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Introduction

Dear readers,
you have the opportunity to read the twentieth issue of Journal of Exceptional People 
(JEP) which has just now been celebrating ten years of its existence in both written 
and on-line form. During that time, JEP has become a respected and appreciated 
journal which has gained the recognition and respect of both non-professional and 
professional public and has become part of many indices of academic journals on 
social sciences and humanities. During that decade, JEP had the honour of gaining 
indices of ERIH Plus, Ulrichs Web, Index Copernicus International, Bibliographia 
Medica Čechoslovaca, Central and Eastern online Library, Open Academic Journal 
Index and List of Impact peer-reviewed journals. Consequently, JEP has gained its 
place among highly respected similarly oriented journals which focus on the area of 
“exceptional people” within a special educational semantic context, that is to say, on 
our fellow citizens with above-standard social needs stemming from their disabilities. 

Journal of Exceptional People was established in 2012 as a product of the De-
partment of Special Education and was designed as a platform for both non-pro-
fessional and professional public. An editorial staff  and a general scientifi c council 
comprised of ten world’s universities cooperate to prepare and edit thematically 
target-oriented contributions that are thoroughly reviewed and subsequently pub-
lished. JEP brings scientifi cally oriented articles giving not only the details of research 
realised but also summarizing studies dealing with detailed analyses of selected spe-
cial educational areas. Every issue is regularly concluded also with book reviews. 

During the last decade, JEP gained contributions from all seven continents, with 
the exception of Antarctica. It is not surprising that most of them came from Europe, 
followed by Asia with a relatively high number of Chinese contributions and Africa 
on the third place with contributions coming exclusively from Nigeria. 
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Our editorial staff  highly appreciate also articles on the professional special peda-
gogy which we gained from relatively unknown and distant places (not only from 
a geographical point of view but also in terms of special pedagogical one). Among 
such contributions, our readers surely found interesting the article from Lithuania, 
however the articles from Indonesia, Ukraine, Brazil, Kazakhstan, Japan, Indie or 
Kenya were also highly interesting. 

Taking into consideration the vertical classifi cation of sources of the contributions 
in terms of contributors’ workplaces, we can state that also here we noticed a wide 
spectrum of various institutions, schools and educational establishments. During the 
decade under review, our editorial staff  received articles not only from elementary 
school teachers, secondary school teachers and university teachers but also from 
workers of special education centres, counselling offi  ces or healthcare establish-
ments. One of the Nigerian contributions was even sent from Nigerian Ministry of 
Education. 

Also in this issue, we continue with publishing variously oriented professional 
articles dealing with inclusion, specifi c learning disabilities, therapies and other to-
pics that will surely be appreciated by perceptive readers and that have the inspiring 
potential for their own special educational work.

Pavel Svoboda, Jan Chrastina, executive editors, JEP
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The multi-faceted identity of the Special 

Educational Needs Coordinator (SENCO) 

in an English Primary school as 

an administrator, teacher, manager and leader

(overview essay)

Andrew Smith

Abstract: Th is review paper is the fi nal one in a series of three which critically refl ect 
upon the role of the Special Educational Needs Coordinator (SENCO) in English pri-
mary school settings. Its focus is on the SENCO’s ‘place’ in the school in the context of 
their professional identity and multiple-role as a teacher, administrator, manager and 
transformative leader.

Keywords: Special Educational Needs Coordinator (SENCO), leadership, manager, 
administrator

1 Introduction

Th is review paper follows on from two previous papers on the English primary school 
Special Educational Needs Coordinator (SENCO) (Smith, 2020 and Smith, 2021) 
and is designed as a companion piece. It identifi es key issues around how a SENCO 
usually has to take responsibility for a range of other whole-school functions, in-
cluding class teaching, in addition to their SENCO duties; by how their status as 
transformational leaders is acknowledged and encouraged by their headteachers and 
school governing bodies and how the sheer volume of their professional work creates 
signifi cant diffi  culties related to their work-life balance and well-being. 

1.1 Aims

Th e aim of this review paper is to further explore the role of the English mainstream 
school SENCO, their responsibilities, their multiple roles and their key duties in rela-
tion to managing and leading provision for Special Educational Needs and Disabi-
lities (SEND) across their school community. Th is paper is designed for comparative 
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study into the management and leadership of provision for Special Educational Needs 
and is open to critical interrogation and commentary.

1.2 Context

Th e Department for Education/Department for Health (2015) Code of Practice for 
Special Educational Needs: 0 to 25 years, states that the Governing bodies of main-
tained mainstream schools and the proprietors of mainstream academy schools 
(including free schools) ‘must ensure that there is a qualifi ed teacher designated 
as SENCO for the school’ (p. 97). In their position within the school, the SENCO 
became central to the policies, provision, funding and practices related to meeting 
the needs of pupils with SEND. In the DfE/DH (2015) Code of Practice it states that 
the SENCO should be provided (note: not must be provided) with suffi  cient time and 
resources to carry out their role. All maintained schools, academies and free schools 
accept that they must have a named person as the SENCO (Cowne et al., 2015), 
however many SENCOs are also full or part-time teachers and these responsibilities 
are additional to their normal class-teaching (primary school) or subject teaching 
(secondary school) work-load. Th is dual identity is diffi  cult to defi ne as the SENCO 
job and role are both embedded within their identity as, fi rst and foremost, a teacher; 
but this is not just specifi c to SENCOs as other teachers in primary schools combine 
a range of duties with their whole-class teaching commitments. 

2 Methods

(a) Diff erentiating ‘Power’ and ‘Leadership’ in a School

English schools are, in the main, still fairly hierarchical structures with systems of 
status and power. Mullins (2005) defi ned ‘power’ at a broad level and stated that 
‘power can be interpreted in terms of control or infl uence over the behaviour of other 
people with or without their consent’ (p. 843). However, the diff erentiation between 
domination, as identifi ed by Mullins, and strong leadership which is motivational 
and empowering sits at the heart of what it means to be an eff ective strategic leader, 
a key component within both a headteacher’s and a SENCO’s role in the school.

In much of the research and literature relating to management and leadership it 
has been identifi ed that eff ective leaders are those individuals who have the ability to 
direct, infl uence and motivate others, communicate eff ectively and work in collabo-
ration to achieve an organisation’s goals (Kotter, 1998; Mullins, 2005; Owen, 2009; 
Northouse, 2013). Before an appraisal of the SENCO as a leader can be made, there 
is the need to briefl y explore the issues relating to the power-relationship between 
SENCOs and their headteachers and the SENCO’s underpinning role as a teacher.
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(b) Power-relationships and the Special Educational Needs Coordinator 

as a ‘good Teacher’

Wilding (1997) explored teacher professionalism from the position that all teachers 
have deeply held values which shaped how they performed their varied roles and that, 
due to the deeply personal nature of teaching, professional refl ection can be emotively 
interrelated with the teacher’s individual persona. Sammons et al (2007) presented the 
view that identity should not be confused with role as it is how teachers self-defi ne 
and defi ne themselves to others, however Mayson (2014) stated that identity and 
career are oft en intrinsically intertwined with the job feeling like an integral part 
of who a person is and how they defi ne ‘self’. Sikes (1985), Ball & Goodson (1985) 
and Huberman (1993) all agreed that this structure of identity evolved and changed 
over time and over the duration of a teacher’s career in unpredictable ways as va-
rious factors, incidents and happenings impacted upon it. Primary school SENCOs 
view themselves as teachers fi rst and specialists (the SEN coordination part of their 
work) as a secondary/specialist function which they have to do alongside their class 
teaching; anecdotal evidence gained through informal conversations with SENCOs 
seems to indicate that they are not always happy as they feel that both roles are time-
consuming and challenging with a lack of time available to do either role well. As 
a result, their view of themselves as eff ective/good teachers is aff ected by this careful 
‘balancing act’ between teaching and SENCO duties where time is a fi nite factor. 

Th e vision of what constitutes a ‘good’ teacher and of a ‘vision’ for teaching is signifi -
cantly infl uenced by governmental comment and direction and so, the De partment 
for Education still maintains a strong monitoring role in regard to research in educa-
tion as they stated, ‘We need to know how well the profession is adapting to the chal-
lenges of a changing education system.’ (DfE, 2013. p 8). Th is was a laudable statement 
but it must be viewed alongside statements such as those previously made by Her 
Majesty’s former Chief Inspector for Education, Chris Woodhead who wrote in his 
annual Ofsted (2000) report for 1998/99: 

‘We know what constitutes good teaching and we know what needs to be done 
to tackle weaknesses...Why then is so much time and energy wasted in research 
that complicates what ought be straightforward...If standards are to continue to 
rise we need decisive management action, locally and nationally, that concentrates 
attention on the two imperatives that really matter; the drive to improve teaching 
and strengthen leadership...Th e challenge now is to expose the emptiness of edu-
cation theorising that obfuscates the classroom realities that really matter.’ (p. 21)

It seemed that Woodhead attempted to control any dissent through his use of emo-
tive and negative language. Educational research and theorising were targeted as 
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being a restrictor rather than a facilitator unless it was purely focused on what he 
con sidered to be the only things which mattered. Th is attack on ‘educational theo-
rising’ was adopted by the former Education Secretary Michael Gove in his blanket 
attack upon university departments of education and the academic staff  who worked 
within them, calling them guilty and responsible for the failure of poor educational 
performance in children over the years (Gove, 2013). 

Th is view of educational research linked to teacher eff ectiveness was fi rmly bound 
up within a greater package of policies and practices systematically pursued by the 
Government which were the product of a well-developed, Right-Wing, market-led 
ideological position (Bartlett and Burton, 2010). However, the research priorities 
listed by the Department for Education in 2013 included key questions relating to 
leadership:
• What are the most eff ective models of leadership in the school system?
• How are those models of system leadership delivering improvements to the quality 

of teachers and teaching?
• How do diff erent models of leadership succeed?
• Is there suffi  cient supply of school leaders? How eff ective are the mechanisms 

which support supply?
• How are school leaders using their freedoms to employ and deploy teachers dif-

ferently, and what is the impact of doing so?’
 (p. 10)

Although seemingly focused on school leadership and the role of the headteacher, 
these questions are completely transferrable to the SENCO.

