connections. The themes and sub-themes provided an authentic
description of the frustration that students with ASD experience in the classroom regarding
reading comprehension; moreover, the research showed that even though students with ASD
may ask for additional assistance or apply additional strategies on their own, there still exists a
frustration with reading comprehension.
Research Question #2
What are the perceptions of students with ASD regarding self-efficacy as it relates to
reading comprehension? The data showed that students with ASD question their ability to
complete reading tasks and, therefore, have a low sense of self-efficacy regarding reading
comprehension. Chester noted, “I know I have trouble reading, so I know that I’m gonna get
most of the questions wrong on the quiz.” Furthermore, Leonard explained, “It’s like I want to
do better at reading, but I know I can’t do it. I still don’t get it when people help me.” The major
themes of career readiness anxiety and lack of self-efficacy support this research question. The
research showed that students with ASD question their reading skills in the workplace and the
possibility of advancement based on their reading abilities. Feelings of inadequacy and negative
thoughts about their abilities also contributes to the lack of self-efficacy in students with ASD.
This self-concept negatively affects these students’ adequacy and further impacts self-efficacy.
Research Question #3
How do students with ASD perceive reading comprehension strategies tailored
specifically to the behavior and learning needs of students with ASD? The participants generally
believed that reading comprehension interventions were not successful; furthermore, the overall
perception is that teachers do not have the time to work individually with them to provide
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specialized assistance. Oliver noted, “I don’t like asking for help because teachers are already
busy, and I don’t want to cause more problems.” Archie commented, “They’ve [teachers] tried
some stuff to help me read better, but none of that stuff has done anything for me.” When asked
to elaborate on the types of strategies that his teacher has used, Archie replied, “They’ve tried
going over things with me again in class and in Resource. They also have gave [sic] me extra
worksheets to do and some [graphic] organizers to help me break things up.” The major themes
of frustration with reading and difficulty understanding complex reading skills directly address
this research question. The participants noted that they have been provided several reading
strategies by their teachers, but the participants also noted that these strategies were not very
effective. The majority of participants noted that figurative language was a specific issue and that
interventions to address this problem have been ineffective.
Summary
King Solomon exclaimed that it is better to gain wisdom than to gain gold and that
understanding is of greater value than silver (New International Version, 1978/2011, Proverbs
16:16). The data analysis process provided interesting findings that focused on several themes:
frustration with reading, fear of asking for assistance, understanding complex reading skills,
career readiness anxiety, and lack of self-efficacy. The frustration with reading further focused
on frustration with reading comprehension and reading decoding. The fear of asking for
assistance included sub-themes of embarrassment in asking for assistance and lack of time for
additional assistance. In understanding complex reading skills, figurative language and reading
connections proved to be important sub-themes. Career readiness anxiety included reading in the
workplace and the possibility for advancement. Lastly, the theme of lack of self-efficacy
advanced the sub-themes of feelings of inadequacy and thoughts about ability. Outlier findings
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provided unique insights into data analysis but did not overtly contradict the overall themes
discovered during data analysis. The research questions were answered based on the data
collected from the participants and the themes generated during data analysis.
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CHAPTER FIVE: CONCLUSION
Overview
The purpose of this embedded multiple-case study was to explore how students with
ASD in Virginia public high schools perceived reading comprehension and self-efficacy.
Bandura’s theory of self-efficacy guided this study; that is, as students believe in their abilities to
complete assignments and tasks, they will see greater academic progress and success (Bandura,
1986; Bandura, 1989). This chapter consists of five discussion sections, including an
interpretation of the findings, implications for policy and practice, theoretical and
methodological implications, limitations and delimitations, and recommendations for future
research.
Discussion
A number of students with ASD experience challenges in reading comprehension; in fact,
research shows that 51% of students with ASD scored at least one standard deviation below
average on reading comprehension assessments (Fajardo et al, 2021). This study was aimed at
continuing the discussion on reading comprehension in this population of students and offering
possibilities for changes and further research. In order to draw a more complete data collection,
personal participant interviews, participant classroom observations, and document analysis were
completed and analyzed for major themes and perceptions.