3 Results and Discussion

3.1  SENCOs as School Leaders: A mis-match between their training 

and what happens in practice in their schools

‘Leadership’ appears as an area of expertise presented in the Teaching Agency’s (2009) 
National Award for SEN Coordination learning outcomes which shape the legal 
contract for what a SENCO has to do according to legislation, linked with a required 
understanding of theory and how it relates to practice in both managing and stra-
tegically leading SEN provision. Training, delivered by approved accredited organi-
sations, using the National Award for SEN Coordination learning outcomes, was 
(and still is) the main procedure where new SENCOs are introduced to the frame-
works which forge their professional role. Th e aim is for the SENCO to carry these 
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frameworks forward, to explore them and then develop them in their own practice. 
Th is compulsory training also encourages SENCOs to adopt strategic leadership 
approaches in their schools. However, it is understood that the vision and priori-
ties of each individual headteacher and the organisational culture of their schools 
could negatively impact upon a SENCOs’ own ability to work with some degree of 
autonomy and act with infl uence as a policy-maker. Th us, some SENCOs would only 
be able to engage in a veneer of the role, operating on the periphery of the school 
if their vision for developing provision for special educational needs did not match 
the headteacher’s priorities for the whole school. Th is situation has the potential to 
undermine the professional identity of the SENCO as their personal interpretation 
of ‘self-in-role’ becomes determined by others who occupy power-positions within 
the school. Williams (2002) made the point that, 

‘the notion of top-down decision-making processes – autocratic – is mainly re-
served for labour-intensive industries. In schools the notion of the leader as sole 
decision maker should now be virtually obsolete. Even in the case of headteach-
ers who appear to make only autocratic decisions, it is immediately the result of 
multiple input from senior and middle management layers.’ (p. 26)

However, the experiences of many SENCOs who do not have the status as members 
of the senior or middle management layer in their schools are determined by this 
imbalance of power.

3.2  The Identity of the SENCO as both Leader and Manager: 

Theorising Leadership and Management in the school 

Leithwood and Riehl (2003) stated that most theories of leadership suggest that 
leadership cannot be separated from the context in which it is exerted with leader-
ship being contingent on the setting, the nature of the organisation, the goals being 
pursued, the individuals involved, the resources and the timeframe with almost all 
of the defi nitions of leadership having the underpinning concept of ‘future direction 
and moving the organisation forward.’; strategic leadership being seen as ‘a process 
and a perspective as much as being about a plan and outcomes’ (p9). In this context, 
leaders are oft en seen as those who inspire and motivate and managers as those 
who implement and oversee the tasks and duties imposed by the executive function. 
Davies (2009) recognised this in the fi eld of education when distinguishing leader-
ship from management:

‘Leadership is about direction-setting and inspiring others to make the journey 
to a new and improved state for the school. Management is concerned with ef-
fi ciently operating in the current set of circumstances and planning in the shorter 
term for the school.’  (p. 2) 
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Davies expanded this idea further by identifying that leadership was not set in isola-
tion but was set in the context of the whole school, it not being just the provenance of 
one individual but of a group of people who provided leadership, support and inspira-
tion to others in order to achieve the best for the children in their care. Leader ship 
in this context is to do with relationships with leadership being a communal process. 
Wheatley (1992) stated that, ‘Leadership is always dependent on the context, but the 
context is established by the relationships we value’ (p. 144) with a Relational Lead-
ership Model focusing on creating a process informed by inclusion, empowerment 
and purpose, undertaken in an ethical manner. 

But what happens if the school does not operate such a collegiate approach and 
only restricts the leadership function to a small number of senior staff  directed by the 
headteacher (or Chief Executive if it is an Academy Trust)? Th is could create potential 
tension, or a mismatch, if a SENCO with their own set of ethical factors driving their 
Psychological Contract (their own idea of what is best for the pupils they teach; in 
short, the SENCO’s own set of values, knowledge and empathy) contrasts with the 
organisational school culture as determined by the headteacher and governors, if the 
school is a particularly hierarchical organisation which imposes its culture/ethos on 
the whole learning community in regards to admissions, behaviours, further profes-
sional training, the support and working conditions of the staff , the content of the 
curriculum and how it is taught and assessed. Th is could lead to a working atmos-
phere which damages professional relationships, as considerable diffi  culties might 
emerge in that the intellectual capital of its staff  could narrow so much that the school 
would not be able to adapt eff ectively. Winch and Gingell (2009) posed the question 
whether authority for educational leadership should be collective or individual and if 
it could actually allow for any ‘charismatic leadership’, arguing that school leadership 
required someone who ‘embodies a certain amount of charisma and that ‘collegiate 
governance is ill-suited to the emergence of such a person’ (p. 114) while Mortimore 
et al. (1998) and White and Barber (1997) discussed whether collegiate leadership 
(which is frequently interpreted as a process/model where a team works, plans and 
delivers together in a supportive relationship with a set of shared values towards 
a shared vision) can be inter-related with such a charismatic form of leadership.

Th is model of charismatic leadership has been teamed with the theory of trans-
formational leadership (Bass and Steidlmeier, 1999; Hunt, 1999; Conger, 1999) where 
followers are infl uenced and motivated by the leader making events meaningful 
through the use of praise and rewards in order to create an environment where peo-
ple make self-sacrifi ces, commit to diffi  cult objectives and achieve more than was 
initially expected. Bass (1985, 1988) and Bass and Avolio (1993) stated that trans-
formational leadership contains four components: Charisma or idealised infl uence 
(the setting of high ethical/moral standards); inspirational motivation (providing 
challenges and meaning for engaging in shared goals and undertakings); intellectual 
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stimulation (a dynamic process of vision formation, implementation and evalua-
tion); and individualised consideration (where the leader treats each person as an 
individual and provides coaching, mentoring and opportunities for development). 
By adopting these four components people identifi ed with the charismatic leaders’ 
aspirations and wanted to follow them. If the leadership is transformational, where 
leaders and followers do not follow their own self-interests, high standards are set 
together with a strong ethical and moral underpinning (Kanungo and Mendonca, 
1996). Donalson and Dunfee (1994) saw the core of the moral legitimacy of trans-
formational/charismatic leadership depending on the granting of the same freedoms 
and opportunities to others that the leader claims for his/her self, on having integrity, 
on keeping promises, distributing what is due and employing valid and appropriate 
incentives in a transparent and honest manner. Howell and Avolio (1992) stated that 
leaders, no matter how ‘charismatic’ they were, could not be true transformational 
leaders if they were only concerned about themselves; if this was the case such ma-
nipulative or deceptive behaviours created what Bass and Steidlmeier (1999) called 
‘pseudo-transformational leaders’ (p. 186) resulting in destructive outcomes and an 
abuse of power in organisations. Howell and Avolio (1992) further stated that au-
thentic transformational leaders needed to be committed to a code of ethical conduct 
supporting an organisational culture with high ethical standards. 

So, how does this impact on the SENCO particularly when the current compulsory 
SENCO training is geared towards moving the SENCO from a teaching role into 
a strategic, transformational leadership role? Perhaps this strategic leadership role and 
how it relates to the management function inherent with the SENCO range of respon-
sibilities does need ‘unpacking’ in this context. A clarifi cation between mana gement 
as an established discipline with a separate body of functions as distinct from the 
application of the principles of leadership is important to explore as the comparison 
between leadership and management forms a signifi cant and on-going discussion 
amongst those researching and writing in the fi eld (Northouse, 2004; Kotter, 2011; 
Kotterman, 2006). Th ere has always been a diff erence of opinion, for example Mintz-
berg (1990) defi ned a manager and a leader as one and the same whilst Bass (1990) 
provided a more fi nely balanced and transmutable relationship,

‘Leaders manage and managers lead, but the two activities are not synonymous…
management functions can potentially provide leadership; leadership activities 
can contribute to managing. Nevertheless, some managers do not lead, and some 
leaders do not manage.’ (p. 383)

Northouse (2013) described the process of management as a function which was 
primarily designed to produce order and consistency in an organisation. He further 
sub-divided management into planning and fi nance/budgeting with setting timeta-
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bles and allocating resources, organising and staffi  ng relating to deployment/placing 
of staff , providing structure/establishing protocols and problem-solving through 
generating incentives/creative solutions and taking action. Leadership and manage-
ment seem to have a signifi cant overlap as they both involve infl uencing and working 
with others with eff ective goal management and planning as key factors, so how are 
the two distinguished? Northouse (2013) presented a comparison of management 
and leadership competences in the form of a table:

Table 1: A Comparison of Management and Leadership Competences

Management Produces Order & Consistency Leadership Produces Change & Movement

• Planning and budgeting
• Establishing agendas
• Setting timetables 
• Allocating resources

• Establishing direction
• Creating a vision
• Clarifying the big picture
• Setting strategies

• Organising and staffing 
• Provide structure
• Making job placements
• Establishing rules and procedures

• Aligning people
• Communicating goals
• Seeking commitment
• Building teams and coalitions

• Controlling and problem solving
• Developing incentives
• Generating creative solutions
• Taking corrective action

• Motivating and inspiring
• Inspiring and energize
• Empowering subordinates
• Satisfying unmet needs

Aft er Northouse (2013. p. 10)

In Northouse’s model there is a clear diff erence between management and leadership 
but the overlap is equally clear particularly where managers are engaged in infl uenc-
ing individuals and groups to meet specifi c goals but motivating others is perceived 
as being a competency within the ‘leadership strand’. Similarly, when leaders are 
engaged in planning, organising and controlling they perform functions within the 
‘management strand’; all competences across both strands involve, to a lesser or 
greater degree, infl uencing people. Th ese competences are theoretically embedded 
within every management role within a school and sometimes appear as key respon-
sibilities within SENCO job descriptions and are all essential factors in getting things 
done eff ectively and effi  ciently.

In a wider school context, Hardy (1984) identifi ed that there are general principles 
of management which can be applied to all organisational settings. Th is is particularly 
apt in the current educational climate which has been developing since the re-emer-
gence of the Capitalist market in English education from the 1980s (Gunter, 2001) 
with headteachers now being responsible and accountable for resourcing, attracting 
income streams, attracting ‘customers’ (i.e. pupils) and for establishing a distinc-
tive presence, even ‘brand’, in an increasingly competitive marketplace where Local 
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Authority (LA) responsibility and infl uence is being ‘rolled-back’ in favour of private 
enterprise running Academy Trusts and their equivalence, including Free Schools. 
Gunter (1997) presented the view that it was private sector management in educa-
tion which determined to shift  the identities and behaviours which underpinned 
the growth of leadership in educational settings and which led to the enhancement 
of performance leadership 

Th is shift  from educational to performance leadership did have a signifi cant im-
pact on SENCOs’ realisation of the management function inherent within their role 
set within the concept of performativity (Marshall ,1999; Ball ,2000, 2003 and 2010; 
Perryman, 2006 and Murray,2012). Th e daily behaviour of the SENCO based on 
the social norms and habits within their school involves management as a practical 
activity as it is an integral part the successful operation of the school. It is also about 
operationalizing strategy at diff erent levels of behaviour from classroom, to middle to 
senior management, the SENCO having to work at all of these levels. Mullins (2005) 
called management the cornerstone of organisational eff ectiveness as it is concerned 
with arrangements for ‘the carrying out of organisational processes and the execution 
of work’ (p. 34). For a SENCO this would mean planning, provision management, 
managing people (e.g. teaching assistants), constructing in-house training, overseeing 
administrative and tracking operations, manipulating budgets, resource procure-
ment, monitoring teaching and establishing/maintaining relationships with external 
agencies/parents and evaluating practice. Th ese are all activities and factors for action, 
which Bell (1999) identifi ed as management actions which needed underpinning by 
educational values and guidelines on how to behave as leaders and managers.

Th is is further complicated by the subjectivity of each SENCO’s perceptions about 
his/her professional role which infl uences the levels of autonomy available to them, 
the ways in which they respond (Vincent & Warren, 1997) and how the SENCO role 
infl uenced their identity and concept of self (Haslam & Reicher, 2005). However, this 
is not the sole causal link between individual perception and autonomy as this is only 
one aspect of what allowed for autonomy, the key aspect being how the school is led 
by the governors, headteacher and senior leadership team.

Perhaps another diffi  culty in enabling the SENCO to develop an identity as a spe-
cialist and a school leader with a level of autonomous freedom is through the profu-
sion of texts and literature/sources designed to help the new SENCO; the diff erences 
between job and role and manager and leader are blurred: Edwards (2016) mentioned 
SENCOs as ‘whole-school movers and shakers’ (p. 84) but then wrote about them 
as ‘managers of relationships’ (p. 85) and managing the training and deployment of 
additional adults. Sydney (2010) provided a SENCO competency checklist which 
contained a suggested audit for things such as refl ecting on practice or as a basis 
for a performance management conversation, the list provided a useful collection 
of administrative and management tasks/duties but nothing relating to specifi cally 



16 Articles Journal of Exceptional People, Volume 11, Number 20, 2022

leading SEN provision within the school. Cowne (2015) provided a wealth of useful 
information for SENCOs, particularly relating to supporting teaching colleagues and 
running the Teaching Assistant team, some mention of leadership was made but this 
was consumed within an overriding accent on management. Shuttleworth (2000) 
meshes management and leadership together but only presents and discusses the 
management functions of the SENCO role. Ekins (2012) helpfully draws attention 
to the learning outcomes of the National Award for SEN Coordination but does not 
expand on the sub-section relating to ‘Leading, developing and supporting colleagues’ 
(p. 189–190) and NASEN’s (2015) SEND handbook provided in-depth guidance link-
ing the SENCO function and the positive actions of the school to comply with the 
legislative requirements of the 2015 Code of Practice with no (or very little) mention 
of the SENCO as a leader. 

3.3 The SENCO as an Administrator

If the relationship between management and leadership within the role presents 
some confusion for a SENCO perhaps this multi-identity is further complicated by 
adding a third factor, the SENCO as an administrator creating an inter-relation of 
leadership, management and administration within the wider fi eld of being a teacher. 
Th ese three parts are inter-linked and inter-woven and cannot be separated but with 
the understanding that, at diff erent times, one factor may have more relevance than 
another. Although related to headship this multi-role does have pertinence for the 
SENCO, the implication is that a SENCO engages in all three functions as they are 
permanently inter-related and executed at the same time. Th is model provides a good 
example of the SENCO role with the ‘administrative’ nature of the third sector (when 
done effi  ciently) providing a signifi cantly positive eff ect on morale and attitudes 
within the school. However, being a good administrator is not essential to being 
a good SENCO, but understanding what is good administration and the ability to 
ensure that the right staff  and systems are in place are essential. Th e SENCO needs 
to have had signifi cant experience in dealing with the administrative function as it 
underpins planning and action.

Now that this third factor (the SENCO as administrator) is introduced, the role 
of the SENCO can be summarised in the form of a diagram.
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Leadership

(the ‘vision’ and
inspiring others) 

Administration

(supporting 
the management 

function) 

Management

(getting ‘things 
done’ to achieve 

the vision) 

Figure 1: Th e inter-relation of Leadership, Management and Administration: Illustrating the 
SENCO role

3.4 The SENCO as a ‘Changemaker’

At its most strategic level the SENCO leadership function involves forming a vision 
for special educational needs provision within the overall vision for the school based 
on values relating to the aims and purposes of education and then transforming all 
of this into signifi cant and eff ective action. Bell (1999) advocated that leadership 
involves the articulation of this vision and its communication to others and argues 
that the prevailing dichotomy between leadership and management is inappropriate 
in education because they are fundamentally linked together in schools where school 
leaders have to balance being assessed on their compliance with central government 
requirements with their emergence as transformational change-makers. If this is per-
ceived to be done eff ectively, leadership across the school at all levels can be then as-
sociated with those who can bring about this change; Sergiovanni (2001) stated that. 

‘Equating leadership with change is an idea that fi nds its way deep into the edu-
cational literature. In today’s world it is the leader as change agent who gets the 
glory and the praise. But leadership should be regarded as a force that not only 
changes, but protects and intensifi es a school’s present idea structure in a way 
that enhances meaning and signifi cance for students, parents, teachers, and other 
locals in the school community. Th is enhancement provides a sense of purpose, 
builds a culture, and provides the community connections necessary for one to 
know who she or he is, to relate to others, and to belong. Th ink of leadership force 
as the strength or energy brought to bear on a situation to start or stop motion or 
change. Leadership forces are the means available not only to bring about changes 

Set within the fi eld 
of being a teacher 
in the school
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needed to improve schools, but to protect and preserve things that are valued. 
Good heads, for example, are just as willing to stand fi rm and to resist change as 
they are to move forward and to embrace change.’ (p. 44–45)

Here, Sergiovanni presents a positive model for inspirational leadership in schools 
rather than the model where headteachers are viewed as transforming the school 
through employing approved and measurable outcomes which are legitimised 
through offi  cial documentation and legislation. Th is narrow ‘performativity-driven’ 
leadership model creating a political goal where the power lies in the hands of a lead-
ership elite rather than in a collegiate sharing of leadership structures and goals 
which sit at the heart of a transformational leadership model supporting and pro-
tecting a valued school culture even if it means the headteacher resisting imposed 
political/ideological change. If leadership at the strategic level involves the move-
ment of the school’s vision into aims and long-term plans it is at the organisational 
level that the strategic view is translated and modifi ed into medium-term objectives 
with a delegation of responsibility for decision-making, implementation, review and 
evaluation. Th is, in turn, drives activities at the managerial/operational level where 
resources are deployed and used, tasks are completed and activities are coordinated 
and monitored. Bell (1999) stated that these three levels of management: strategic, 
organisational and operational must work in harmony towards a common purpose 
which can only happen if the values and vision are shared by all members of the 
school community. 

Th is model of leadership/management relationship between the headteacher and 
the SENCO was set out in both the DfE (1994) and DfES (2001) Codes of Practice 
with authors such as Griffi  ths (2001) and Jones, Jones and Szwed (2001) picking 
out the management nature of most of the SENCO’s responsibilities. Cowne (2000) 
stated that the SENCO may be a catalyst for change but change cannot be expected 
without the full support of the headteacher as many SENCOs were not (or did not 
feel to be) empowered to become involved in policy and resourcing issues. ‘Th ey may 
not have access to information or feel they can ask. In these cases the strategic SEN 
coordination is in the hands of the head and governors.’ (p. 15)

Cowne’s comment was made over twenty years ago so a key question arises if this 
is still the case? A range of research studies over the following years report that this 
situation remains still prevalent in schools (Smith and Broomhead, 2019; Pearson, 
2013; Hallett and Hallett, 2010; Szwed, 2007; Kearns, 2005) while Layton (2005) 
commented on school leaders who were,

‘ten years aft er the 1994 Code of Practice, still failing to invest appropriately in 
their SENCOs. Th is was evident wherever SENCOs did not have control of bud-
gets, where they had limited authority in relation to school policies and where 
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they felt isolated because their purpose was either erroneously or wilfully misun-
derstood. Most especially, however, the greatest barrier to achieving their moral 
purpose as SENCOs was identifi ed as not being a member of the senior leadership 
team.’ (p. 59)

Liasidou and Svensson (2014) stated that SENCOs are positioned as having a strategic 
role in leading and coordinating SEN provision across schools and that they have 
been increasingly seen as the ‘enforcers’ of transforming change, as they are expected 
to lead a whole school process of development and change with a view to responding 
to the needs of students designated as having SEN/D in inclusive mainstream set-
tings.’ (p. 2) But this concept of the SENCO being expected to be a strategic lead for 
a whole-school process of development and change is not fully realised in practice 
as being empowered to be transformational/strategic leaders is inconsistent across 
schools. Th is was highlighted by Tissot (2013) who believed that the lack of SENCOs 
on school leadership teams, ‘is stifl ing the vision of the role as well as its implemen-
tation in practice. Th is constrains the good work that SENCOs can do, and instead 
keeps this group of skilled practitioners immersed in paperwork.’ (p. 39)

3.5  The SENCO as ‘free or captive’: Advocating a collegiate approach 

to leading and managing.

SENCOs have the responsibility for the day-to-day coordination of provision for 
learners with SEND and supporting other members of school staff  in their continu-
ing professional development (CPD) in the fi eld of SEN; both of these form part of 
the SENCOs’ ‘vision’ for the development of quality provision which supports posi-
tive outcomes for vulnerable learners. Garner (2001) identifi ed that the amount of 
administrative duties required to be undertaken by many SENCOs prevented them 
from engaging with such a leadership role even with the DfES (2001 p. 51) identify-
ing the need for their status as leaders to be recognised through having membership 
of the senior leadership teams within their schools, a positive factor which was not 
always realised in practice. Ekins (2012) highlighted the tensions in the SENCO role 
and said that,

‘…it is widely accepted that, to be eff ective, the SENCO needs to be a strategic 
leader…the reality in practice is that many SENCOs are still not senior leaders 
within their schools, and that in some schools there is a continuing situation 
where the Senior Leadership Team within the school actually undervalues and 
limits the SENCOs’ opportunities to eff ect real change and development within 
the school.’ (p. 77)

Th e SENCO has to work within the restrictions set by their school and thus becomes 
signifi cantly infl uenced by them. Th is raises questions around what kind of SENCO 
does a school community want and how much freedom to act independently should 
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they have? Should the SENCO be an ‘independent’ professional who can work within 
a national strategy/climate but with a powerful ‘SENCO voice’ in the realisation of 
their role in the school; or should the SENCO be a professional who still works within 
the national strategy but is signifi cantly restricted by the control of a dominant school 
leadership which is not willing to share power collegially? Th is might be far too ‘bi-
nary’ an interpretation as there is, of course, a spectrum between the two extremes 
of being a ‘free’ or ‘captive’ SENCO.