Interpretation of Findings
Through in-depth data collection and data analysis, I discovered five major themes in my
study. Students with ASD experienced frustration with reading, fear of asking for assistance,
difficulty understanding complex reading skills, career readiness anxiety, and lack of selfefficacy. Participants’ frustrations with reading focused on reading comprehension and decoding
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skills. The fear of asking for assistance concentrated on embarrassment in asking for help and the
lack of time for additional assistance. The difficulty in understanding complex reading skills
circled around figurative language and reading connections. Career readiness anxiety regarded
reading in the workplace and the possibility for advancement. Lastly, the lack of self-efficacy
was highlighted by feelings of inadequacy and negative feelings about abilities.
Summary of Thematic Findings
In the Book of Acts, Luke reminded the people that they must speak about the things they
have seen and heard (New International Version, 1978/2011, Acts 4:20). This scripture holds
true to the research completed in this study in that those data that were collected are given a
voice in their interpretation. A critical component of the research was interpreting the findings to
provide direction for future research and study.
Reading Comprehension. Research has shown that reading comprehension is a
challenge for many students with ASD; therefore, I wanted to explore the degree to which
students with ASD perceive these challenges. I was correct in predicting that students with ASD
would have a certain dislike of reading, and the data analysis helped solidify this theory. With
the exception of one participant, all other participants expressed a great disdain for reading and a
lack of continual improvement in reading comprehension skills. The data showed that the
participants acknowledged their challenges with reading comprehension; however, several
participants were either afraid to ask for help or determined that teachers did not have time to
provide additional help.
Reading Motivation. Reading motivation is an important facet of improving reading
skills. Regardless of previous reading skill or existing disability, reading motivation dictates the
degree to which a student is driven to read either for assignment or enjoyment. The interview
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process helped me realize that while many participants acknowledged their reading difficulties,
few were motivated to improve their reading skills either through their own strategies or through
the help of others. While most of the reward for reading is intrinsic, grades on assessments and
reading projects are a form of extrinsic motivation; however, neither of these driving forces
appeared to have much impact on the students’ overall reading motivations.
Analyzing Abstract Concepts. In addition to challenges with general reading
comprehension, the participants noted major difficulties in interpreting various forms of
figurative language. Several forms of figurative language focus on abstract thinking skills that
involve multiple-level interpretations, inferential thinking, and connective thinking. Many
students with ASD tend to be literal in their thinking patterns; therefore, abstract figurative
language presents a challenge to these students. Abstract comparisons, for example, require a
reach beyond the literal interpretation of a text to create an abstract connection. Thus, figurative
language is challenging for students with ASD who struggle with making basic reading
comprehension connections.
Self-Advocacy. The data showed that many students with ASD are afraid to ask for
assistance regarding reading skills. Not only do students face the fear of asking for help, but they
also assume that teachers do not have the time to help them. Both of these situations presented
themselves as a lack of self-advocacy; furthermore, students have the right to ask for additional
assistance without fear of embarrassment or inaction. Naturally, there are some students who will
simply say that a teacher did not have time to provide additional help as an excuse for not
completing their work; however, there are a few teachers who may tell students that they do not
have time to help them. The key, in this case, is that the teacher should find an amicable time to
meet with the student either during class or outside of class to provide additional assistance. This
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is an instance where a student must self-advocate and ask for the assistance that he or she
requires.
Peer-Mentor Relationships. Several students with ASD commented about strong
relationships with peers who help them with reading assignments and other such tasks. The peer
mentor relationships tended to have a student with ASD working with a friend or other student
who understood the material and was able to help the student without actually completing the
assignment for the student with ASD. There appeared to be less stress in these types of
relationships compared to teacher-student relationships or teacher-assistant-student relationships.
Perhaps these peer relationships seemed less instructional and more friend helping a friend in
nature; furthermore, in working with a friend, the student with ASD did not express the fear of
asking for assistance as with other requests for help.
Focus on the Future. There is excitement and disheartenment regarding the participants’
focus on the future as it relates to career readiness. First, it is exciting to see students thinking
about their future careers, especially since these students are at the age where secondary
transition becomes forefront of the IEP process. However, it is disheartening that, while several
of these students understand that they face reading challenges, few are actively trying to improve
their reading skills—either due to lack of effort or lack of self-advocacy.
Self-Efficacy. There appeared to be several facets involved in the students’ feelings of
self-efficacy. Factors such as bullying and ridicule, continual failure of assignments, and general
lack of progress and success played a large role in the lack of self-efficacy. Fellow students,
friends, parents, siblings, and even teachers may be the source of ridicule for students with ASD
who struggle with reading comprehension. Those who ridicule typically do not understand the
actual academic challenges faced by students with ASD. As students hear these negative
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comments and experience constant failure on assessments, these students question their abilities
to complete work and injure their sense of self-efficacy.