In terms of a collegiate approach within a school, Ekins (2012) expressed a par-
ticularly positive message around the need for innovative change with all staff  work-
ing together and being part of the whole-school development process and that,

‘Staff  need to be provided with an environment and culture where refl ective 
ques tioning of existing practice is encouraged, where there are opportunities 
for diff erent staff  members to put forward new and innovative ideas about ways 
to develop and improve practice, and where outdated practices that are not im-
pacting directly on practice and improved outcomes for pupils are identifi ed and 
re-examined.’ (p. 9)

Ekins argued that the principles around collaboration and innovation within a cul-
ture which embraces improving practice fi tted within a theory of ‘communities of 
practice’ (Wenger, 1998) where teachers take part in the decision-making process in 
their schools and engage in a shared sense of purpose through collaboration. Th is is 
particularly evidenced for some SENCOs who work closely with other mainstream, 
special schools and with external agencies to ensure a holistic model of support for 
children with increasingly complex needs (Petersen, 2012). Th is collaborative/col-
legiate decision-making process which encompasses both shared implementation 
and leadership for change presents an ideal environment for a SENCO to fl ourish. 
However, this could be said to be at odds with the increasingly ‘dominant organisa-
tional culture’ model which does not call for a collaborative input from staff  unless 
it aligned closely with the particular beliefs and stance of the senior leadership team. 

3.6 The Isolated SENCO: Risk-taker or conformist?

SENCOs do not exclusively report negatively on their professional role; Pearson 
(2013) identifi ed this when presenting the commentaries from SENCOs engaging in 
the National Association for Special Educational Needs (nasen) 2012 autumn survey 
which collected data on their recruitment, induction, professional development and 
future aspirations. SENCO commentaries included such statements as:

‘I am happy with my role as my school places a high value on the role of SENCO 
and is always willing to put into place measures that support me’ to ‘Being valued 
would be nice’. A theme in some of the responses was the sense of isolation that 
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some SENCOs continue to experience. ‘Th is is a very lonely job. I have set up 
informal networks in my area to support this but you are mostly on your own 
doing it, which I think is a big factor for people leaving/feeling like they are not 
equipped to do the job.’(p. 25)

However, the theme of SENCOs wanting to feel ‘valued’ and their ‘isolation’ were 
important as they impacted directly on their well-being and ability to feel able to 
do their job. Hargreaves and Sachs (2003) explored the idea of professional learning 
communities with teachers working together focused on improving teaching and 
learning and using evidence and data as an underpinning for informing improve-
ments in whole-school development. Th ey also agreed that teachers needed to ‘take 
risks’ in order to develop their professionalism as there is no creativity without risk 
(p. 19). Th e question is posed, how does this very positive action sit within the con-
straints of a school where the SENCO who takes this kind of risk can be viewed as 
a ‘maverick’ who operates outside of the accepted behaviours set by the headteach-
er? Haggarty and Postlethwaite (2003) identifi ed this form of constraint as a factor 
contributing to teachers’ perceptions and their belief that the circumstances under 
which they worked, together with forms of control such as Ofsted inspection and the 
demands to conform to centrally defi ned government regulations, made such risk 
taking exceptionally diffi  cult. Th ese forces do shape the perceptions and professional 
scope of SENCOs as strategic leaders in their schools as they are restrained within 
the walls of the ‘performativity compound’.

4 Conclusion

A range of literature and research dating back over forty years provides a consistent 
critical interrogation of the evolution of both special educational needs teaching in 
English primary schools and the professional evolution of the SENCO. However, 
it is impossible to view the teaching of pupils with SEN and the evolution of the 
SENCO role in isolation as they form a key part of the change in schools fuelled by 
the politically and ideologically driven climate in Education since the introduction of 
the National Curriculum, the creation of OFSTED, the introduction of national test-
ing and performance league tables, placed schools fi rmly in the ‘quasi-marketplace’. 
Zucker and Parker (1999) writing during a period of signifi cant change identifi ed 
that the overwhelming majority of teachers whilst questioning the validity of some 
of the ‘more spurious facets of new policies’ (p183) and how the collective psyche 
of teachers up and down the land has been bruised by the onslaught also stated that 
in the face of this imposed change, teachers continued to teach and put these same 
policies in place, persisting in exceptionally diffi  cult circumstances. 
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Th is is what contemporary SENCOs ‘do’ – they persist in exceptionally diffi  cult cir-
cumstances, particularly in our post-Covid-19 Pandemic climate with its associated 
challenges for the future.
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Exploring parental advocacy of children 

with special needs in learning E nglish: 

a narrative inquiry

(overview essay)

Bethellionie Wahyudi, Irfan Rifai

Abstract: Parental advocacy in children with special needs should be further explored, 
aiming at providing help and supports for parents to their children’s education, particu-
larly in language learning. Th is study sought to explore the ways parents from diff erent 
socioeconomic statuses (SES) practised their parental advocacy or involvement on their 
children with special needs in English language learning. To this end, this research cen-
tralized to a single question: How do the parents coming from diff erent SES practise 
parental advocacy to the children with special needs in learning the English language? 
Narrative inquiry is employed as the research design of this study. Two mot hers from 
Indonesia whose children have been diagnosed with autism voluntarily participated in 
this study. Th e data collected via interviews were transcribed verbatim, then analyzed 
narratively. Th e fi nding of this study highlighted that families from diff erent SES ex-
perienced fl uctuating feelings when having children with special needs. However, they 
insisted on practising various ways to nurture their children in learning English despite 
some problems that emerged during practising advocacy. Th e fi nding of this current 
study might contribute to the practices of parental advocacy towards children with 
spe cial needs, particularly in learning English. 

Keywords: Children with Special Needs, Learning English, Parent Involvement, SES

1 Introduction

Parental advocacy in children with special education needs is central to promote 
education for all, particularly English language education. It is due to “parents are 
an accountability mechanism for their child’s education” (Burke and Goldman, 2016, 
p.137). Substantially, parents are a person who takes high responsibility and plays 
a vital role in being involved in their children’s education. Th is notion is in line with 
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Rispoli et al. (2018), who assert that the involvement of parents in education is crucial 
for students, including students with special needs. Th e signifi cance of parental advo-
cacy or involvement can help increase children’s motivation in learning (Khajehpoura 
and Ghazvini, 2011), improve academic achievement (Ng and Lee, 2014), and also 
enhance language competence (Wong et al. l, 2018).

Research consistently indicates that the extent to which parents provide language 
support to their children with special education needs varies, specifi cally with socio-
economic status (SES). Th e research conducted by Huang et al. (2017) shows that the 
parents who have an excellent SES background give the fi rst exposure to the English 
language in early childhood. Th is view is in line with Butler et al. (2017), who say 
that parental SES signifi cantly contributes to the children’s performance in learning 
a language, English in particular. Th is previous study is also supported by Rowe and 
Berry (2019). Th ey explain in their non-experimental study that the role of SES is 
signifi cant toward improving the quality of educational services. 

Nevertheless, parents who have lower SES are oft en speculated to be less involved 
in their children’s special needs in learning English. Th ey oft en prioritize their time 
to meet their children’s daily needs (Tan, 2018). Th us, they do not have enough 
time to get involved when they learn English at home (Malone, 2017). Moreover, 
Masaka (2018) points out that parents with lower SES less participate in their chil-
dren’s English learning, yet they still provide emotional and spiritual support during 
their children learning activities. 

SES can play a pivotal role in how parents get involved in their children’s lan-
guage learning. Th e children who have a privileged background will generally get 
additional support in the learning process, such as taking some courses or attending 
private language lessons, and enjoying some cultural activities (Sanjurjo et al., 2017). 
Moreover, parents from higher SES families tend to be more cognitively involved in 
children’s early learning. For instance, parents usually provide cultural capital (e.g., 
Work of art and Classic literature) and educational sources (e.g., DVDs, books, and 
other materials) to stimulate them cognitively before the beginning of school (Caro, 
2015 as cited in Caro, 2018). In this sense, the parents who have better fi nancial sup-
port tend to navigate their children in learning the language. 

Concerning the importance of parents’ role in the parental involvement of chil-
dren with special needs, family background is a crucial factor that determines the 
ways the parents get involved in their children’s education. Research conducted by 
Iwaniec (2018), using a questionnaire, illustrates that family background, including 
parental education and SES, tends to infl uence children’s motivation to learn a lan-
guage consistently. Moreover, Eilertsen et al. (2016) demonstrate in their experi-
mental study that family background plays a crucial role in parental involvement in 
language learning. 
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However, research has also indicated that most parents strive to provide appropri-
ate support for their children learning the English language. Parents oft en get stressed 
(Hoddap and Burke 2014) and confused (Lessenberry, B. M. and Rehfeldt, R. A,, 
2004) to support their children’s language learning. Moreover, they also struggle to 
develop advocacy strategies to manage their children. Th ey do not have a suffi  cient 
understanding of creating advocacy strategies for their children (Besnoy et al., 2015). 
Furthermore, Rehm et al. l (2013) indicate in their qualitative study that besides 
the lack of understanding, parents also lack information about providing support 
for learning English. Th us, they are not used to help their children learn English 
(Forey et al., 2015).

Having recognized that there have been problems about parental advocacy or 
involvement on the children with special needs in learning English, thus there should 
be a further study that can help illuminate the existing issues. Moreover, until re-
cently, the research of parental advocacy in children with special needs in learning 
English is mainly conducted under a quantitative paradigm and is framed from the 
global perspective. Th e research which voices parental advocacy or involvement in 
Indonesia should necessarily be undertaken. Th us, this study is focused on the pa-
rental advocacy of children with special needs in learning English in Indonesia by 
utilizing a qualitative approach, which adopts Narrative inquiry as to the research 
design. To be specifi c, this study was conducted to explore further how parents com-
ing from diff erent SES practise their advocacy or involvement on the children with 
special needs in learning English. Th us, there is a single question, how do the parents 
coming from diff erent SES practise parental advocacy or involvement to the children 
with special needs in learning the English language? 

2 Material and Methods

Narrative inquiry was employed as the research design of this study. According to 
Johnson and Christensen (2016), Narrative inquiry is pointed out as qualitative re-
search that studies people’s lived experiences as a storied phenomenon to generate 
a narrative chronology within the story (Creswell, 2013). Since the researcher’s focus 
is on the parental advocacy or involvement of children with special needs in learn-
ing English, the notion of using narrative inquiry as the research methodology is 
entirely appropriate. Th is is due to the research focus is compatible with the features 
of narrative inquiry itself. 

Concerning the research design, the researcher did a pilot interview with her col-
league who is recently engaged in intense interaction with children with special needs 
in learning English for testing the interview questions. Th en, two Indonesian mothers 
have diff erent SES; also, children diagnosed with autism voluntarily narrated their 
story about being engaged in their children with a particular need to learn English 
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in this study. Th e researcher interviewed the participants twice to ensure the validity 
of the data. Th e data collected via interviews were transcribed verbatim and then 
analyzed narratively. Th ere are at least four themes as the results of the data analysis. 
Th ey are: 1. the parents’ experience when raising their children with special needs, 
2. the parents’ practices when nurturing their children special needs in learning the 
English language, 3. the problems in rearing the children with special needs in learn-
ing the English language, and 4. the strategies to cope with the problems.