Implications for Policy or Practice
Reading comprehension is a topic that is critical to student success—both SWDs and
TDPs; therefore, implications for policy or practice may be far-reaching and applicable to all
school settings and students. The number of students diagnosed with ASD continues to increase
annually, and both veteran teachers and new teachers must be made aware of the everchanging
needs of this student population; furthermore, teacher and staff training are key components of
closing the gap between instruction and student needs (Gómez-Marí et al., 2021). Policy
applications may help educational stakeholders better understand and address the needs of
students with ASD regarding reading comprehension and other academic areas. Practice
initiatives may help teachers and other school staff identify student needs and provide best
practices to help with student success.
Implications for Policy
In the Commonwealth of Virginia, new teachers seeking licensure and those renewing
their licenses must successfully complete a dyslexia awareness course through the Virginia
Department of Education. There is not, however, a course for teachers regarding students with
ASD or other disabilities. Since many general education teachers complete only the basic classes
in special education during teacher certification programs, a course in disabilities may be prudent
to help all educators recognize and better understand the needs of this student population.
Individual school districts may consider internal or external professional development
opportunities for teachers and staff regarding all disability categories and specifically ASD. In
this regard, school districts may consider paying for teachers to complete these courses to
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increase participation in these programs and to invest in lifelong learning for teachers. Similarly,
school divisions may consider having special education teachers provide in-house professional
development for general education teachers on topics including disability categories,
accommodation description and provision, and strategies on specialized instructional
interventions.
Implications for Practice
While the implication of new or revised policies may be prudent, if these initiatives do
not include changes in practice, little is accomplished. Collaboration between general education
teachers and special education teachers has proven to be beneficial and the combination of
knowledge and practice has provided positive results; therefore, other schools and divisions may
benefit from collaborative models that drive content knowledge and practice knowledge to
higher degrees. Differentiation in the classroom is a key component to student engagement and
student progress as differentiation allows the practice to be provided on multiple levels for
multiple intelligences and learning styles; therefore, this practice, while a universally known best
practice, not all schools and divisions fully embrace the concept of differentiation either through
rejection of the idea or lack of knowledge about implementation procedures. Lastly, creating an
assistance model, perhaps similar to a response-to-intervention model, could help students who
are reluctant to ask for assistance gain the courage to seek assistance or can provide busy
teachers with a specific plan for providing additional assistance. I envision this assistance model
to consist of a tier-approach beginning with peer assistance methodology and becoming more
specialized based on the success of the tiered strategies. I see a level one assistance model
strategy engaging stronger performing peers to help struggling students with reading
comprehension and decoding. This assistance could take place during specified class time or
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during a shared study hall. Research shows that positive and engaging interactions between peers
may help struggling students become more motivated by seeing the motivational skills of their
stronger peers (Bippert, 2020). Level two assistance could involve the teacher using generalized
reading strategies to assist the struggling student, while level three assistance may involve
specialized reading strategies designed through collaboration between the general education
teacher and special education teacher to be implemented during a resource class. Lastly, the level
four assistance strategy could involve the student’s teachers as well as the division reading
specialist and the members of the RTI team. The main goal of the assistance model is to provide
struggling students with a means to obtain assistance inside and outside of the classroom with
fewer opportunities to feel embarrassed or to feel out of place asking for assistance during class.
Theoretical and Empirical Implications
This study explored reading comprehension and self-efficacy in students with ASD.
Previous research indicated that students with ASD experience challenges in reading
comprehension and other forms of literary analysis. This study confirmed much of the previous
research by compounding the fact that these reading comprehension challenges existed and
supported the need for additional support for students with ASD in this area of reading;
furthermore, previous research corroborated the fact that reading motivation is low in students
with ASD even though reading motivation plays a vital role in reading success. The research
showed that students with ASD have reading comprehension challenges that contribute to poor
academic performance and emerging literacy (Westerveld et al., 2017). Reading comprehension
is a process where readers gather information from what is read and use prior understanding to
understand the passage and make connections to the real world; furthermore, reading
comprehension is a skill that is critical for success in adulthood (Jackson & Hanline, 2020).