3 Results

Participant’s Experience on Nurturing Children with Special Needs

Mrs. Jane 
Mrs. Jane uttered that she and her husband had been blessed with two lovely sons. 
Regrettably, one of them, particularly her eldest son has been diagnosed with autism 
and dyslexia. She and her husband aff ectionate them equally and unconditionally. 
Th eir children are such a miracle for them. Th ey talked that they feel guilty and crest-
fallen about their son, yet they always give a positive response to their son’s limitation 
instead of blaming the situation, which happened inside their life.

Mrs. Jane explained that she was the person who found and knew the symptoms 
of her son fi rst. She was shocked at that time. Perplexedly, she told it to her husband. 
Th is sudden news was unbelievable for them, and it also made them sad about their 
son’s future. When her son was born, he did not have specifi c signs, indicating that he 
was getting autism. Nonetheless, the symptoms were known when her child was two 
years old. At that time, her child got a growth delay, which was not regular for his age, 
such as poor motor skills, diffi  culty in social interaction, and weak immune system. 

Aft er fi nding the symptoms, Mrs. Jane said that she and her husband tried to fi nd 
a place or a doctor to heal their son’s disability. Th ey tried their best to heal their son 
instead of feeling grief continually. Th ey were never desperate to fi nd the best doctor 
for their son despite the fi nancial instability they had. Surprisingly, aft er bringing him 
to the doctor for the last, it was found that there was a lump inside their son’s right 
brain, which caused their child to be abnormal. Th en the doctor did another in-depth 
examination, the result of which was that their son was diagnosed as having autism.

Dismally, there were other defects in her son’s body. Th e symptoms were known 
when he was at kindergarten. At that time, he got an impediment in reading, writ-
ing, or spelling a word. Moreover, he also got diffi  culty and puzzling about numbers 
and letters; thus, Mrs. Jane brought him to the doctor who had handled him before. 
Mrs. Jane and her husband patiently took their child to the doctor, although they 
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were worried about the result. Th en, the day came, the doctor diagnosed her son as 
having dyslexia too. Immediately, Mrs. Jane got startled and felt blue. Th is was due 
to being agitated about how her son would grow in the future with the limitations 
he has and how he can live independently with his limitations. 

For the fi rst time, it was diffi  cult for Mrs. Jane and her husband to admit that diag-
nosis. Since then, Mrs. Jane and her husband have had various experiences in taking 
care of their son. Mrs. Jane expressed her feeling that it is arduous to have a child 
with special needs. Th is is due to that many people exclude her son’s existence, even 
deemed that her son is a crazy person, and bullied him continuously. Th us, it was 
one of the most complex parts she had ever had because she and her husband had to 
maintain his emotions stable to avoid situations that should not happen. 

In this regard, Mrs. Jane also voiced that she tended to support her son emo-
tionally and spiritually he was learning about English. She honestly got stressed 
when nurturing him because of the limitation that he has. Th us, she oft en stabilized 
her son’s emotions fi rst by creating good memories, situations, and conditions so 
that he would feel safe and happy learning at home. Moreover, she also explained 
that she frequently gave him little appreciation to cherish and encourage him to be 
better. Th us, Mrs. Jane has built a strong bond between her and her son and then 
genuinely shows her aff ection for her son. Th en, she and her husband always pray 
for the best for his future. 

In the same vein, Mrs. Jane also voiced her feeling that the challenging part in tak-
ing care of children with special needs involves herself in the academic sphere because 
it takes special treatment and fi nancial aspects. She said that the fi nancial aspect is 
the critical aspect if other parents want to have successful children. Unfortunately, 
Mrs. Jane got economic instability, which meant that her fi nancial background could 
not accommodate the facilities for learning English for her son, so her son could not 
learn English well. It made her desperate, yet she got a bunch of support from her 
family, her father in particular, so at least her son got the knowledge and experience 
in learning English from her father. 

By recognizing the fi nancial problem, Mrs. Jane also explained that she has poor 
skills, insuffi  cient knowledge, and less experience using English. Th us, she was not 
used to educating her son about English well and helping her son learn English. 
Alt hough she did not tutor him intensively, she tries her best with her limited skills. 

Surprisingly, Mrs. Jane did not feel hopeless, yet she tried implementing several 
ways to overcome the problems, family-centered and school involvement in particu-
lar. Moreover, she also initiated to participate in volunteering activities or seminars. 
She felt grateful because she got many experiences, which educated her to be an 
acti ve parent. 



32 Articles Journal of Exceptional People, Volume 11, Number 20, 2022

Mrs. Jeana 
Mrs. Jeana is married and lives with her husband, two lovely sons and a daughter. 
Th ey live blissfully and love each other. Th ey also have a perfect fi nancial background. 
Nonetheless, Mrs. Jeana also described that her eldest daughter had been diagnosed 
as having mild autism despite the bliss. Th ey never imagined that they would have 
a child with special needs, yet the unexpected accident happened.

Mrs. Jeana explained that the symptoms were noticed at the time when her daugh-
ter was born. She did not cry like a baby in general and stayed quiet. Aft er a few 
months, her daughter’s growth seemed promising, but she did not give any response 
when interacting with her. Mrs. Jeana and her husband had tried everything to make 
her respond to the parents, but she became indiff erent to the people around her. Th us, 
her parents initiated to bring her the pediatrician who handled her since she was born 
to assure her daughter’s problem. Aft er several weeks of taking the examination and 
consultation, the doctor affi  rmed that their daughter was diagnosed with mild autism.

Aft er listening to the diagnosis, Mrs. Jeana and her husband felt remorseful and 
woeful at fi rst. Still, since the doctor had warned them aft er the unexpected accident 
that happened with Mrs. Jeana when she was pregnant, they have prepared all the 
possibilities and things for her daughter. Mrs. Jeana also admitted that it was her fault, 
which caused her daughter to have special needs. Sometimes she still blames herself, 
but she realized that she could not fault it continually, so she responds positively to 
her daughter’s limitations. 

Aft er that day, Mrs. Jeana and her husband determined to rehabilitate her daugh-
ter by doing some therapies at night. For instance, they always gather at night to 
conduct a family discussion or family time, and sometimes if they have leisure time, 
they always pray together. Moreover, Mrs. Jeana also conveyed her feelings that she is 
grateful for the situation, which had happened. She has learnt to be more responsible 
and persevering toward her children. In addition, she also gets a lot of support from 
her family, which makes her feel strong; even her family also admitted her daughter’s 
existence and still loves her unconditionally.

Hence, Mrs. Jeana enunciated her deep regret at her children, especially her 
daugh ter, because she and her husband can involve themselves when her children are 
doing learning activities. Despite the hectic work schedule, they frequently provide 
their children’s education needs such as educational sources. Besides that, they always 
control them through their babysitter or their tutor. Th en, they will personally check 
their development at the weekend. Moreover, Mrs. Jeana also works collaboratively 
with her sister to “manage and control my daughter or sometimes accompany my 
daughter when doing her learning activities,” she said. She believes in her sister be-
cause her sister also loves her daughter unconditionally. Moreover, her sister is also 
close with her daughter, so she cannot lean her daughter on her sister. Mrs. Jeana 
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also attended volunteering or seminar activities to enhance her knowledge and gain 
new relations and experience

4 Discussion

Th e previous section has detailed a signifi cant fi nding based on diff erent themes 
related to parents’ experiences with children with special needs in nurturing them 
when learning English. Th erefore, this section aims at dialoguing the fi ndings with 
a related literature review, described in the previous chapter. 

Th e initial fi nding reveals that parents with special needs, including autism, have 
a tough time nurturing their children. Th is is due to raising children with special 
needs is not simple, yet it isn’t straightforward. All participants also admitted that 
even though it was arduous, they still had to endure their responsibility for their 
children and always be by their children’s side when needed. Unfortunately, both 
participants feel deep regret and are guilty to their children. Th is fi nding fi ts with the 
research conducted by DePape and Lindsay (2014), where parents who have a child 
diagnosed with autism oft en blame themselves, also experienced guilt and regret 
aft er suspecting the causes of autism.

Moreover, this perspective is also corroborated by Ooi et al. (2016), who assert 
that every single mother who has an autistic child tends to have mixed feelings, such 
as feeling grief and loss. Hence, all participants were unsatisfi ed aft er hearing the 
diagnosis (Lutz et al., 2012). Nevertheless, they always blame themselves for their 
children’s disabilities. Th us, this fi nding contradicts the research conducted by Desai 
et al. (2012), who show that Indian parents with special needs blame the doctor who 
diagnosed the children with autism.

Th e fi nding of this study shows that emotional support from the parents infl uen-
ces the children’s emotions when learning English. For evidence, all the participants 
usually express their unconditional aff ection to their children by listening to their 
problems or appreciating the things done by their children. Th is fi nding represents 
a similar theme in Lundqvist, Westling, & Siljehag (2018), which denotes that listen-
ing and respecting the live experience of children with autism, is pivotal because it 
will determine their emotion and development. By listening and respecting them, 
the parents already show their genuine love and care to them and value their exist-
ence. In contrast, this fi nding is reciprocal with research conducted by Kurz (2018), 
Marciano, Drasgow, & Carlson. (2014), and Nicholas et al. (2015). In addition, this 
fi nding points out that spiritual support is an obvious factor, which contributes to 
rearing children with special needs. Th is fi nding is linked to DePape and Lindsay 
(2014) and Masaka (2018), who speculate that parents of autistic children opted for 
conducting religious treatments to stabilize the emotion, also praying that God will 
cure their children’s disability and provide a bright future for the children. Moreover, 
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this fi nding also has a similar perspective with this research fi nding, which empha-
sizes that spiritual support also builds the closeness of each family member.

Although emotional and spiritual aspects are crucial in disabled child-rearing, 
fi nancial support tends to be a pivotal aspect because it will determine how to be 
engaged in the children’s education, particularly in facilitating the needs. Th erefore, 
this fi nding illustrates that fi nancial support plays a pivotal role in accommodating 
and encourag ing the children’s needs in learning English. For evidence, the children 
who have a prerogative background tend to get additional support in the learning 
process, such as attending private language lessons and enjoying some cultural activi-
ties for spending their holiday and honing their English. Th is fi nding is quite similar 
to San jurjo et al. (2017), who say that the children who have privileged backgrounds 
will get additional support in the learning process, such as taking some courses or 
attending private language lessons, and enjoying some cultural activities. Moreover, 
this perspective is also corroborated with another research fi nding, which indicates 
that parents who have a stable fi nancial background will provide all their children’s 
needs in learning English. Th us, this fi nding tends to be relevant to Caro (2018), who 
describes that parents from higher SES families tend to be more cognitively involved 
in children’s early learning. For instance, parents will provide cultural (e.g., Work 
of art and Classic literature) and educational sources (e.g., DVDs, books, and other 
materials) to stimulate them cognitively before the beginning of school.