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Consistent with Bandura’s (1987) research on social cognitive theory, reading comprehension
plays a significant role in a person’s belief in their reading abilities and their ability to complete
the task (Gebauer et al., 2020).
This study helped extend previous research on reading challenges in students with ASD
by providing real-life experiences of students with ASD in their normal environments under
typical circumstances. Furthermore, the participants’ perceptions of reading, reading
comprehension, and career readiness helped provide additional areas for future research. This
study also helped extend the research in students’ insights on career readiness as it relates to
students with disabilities and their opportunities in the competitive workplace environment. The
themes of frustration with reading comprehension and career readiness anxiety support the need
to address the challenge of this population of student. Social cognitive theory states that most
learning occurs through personal experiences, observational learning, social interactions, and
environmental influences (Bandura, 1976); therefore, since the workplace environment provides
adults with these experiences, it is critical to prepare students with ASD for the competitive
workplace environment. The continued study of adults with ASD in the workplace is essential to
the success of this population given that only 20% of Americans with developmental disabilities
are employed (Burke et al., 2021).
This study added to the field of education by connecting previous perceptions of
traditional classrooms with contemporary classroom environment; that is, perceptions from
current students help to put into perspective how classrooms look today in comparison five, ten,
or fifteen years ago. There are several aspects of school life that are no longer covered by
textbooks—bullying, emotional stress, school safety, homelife violence and abuse, food
insecurity, for example—and the new realities of student life must be embraced as part of the
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complete education package. The data themes of fear of asking for assistance and lack of selfefficacy help support this aspect of student performance. Research shows that teenagers with
ASD have the lowest rates of independence within their peer groups and several of these students
lack the ability to make choices, set goals, self-monitor, and problem solve (Cheak-Zamora et al.,
2020; Shin & Johnson, 2021). Within the traditional classroom, reading comprehension issues
may begin in the earlier grades and exacerbate as the student continues through the grades; in
fact, letter recognition, decoding skills, and reading connections continue to be a challenge
throughout much of the student’s academic years (Davidson et al., 2018). I believe my research
would have been short cut if I used a different research method or even a single case study. The
embedded-multiple case study allowed me to research different individuals’ perspectives on the
same topic which provided parallel data on the research questions.
An interesting component of the multiple-embedded case study design was that it
provided me with not only perceptions of a student, but also provided me with perceptions from
other students. This provided me with the chance to review individual responses and to examine
how individual responses compared to those of others. The correlation between the students’
responses proved fascinating and made the data collection process exciting. By having multiple
participants relay similar information to certain questions, it became easier to justify theories and
make implications regarding the data. My design provided the chance to study my participants in
their natural environment to give me an understanding of the phenomenon encountered by the
participants (Creswell & Poth, 2018; Morgan et al., 2017; Yin, 2018). The key to this embeddedcase study was that I could examine the same research questions in different environments using
the same data collection methods (Goddard, 2010; Yin, 2018). Lastly, this case study design
allowed me to explore self-efficacy as a component of reading comprehension so that I could

110
better understand the different facets of reading. Future researchers may benefit from using this
design as it provided multiple insights into the research questions; that is, rather than offering
one set of data, this method offered nine perspectives on the same topic.
Bandura’s theory of self-efficacy was a driving force throughout this study, and the data
supported his theory with respect to student perceptions of their abilities affecting their progress
and success (Bandura, 1976; Daniel & Cooc, 2018). Several people do not understand the
concept of self-efficacy and confuse it with self-esteem or self-concept; however, self-efficacy
affects a person more deeply than self-esteem or self-concept because it is affected by and affects
motivation (Bandura, 1986; Becker et al., 2010). As the theory suggests, when a person believes
that he or she can complete a task, the more apt that person is to try harder to improve on that
which they have already accomplished; however, when a person doubts these abilities,
motivation wanes and effort subsides (Bandura, 1986; Becker et al., 2010).
My study further illustrated the need for additional research collaboration and
differentiation in the classroom. Collaboration in the classroom offers the general educator’s
content knowledge with the special educator’s expertise in serving students with learning
challenges. Research shows that collaboration in the classroom provides for additional student
engagement and greater content gains through the application of different learning strategies for
all students (Wanzek et al., 2020). Differentiation is a key component of the classroom
environment and collaboration; in fact, research shows that differentiation in the class supports
increased academic success (Denning & Moody, 2018). My research showed that students with
ASD are more engaged in classrooms that offer both collaboration and differentiation; moreover,
the participants expressed increased attention in these settings.