Furthermore, there are several problems and barriers faced by Indonesian parents 
when practising their involvement or advocacy to their children with special needs 
in learning the English language. Th ree issues emerged during Indonesian Parents’ 
education about English to their children with special needs: insuffi  cient knowledge, 
little experience, inadequate skills in using English. Th ese problems are pertinent with 
Besnoy et al (2015), Rehm et al (2013), and Forey et al (2015). Nonetheless, this fi nd-
ing contrasts with Lechuga-Peña, and Brisson (2018), who explain that parents face 
three barriers that prevent them from being involved in their children’s s education, 
such as cultural and language diversities their children’s school, racism, and being 
individual parent or caregiver.

Having recognized that most problems faced by Indonesian parents are about 
their experience, knowledge, and skill in using English, fi nancial and time issues also 
emerged when nurturing their children with special needs in learning the English 
language. Th is research fi nding corroborates Marciano, Drasgow, & Carlson’s (2014) 
study which shows that the fi nancial and time issue is related and delineates that rais-
ing a child with special needs takes fi nancial support. Th us, the parents frequently 
prioritize their time for working.

In addition, this study revealed that all participants opted for family-centered ser-
vice to cope with the emerging problem. Th is fi nding is closely related to Chao et al. 
(2006), who assert that family-centered service is helpful to fi nd the concrete solution 



Journal of Exceptional People, Volume 11, Number 20, 2022            Articles 35

to deal with the problem. Concepcion and Chanham (2007) also pointed out that 
family-centered service helps the children be closer to their family so that they will 
be able to solve the problem collaboratively.

Furthermore, parent-school collaboration is also employed in this last fi nding to 
the practical way to tackle the emerging problem. Th e fi rst participant affi  rmed that 
she is active in asking for some help from her son’s school if a problem emerges dur-
ing his learning process. Th is fi nding was also strengthened by Hodapp and Burke 
(2014) who points out that parental advocacy seems not to have a signifi cant impact 
if it is not combined with school services. However, this fi nding argues Zenda (2020) 
who explains that parent-school involvement is generally used by parents who do 
not have enough time for nurturing their children in the academic sphere. However, 
Larra and Sarascotti (2019) show that although parent-school collaboration is crucial 
for the children, parental involvement is still needed because it is used as the critical 
factor of children’s development. Th us, this fi nding also voices that both participants 
are still active parents who involve themselves as much as possible in nurturing their 
children in learning English. Moreover, both participants also participate in volun-
teering activities or seminars to enhance their knowledge and gain new relationships 
and experience. 

5 Conclusion

Th is current study is devised to explore the ways the parents practise their advocacy 
or involvement toward their children with special needs in learning English by dif-
ferent family backgrounds, particularly concerning SES. Th ere are quadruple fi ndings 
that can be illustrated as follows: 1. all the participants experience deep regret and 
guilt toward their children’s disability. Moreover, they also oft en blame themselves 
for causing the disability that their children have. Th en, they also have mixed feel-
ings when raising their children with special needs, such as feeling grief, loss, and 
ar duous, yet both participants are grateful to have them as their children. Meanwhile, 
2. both participants practise various ways to nurture their children with special needs 
in learning English. For instance. Th e fi rst participant is passive in educating their 
children with special needs about English. Th en she tends to be involved in emotional 
and spiritual support instead of fi nancial support when her son is learning English.

Conversely, the second participant practises all the support, such as emotional, 
spiritual, and fi nancial support, when her daughter learns English. She is also ac-
tive and creative in educating her daughter about English. Th is is due to 3. several 
problems that emerged while practising their advocacy in helping their children 
with special needs learn English such as, insuffi  cient knowledge, little experience, 
inadequate skills in using English, limited time, and fi nancial instability. Th erefore, 
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4. there are three strategies that the participants apply to cope with family-centered, 
parent-school collaboration, and participating in seminar or volunteering activities.
By recognizing the conclusion above, a couple of suggestions are proposed which 
expectedly will be worthwhile for parents; mainly all the parents are supposed to 
advance their knowledge about English since English is pivotal nowadays to be fully 
involved with their children with special education needs when learning English.
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Attitudes of pre-service teachers towards 

inclusive education for all in India

(scientifi c paper)

Hemendra Mistry, Martin Skutil 

Abstract: Th is study sought to determine the attitudes of pre-service teachers towards 
inclusive education for all students in regular classrooms. Teachers’ attitude towards 
inclusive education scale was administered through an online survey using Google form. 
A total of 217 pre-service teachers (male 72, female 135) enrolled in a 2-year Bachelor 
of Education (B.Ed.) programme at Gujarat State Universities in India had completed 
and responded to the survey. Th e study results showed that participants had a positive 
attitude towards inclusive education. Pre-service teachers had the most positive attitudes 
to supporting learning needs of diverse students in an inclusive classroom. Only two 
variables, the highest level of education and level of training in inclusive education were 
found to relate signifi cantly to pre-service teachers attitudes towards inclusive education. 
Th ere was no signifi cant diff erence in pre-service teachers’ attitudes towards inclusive 
education with regards to their gender, age, previous teaching experience and perceived 
level of knowledge regarding inclusion policies and legislations. Th e study fi ndings have 
possible implications for policy makers and stakeholders involved in teachers’ training 
in India and other countries in the South Asian region.

Keywords: Teachers’ attitudes, Pre-service teachers, Inclusion, Education for all, 
Teachers’ training

1 Introduction

Developed countries have passed legislation promoting inclusive education since long 
international legislation infl uenced the inclusive education policies of developing 
countries [1]. With commitment to inclusive education by agreeing Sustainable De-
velopment Goals (SDGs) and United Nations Educational, Scientifi c and Cultural Or-
ganisation (UNESCO) Salamanca Statement [2] and being one of the signatory to the 
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United Nations (UN) Convention of Rights for People with Disabilities (CRPD) [3], 
India has made considerable progress by putting a robust legal frameworks (National 
Policy of Education [4]; People with Disabilities Act [5], revised as Rights of People 
with Disabilities Act [6]; Right to Education Act [7]) and programmes (Sarva Siksha 
Abhiyan [8] revised as Samagra Siksha Abhiyan [9]). Th ese legal frameworks and 
programmes helped in improving the enrolment fi gure of Children with Disabilities 
(CWD) but ensuring quality education for all children for achieving Agenda 2030 
(SDG 4) still remains a distant dream. Th e majority of the People with Disabilities 
(PWD) still face exclusion and discrimination, they either received education in 
a segregated environment or are poorly and ineff ectively integrated with their po-
tential untapped [10]. 

It is estimated that 2.21 percent (26.8 million) of the Indian population of over 
1.2 billion live with disability in one form or another [11]. India faces immense 
challenges in addressing the educational needs of 6.6 million CWD in the age group 
5–19 years. Even the number of children enrolled in school dropped signifi cantly 
with each successive level of schooling and fewer enrolments of girls with disabilities 
is evident of signifi cant gaps despite the increased enrolment of CWD [12]. Teachers’ 
lack of acceptance is one of the reasons for not continuing education besides lack 
of professional knowledge, quality support and learning opportunities in inclusive 
schools [13]. Th e other categories such as LGBTQI, refugee, internally migrated 
com munities etc., did not fi nd recognition in Indian national policies on education 
(1986 and 2020) [14]. 

Borrowed from international organisations such as UNESCO, World Bank etc., 
inclusive education in India was limited to the CWD education and still lacks work-
ing defi nition due to a lack of systematic eff ort amongst the government and other 
stakeholders in exploring the meanings, relevance and applications of inclusive edu-
cation in India [14]. Inclusive education is defi ned as a system of learning which 
includes children of all backgrounds in the classrooms and allows diverse students 
to grow side by side for the benefi t of all [15]. An ‘inclusive and equitable’ education 
for all is at the core of the SDG 4 ambition [16]. 

Besides assistive technologies, accessible resources and flexible curriculum; 
tea chers’ attitudes towards including diverse children into their classrooms is also 
crucial to accomplish the inclusive education goal [12]. No matter how comprehen-
sive legislative frameworks a country has, the teachers’ lack of knowledge and skills, 
as well as negative attitudes hamper implementing inclusion policies [17]. Teachers 
need to be agents of change with values that support high-quality teaching for all 
students to provide truly inclusive education [18, 19]. For this, teacher education 
should prepare teachers to value learner diversity, should encourage them for col-
laborative work and support their continuous professional development [16, 20]. 
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Although teachers generally do not feel their initial education has prepared them 
well to teach all learners [21] and many of them feels insuffi  ciently prepared to teach 
in challenging environments [16]. 

Teachers hold the central role in implementing the policies relating to inclu-
sive education, and therefore, their attitudes regarding inclusive education becomes 
crucial and need to be identifi ed. Until recently, the Teacher Education Institutions 
(TEIs) were off ering special education subject as an optional paper, but since the 
National Council for Teacher Education (NCTE) Regulations [22], inclusive educa-
tion subject has been made compulsory for the 2-year secondary Teacher Education 
Programme (TEP). However, the initial training programmes tend to focus on CWD 
more than other vulnerable groups and rarely provide practical exposure in an in-
clusive setting [23]. Teachers in India do not rate themselves as competent to be 
inclusive [24] and do not have adequate training, infrastructures, institutional or 
peer support for inclusive education [25]. 

Several key variables are considered as signifi cantly associated with the attitudes of 
pre-service teachers towards inclusion. With regard to gender, studies reported more 
positive attitudes among female educators than their male counterparts [26–28]. 
Th ere is also evidence of positive infl uence of educators’ willingness [27] and training 
[29–31] on their attitudes towards inclusion. Th e teachers with training in inclusive 
education [31, 32–33] and higher levels of tertiary education [27] were found to be 
more positive towards inclusive education. Research also suggests that teachers’ self-
evaluation of their capacity to teach in diverse classroom is closely linked with more 
positive attitudes regarding inclusion [34–36]. Knowledge about using inclusive prac-
tices and instructional strategies in the execution of inclusive practices is regarded as 
a crucial aspect of teacher preparation because it can change their attitudes towards 
inclusive education [1].

Researchers on pre-service teachers’ attitudes towards inclusive education are seen 
as an important source to inform teacher education practices in Western countries 
[1] and have played a signifi cant role in limiting implementing inclusive practices 
in schools in some countries of South Asian region [37–39]. Such researches are 
grow ing in India; however, they are limited to the narrower meaning of inclusive 
education i.e., special educational needs and disabilities while research on broader 
meaning of inclusive education for all is lacking in India. Furthermore, the authors 
did not come across such studies that measured teachers’ attitudes towards inclusive 
education for all except the study of Keilblock [40]. Given we have less than 10 years 
for achieving SDG 4 and recent national policy on education [41] implementation 
in India, undertaking research in India was considered to be of value not only for 
policy-makers and stakeholders, but also for the teacher education programmes. Th e 
research aims were the following:
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• To measure pre-service teachers’ attitudes towards inclusive education for all.
• To identify diff erences in pre-service teachers’ attitudes towards inclusive educa-

tion based on demographic variables.

2 Method

Th e present study adopts quantitative research methods to achieve the above aims. 
Descriptive survey design was used. With the main purposes of measuring pre-
service teachers’ attitudes towards inclusive education, the study examines following 
research questions: 
• What are Indian pre-service teachers’ attitudes towards inclusive education?
• What are the diff erences in pre-service teachers’ attitudes towards inclusive educa-

tion based on their demographic variables? 

2.1 Participants

Th e participants for this study were pre-service teachers enrolled in a two-year post-
graduate Bachelor of Education (B.Ed.) programme in the teacher education institu-
tions of Gujarat state of India. Th e teacher education institutions are not identifi ed 
so as to maintain the anonymity of the respondents.

2.2 Materials

A two-part survey was used for data collection.

Part one: Demographic information

Part one of survey instrument sought information about gender (male, female, third), 
age (less than 25 years, 26–30 years and more than 30 years) group, highest level 
of qualifi cation (graduation, post-graduation), education stream (arts, commerce, 
science), previous teaching experience, experience of teaching in inclusive setting 
(either in school internship or in previous teaching), level of training in inclusive 
education (less-up to 20 hours, average-up to 40 hours, high-up to 60 hours) and 
perceived knowledge of Indian policies/legislations on inclusive education (none, 
poor, average, good, very good).

Part two: Teachers’ Attitude Towards Inclusive Education Scale (TATIES)

Th e TATIES [42] measures teachers’ attitude beliefs towards inclusive education. 
Mistry [42] describes the scale development procedures along with its validity and 
reliability. Th is scale has a total of 19 items (11 positive and 8 negative) along with 
factors: attitude towards including all students in an inclusive classroom and at-
titude towards supporting the learning of all students in an inclusive classroom. 
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An example of an item is as follows: ‘A good teacher feels comfortable in dealing 
with students with diverse background in an inclusive classroom’. Each item can be 
responded to on a 5-point Likert-type classifi cation, with responses ranging from 
strongly agree (5), agree (4), can’t say (3), disagree (2) and strongly disagree (1). Th e 
TATIES yield a total score that is obtained by adding the value of responses on each 
item. Th e value of total score can range from 19 to 95. Higher scores on the TATIES 
suggest that a respondent is relatively more positive towards teaching all students 
(inclusive diverse students) in an inclusive classroom. Internal consistency of the 
TATIES was calculated for the Gujarat, India sample using Cronbach’s alpha and was 
found to be 0.77. Alpha coeffi  cient for the two previously mentioned factors were 
above 0.80 (including all students in an inclusive classroom = 0.87 and supporting 
learning of all students in an inclusive classroom = 0.83), suggesting that they were 
suffi  ciently reliable for its use.

2.3 Design

Th e current study involves two-part survey design and reports data obtained from 
state wide online survey. Due to prevailing COVID-19 pandemic situation during 
the academic year 2020–21, online survey was conducted. Th is study investigates 
attitudes of pre-service teachers enrolled in the second year of the two-year teacher 
education programme (Bachelor of Education). Recruitment for the current study 
was on a voluntary basis. 

2.4 Procedure

Th e online survey questionnaire was prepared on Google form and distributed to all 
the TEIs with a request to forward the questionnaire link to the pre-service teachers 
enrolled in the 2nd year of their B.Ed. course during the academic year 2020–21. 
Th e main reason of selecting only those pre-service teachers who were in their fi nal 
phase of training (i.e., enrolled in fourth semester of two-year B.Ed. programme) 
was that they had completed their training on inclusive education. It was assumed 
that the attitude beliefs formed aft er receiving training on inclusive education in fi nal 
stage of initial training which is likely to be sustained during the early years of their 
teaching career [34]. Participation in the survey was voluntary and participants were 
informed that they could withdraw from the study at any time and their responses 
will be anonymous

3 Results

A total of 207 pre-service teachers participated in the study. Of the 207 pre-service 
teachers, 65% were female (n = 135), 35% were male (n = 72) and most of them (91%, 
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n = 188) were under 30 years of age. Th e majority of participants had a postgraduate 
(masters) degree (n = 127, 61%) while 80 (30%) had a graduate (bachelor) degree. 
80 (39%) participants indicated that they had teaching experience prior to joining 
initial teacher training (B.Ed.) while the remaining 122 (61%) participants had no 
previous teaching experience. More than half (n = 114, 55%) of the participants 
indicated that they had teaching experience at an inclusive setting either during the 
school internship or when previously teaching, while the remaining 45% (n = 93) 
had no teaching experience at an inclusive setting. Only 19% (n = 37) of participants 
had received high (more than 40 hours) level of training in inclusive education, 30% 
(n = 59) had received poor (less than 20 hours) level of training, while slightly more 
than half (n = 98, 51%) had an average (20 to 40 hours) level of training in inclusive 
education. Perceived knowledge about Indian policies/legislations (for e.g. Right to 
Persons with Disabilities Act, 2016; National Policy of Education, 2020) was limited, 
only 12% (n = 25) classifi ed what was considered to be ‘very good’ knowledge; 45% 
(n = 93) with ‘good’ level of knowledge, while 36% (n = 74) had ‘average’ and ‘poor’ 
(5%, n = 10); and 2% (n = 5) reported they had ‘no’ knowledge of the inclusive poli-
cies/legislations.

Attitude towards inclusive education

Th e overall mean of participants on the TATIES was 3.58. A value of 4 on the TATIES 
suggests participants ‘agree’ with the statements that support inclusive education. 
A higher score on the TATIES indicates more positive attitudes towards inclusive 
education for all included in the TATIES. Th erefore, a score of 3.58 is suggestive of 
positive attitudes towards inclusive education for all included in the TATIES scale.
Participants’ scores on each of the two factors of the TATIES were also analysed (see 
Table 1). It was found that participants had the most positive attitudes (M = 3.96) 
to supporting learning needs of diverse students (e.g., adjusting regular school cur-
riculum in meeting the learning needs of all learners) than including all learners in 
an inclusive classroom (M = 3.30) (e.g., feeling comfortable in dealing with students 
with diversity in an inclusive classroom). Th e positive attitudes on both factors were 
upper side of the midpoint of the scale (3.0). Th is suggests that the participants had 
positive attitudes in both the factors. 

Table 1: Descriptive statistics of participants responses on TATIES (n = 207)

Factors Mean SD

Factor I: Including all students in an inclusive classroom 3.30 1.57

Factor II: Supporting learning of all students in an inclusive classroom 3.96 1.51

Overall 3.58 0.37
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Table 2 and 3 present the results for pre-service teacher groups based on demo graphic 
variables. A series of one-way analysis of variance (ANOVA) was conducted with par-
ticipants’ attitudes towards inclusive education as dependent variable. Post-hoc analy-
sis using Scheff e’s test was undertaken to determine signifi cant sub-group diff eren ces 
where a variable had more than two categories. Scheff e’s test is recommended for 
post-hoc analysis when the number of participants in sub-groups is unequal. It also 
provides more conservative estimates for sub-group diff erences. For each variable that 
was found to have a signifi cant relationship with participants’ attitudes eta-squared 
(η2) values were also calculated to determine eff ect size (see Table 3). 

Table 2 shows that there were no signifi cant diff erences in participants mean atti-
tude scores based on gender, age group, habitat, education stream and teaching expe-
rience in an inclusive setting. From the dataset, it was observed that participants over 
30 years of age reported more positive attitudes (M = 3.74) than their counterparts 
under 30 years of age. Th e pre-service teachers from Commerce (M = 3.70) stream 
showed more positive attitudes than the pre-service teachers from Arts (M = 3.55) 
and Science (M = 3.55) streams. 

Table 2: Analysis of variance for variables signifi cantly not related to the attitudes mean scores

Variables N M (SD) F P

Gender

Male 72 3.58 (0.35)
0.009 0.928

Female 135 3.57 (0.38)

Age group

Under 25 years 109 3.55 (0.35)

2.152 0.11926–30 years 79 3.57 (0.35)

Over 30 years 11 3.74 (0.52)

Habitat

Urban 107 3.58 (0.39)

0.714 0.491Semi-urban 20 3.65 (0.42)

Rural 80 3.54 (0.32)

Education stream

Arts 87 3.55 (0.38)

3.000 0.052Commerce 42 3.70 (0.36)

Science 78 3.55 (0.36)

Experience of teaching in an inclusive setting

Yes 114 3.56 (0.37)
0.755 0.386

No 93 3.60 (0.37)
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Only two variables (see Table 3), highest level of education and initial training level 
on inclusive education were found to relate signifi cantly to participants’ attitude 
scores. Pre-service teachers with graduate qualifi cation (M = 3.66) held signifi cantly 
more positive attitudes towards inclusive education compared to the pre-service 
teachers with postgraduate qualifi cation (M = 3.54) [F (1, 205) = 4.94, p < 0.05].

Surprisingly, pre-service teachers with ‘average’ level (20 to 40 hours) of training 
in inclusive education expressed signifi cantly more positive attitudes (M = 3.62) to-
wards inclusive education than pre-service teachers with ‘high’ (M = 3.41) or ‘poor’ 
(M = 3.56) levels of training [F (2, 191) = 4.64, p < 0.05].

Table 3: Analysis of variance for variables signifi cantly related to the attitudes mean scores

Variables N M (SD) F P η2

Highest education qualifi cation

Graduation 60 3.66 (0.34)
4.94* 0.03 0.024

Post-graduation 147 3.54 (0.38)

Amount of inclusive education training

Poor 59 3.56 (0.34)

4.64* 0.01 0.046Average 98 3.62 (0.38)

High 37 3.41 (0.27)

* p < 0.05 (level of signifi cance)

4 Discussion

Here, it is important to note that attitudinal study results should be interpreted with 
care as inferences about actual classroom behaviours on the basis of paper-pencil 
self-report needs to be made with caution [27]. Th erefore, this study’s results should 
be interpreted with care as the sample represented in the present study was only in-
ternet users and therefore, results could not be generalised to the teacher population 
who do not use internet.