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Limitations and Delimitations
Delimitations are the limitations that the researcher sets to ensure that their research
objectives are possible to achieve but have the boundaries to ensure that the data in which they
are interested can be attained (Theofanidis & Fountouki, 2018). Delimitations for this study
included only selecting participants in high school aged 13 to 22 years, only selecting students
with ASD, and only selecting students with IEPs who receive special education services for
reading or language arts. The rationale behind including only students in high school aged-13 to
22 was to ensure that perceptions of students in the higher grades were included in the sample as
to provide information about self-efficacy and reading comprehension interventions to those
preparing to enter adulthood within the next four years. The study is based on the perceptions of
students with ASD; therefore, it was necessary to include only those students with ASD in the
study. Only students with IEPs who received special education services for reading or language
arts were included in the study because those students would have services provided to address
reading comprehension and language arts skills and would be able to offer insight into reading
comprehension interventions.
Limitations represent uncontrollable weaknesses in a research design that may influence
outcomes and conclusions of the research that may include gender, age, ethnicity, and
geographical location (Ross & Zaidi, 2019). Limitations for this study included participant
gender, ethnicity, and geographical location other than being located within the Commonwealth
of Virginia. While a 50% male and 50% female ratio would have been ideal for the study, this
was not controllable based on the available participant pool. Similarly, while I desired an
ethnicity breakdown of 33% Caucasian, 33% African American, and 33% other races, the
available ethnic pool was uncontrollable. Lastly, even though the geographic area included the
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Commonwealth of Virginia, the actual areas within the Commonwealth were uncontrollable
based on the available sample pool. The limitations may have created minor deviations from the
original plan, but since qualitative research is given to adaptability within the design (Babchuk,
2019), the overall integrity of the design remained solid throughout the study.
Recommendations for Future Research
Conducting future research is an important part of honoring God; in fact, it was King
Solomon who urged people to not withhold good from those who deserve it, especially when you
have the power to do so (New International Version, 1978/2011, Proverbs 3:27). While there has
been a recent increase in research for children with ASD, continued research in reading
comprehension in students with ASD is crucial for academic success in this student population.
In this regard, one of the main future goals surrounding children with ASD is examining how
early development and potential regression—the loss or lessening of learned skills—provide
opportunities for students with ASD to cope with their challenges earlier in their education
(Boterberg et al., 2019). Future research is necessary in the areas of early identification of ASD
in children, research-based interventions designed to target academic challenges in students with
ASD, and a systematic curriculum to increase reading comprehension in students with ASD.
Future research in the identification of children with ASD is crucial to early intervention
for this student population. Research-based interventions to help students with ASD excel in
reading comprehension have been researched; however, there are many gaps in the
understanding of this phenomenon that must be addressed; furthermore, these gaps include
tailored reading instruction based on the individual needs of the student and supporting skills and
accommodation necessary to increase student reading comprehension (Arciuli & Bailey, 2021).
New research can always bring new knowledge, and while qualitative studies have been
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completed on similar topics, a quantitative study on reading scores in students with ASD would
help educators better understand the deficiencies in reading comprehension so that those
challenges could be addressed.
Another opportunity for future research involves studying the impact of providing an
English curriculum that focuses on employment reading; that is, reading for understanding and
comprehension of work-related materials rather than only classic literature, for example. A study
could be completed to see if student perceptions were less fearful of competitive future
employment if an English class focused on a vocational or workplace curriculum were provided.
Conclusion
This study has been a journey both in educational knowledge and perseverance. Samuel
noted that people should inquire of God if our journey will be successful; furthermore, he noted
that the priest stated that our journey has the Lord’s approval (New International Version,
1973/2011, Judges 18:5-6). The research process gave me the opportunity to explore student
perceptions, but it also afforded me the chance to review my own practices and perceptions
regarding general education, special education, and the needs of all students. Completing this
journey has sparked in me a desire to conduct additional research on all students with special
needs and to help educational stakeholders find ways to encourage student progress and success;
additionally, I will continue to learn new concepts and ideas as part of being a lifelong learner. It
was King Solomon who encouraged the wise to hear and to increase in learning (New
International Version, 1973/2011, Proverbs 1:5-6), and that is what I plan to accomplish.
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