Th is study examined the attitudes beliefs of pre-service teachers towards inclusive 
education in the Indian context. Overall, pre-service teachers from Gujarat, India 
were found to be positive in their attitudes to inclusive education. Th ese results are 
in contrast with Sharma et al. [43] who studied attitudes of pre-service teachers 
using the ATIES in Pune region of Maharashtra state and found somewhat negative 
attitudes with regard to pre-service teachers. Th is might be evidence that exposure 
of contents on inclusive education through the compulsory subject on inclusive edu-
cation since the NCTE Regulations [22] in the teacher training programme (B.Ed.) 
signifi cantly improved pre-service teachers’ attitudes towards inclusive education. Th e 
study carried out by Sharma et al. [27] confi rms that appropriate training infl uences 
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participants’ attitudes positively. Th e present study results are consistent with the 
recent Indian studies [44–47]. 

Mean scores of more than 3 on both the factors suggest that the pre-service teach-
ers in this study have positive attitudes towards inclusive education. However, they 
were less positive regarding all students being inclusive in an inclusive classroom. 
Th is result is somewhat consistent with the fi ndings that the teachers are more will-
ing to include students who do not require modifi cations of teaching strategies [48] 
and resistant to include students with socio-emotional and behavioural diffi  culties 
[27, 49–50]. 

Findings in relation to demographic variables reveal that gender, age, habitat, 
educational stream and teaching experience in an inclusive setting were not related 
to the attitudes of pre-service teacher samples of the present study. Th e fi ndings 
of indiff erence in attitudes of male and female participants are inconsistent with 
the study of Sharma et al. [1] who reported more positive attitudes among male 
pre-service teachers. Th ough recent Indian studies [45, 47, 51] support the present 
study fi nding but they also report a higher mean attitude scores of male pre-service 
teachers. Further studies by using the TATIES across Indian geographies will reveal 
true picture in this regard. 

Pre-service teachers with graduate qualifi cation were found to hold more posi-
tive attitudes compared to their postgraduate qualifi ed counterparts. Th is fi nding is 
in sharp contrast to the Sharma et al. [27] who found that the postgraduate quali-
fi ed pre-service teachers were positive compared to undergraduate. Th e exposure to 
inclusive education through social media and/or contact with the diverse group of 
students during their school or higher education might have improved attitudes of 
graduate pre-service teachers. Th is fi nding is somewhat consistent with Nakro [51] 
who studied attitudes of pre-service teachers in Nagaland. Th e mean attitude score 
of her population with graduate qualifi cation was 3.22 compared to postgraduate 
qualifi ed population (M = 3.14). Mean score less than 3.5 (i.e., agree) suggest that 
the pre-service teachers (both graduate and postgraduate) in Nakro’s study [51] have 
neither positive nor negative attitudes towards inclusive education while more than 
3.5 mean scores of both graduate and postgraduate pre-service teachers of this study 
suggest more positive attitudes in both the groups. Th is variation in result may be 
due to less training in inclusive education in Nagaland. 

Surprisingly, the study revealed that the pre-service teachers with an average level 
of training in inclusive education (at least 40 hours) held more positive attitudes 
towards inclusive education in comparison to the pre-service teachers who had high 
(at least 60 hours) or poor (at least 20 hours) training. Th is fi nding is sharp contrast 
with Sharma [27] and Hsien [52] who reported more positive attitudes among the 
pre-service teachers with high levels of training.
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5 Conclusion nd implications

Since the Parsuram study [53], many studies attempted to measure teachers’ atti-
tude towards inclusive education in India. Unlike most of the previous studies that 
examined teachers’ attitude by considering narrower meaning of inclusive education 
for some (i.e., SEND), the present study is perhaps the fi rst study that examined the 
attitudes of pre-service teachers about inclusive education for all in India. Th e fi nd-
ings suggest positive attitudes of pre-service teachers however; it needs further obser-
vation on what extent they demonstrate the self-reported attitudes in their behaviours 
in real inclusive settings. Further research on teacher population across geographies 
in India would be also of value in generalising the present study’s fi ndings. 

In its move towards achieving SDG 4, India is promoting inclusive education for 
all through policies [41], legislations [6, 7] and education programmes [9]. Teacher 
training is considered as an important aspect in all these policies, legislations and 
programmes. Th e teacher education institutions require providing explicit instruc-
tions in meeting learning needs of all students in inclusive classrooms. Since the 
NCTE Regulations [22], inclusive education is made compulsory subject; however, 
practical exposure to diverse classroom is neglected in most of the teacher education 
institutions. Practical exposure of inclusive classrooms to prospective teachers would 
be of great value in preparing competent teachers for inclusion. Th e TEPs also need 
to incorporate inclusive pedagogy and teaching practice in inclusive classroom for 
improving the attitudes and behaviours of teachers in an inclusive classroom. Recent 
studies [18, 54] also pointed the need of exposure of diverse classroom during the 
initial teacher training. 

Th e stakeholders involved in teacher training are required to provide in-service 
training on the aspects in which the newly qualifi ed teachers are least positive or 
negative so as to improve their attitudes towards diversity in their classrooms.

With the national policy education [41] supporting inclusive education for all, 
and provisions of teacher training for inclusion in Samagra Siksha [9], it is important 
that TEIs prepare teachers with ability to cater for diversity. Teachers with positive 
attitudes will also have impacts on the attitudes of all students and community to-
wards diversity. 

With ratifi cation of UNCRPD [3] and signing SDG4, countries in the Asian region 
are pursuing inclusive education to a greater or lesser extent and this is still an emerg-
ing concept in many countries. Th is study shows to a small extent that the teacher 
education in Asian countries needs reforming in teacher education curriculum to 
provide pedagogical training to teachers. Th is is of prime importance as teacher’s 
role is crucial in translating the inclusive education policies into practices. Lack of 
adequate initial training on inclusion and inexposure to teaching in inclusive settings 
may result in teacher hesitation regarding joining inclusive schools and inability in 
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catering diversity in their classrooms. Th ese will greatly aff ect implementing inter-
national as well as national declarations on inclusive education in countries in the 
Asian region. 
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 The concept of readiness of employees 

of selected residential social services 

in the context of emergency situations 

in the Czech Republic

(overview essay)

Bianka Hudcová

Abstract: Th e preparedness of workers in residential social services can have an impact 
on the users of the services in the context of various kinds of emergencies. Th e users 
are mostly people with disabilities who need (with regard to individual categories of 
disability) diff erent levels of support from other people. In emergency situations, service 
staff  oft en becomes the only competent person who can eff ectively intervene and prevent 
the fatal consequences of such a situation. In this context, however, it is necessary to 
ask whether these workers are prepared for such situations and what, according to the 
workers, is readiness at all.
Aim: To present the results of a pilot study in order to fi nd out how employees of se-
lected residential social services perceive the concept of preparedness in the context of 
emergency situations.
Methods: A qualitative approach with an exploratory-descriptive character was used in 
the pilot study. An interrogation technique was used to collect data. Content analysis 
was used for their analysis.
Results: In the context of readiness, 3 categories were identifi ed by content analysis of 
the obtained data – personal, professional and organizational readiness. Th ese were 
specifi ed in more detail using summary protocols.
Conclusion: Even employees of residential services may feel fear and anxiety arising 
from, for example, their own (un)preparedness when dealing with emergencies. Closely 
related to this is the concept of self-effi  cacy, which will be the subject of further research 
within the main research of the author’s dissertation.

Keywords: readiness, employees, residential services, social services, emergency, crisis, 
disability
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1 Introduction

In emergency situations, workers in residential social services are oft en the only 
competent persons who can intervene eff ectively to prevent the fatal consequences of 
such a situation. In this context, however, it is necessary to ask whether these workers 
are prepared for these situations and what is preparedness. A similar issue was ad-
dressed in a pilot study by Chrastina et al. (2020). Th e implemented pilot study was 
not specifi cally focused on the perception of staff  readiness for emergency manage-
ment. Th e central theme of the pilot study was the perception of the readiness of these 
workers to accompany the dying. By interviewing in combination with interviews, it 
was found that workers in residential social services perceive readiness as personal 
equipment and experience in the fi eld. According to the participants in the pilot 
study, education, transfer of experience between colleagues, previous experience with 
a similar situation, knowledge of the life story of the service user and the specifi cs of 
communication with these people play an important role in preparedness. According 
to the American Psychological Association (2020), readiness is defi ned as the imme-
diate ability to act or respond to a stimulus. Bartoňková (2010) views the readiness 
of employees as a set of certain skills, abilities, knowledge, competencies, personality 
traits and empathy. Vakola (2013) describes the so-called “organizational readiness”. It 
helps to create fl exibility, adaptability, but also to build trust and attitudes among the 
organization’s employees. Tureckiová (2004) mentions in the context of preparedness 
the importance of continuous development of employee performance. 

Hartl and Hartlová (2010) describe “crisis preparedness” in the context of emer-
gency situations. Th at is, the individual’s ability to manage or eliminate the conse-
quences of emergencies. It is a set of standardized procedures aimed at managing 
the crisis. Emergencies are characterized by the fact that they are unexpected, they 
happen suddenly, so there is not enough time to prepare for them. Th e readiness 
of employees is one of the factors infl uencing the origin, course and management 
of these situations. In such a case, employees and users of the service may expe-
rience feelings of vulnerability, helplessness, inability to act, and distrust of their 
own abilities. Th e degree of impact of emergency situations on the aff ected persons 
is conditioned primarily by the (in)readiness of the staff  of the service to cope with 
such situations, as well as by the (un)predictability of their occurrence. In practice, 
in this context, there is a tendency to underestimate possible risks, mere formality 
and outdated procedures, inability of employees or service users to actively use these 
procedures (Bednář, 2012).

In order to be able to provide quality care and services to users, workers in resi-
dential social services use previously acquired knowledge, skills, abilities, both on 
a professional and personal level. Th e question of the readiness of employees is thus 
related to their professional and personal preconditions. Th ese can be defi ned in the 
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context of the readiness of residential services as “competence to perform a certain 
activity” (Belz, Siegrist, 2015). Kubes et al. (2004) perceive competence as the ability 
or skill to carry out an activity. Th e condition for the implementation of the activity 
is the ability of the worker to perform the activity correctly – ie. have appropriate 
qualifi cations (knowledge, skills) in the fi eld of performance. According to the aut-
hor, competence can be seen as a power granted to us by the authority, or as the 
ability to perform activities in a qualifi ed manner. Th is claim is partly agreed with 
by the American Psychological Association (2020), which describes competence as 
the ability to control life (the ability to solve problems eff ectively) and the set of skills 
(the task-oriented activity). 

Th e readiness of residential staff  to deal with emergencies is also related to their 
personal preconditions (Chrastina et al., 2020). Mátel (2019) among the personal 
preconditions of a worker includes, for example, the ability of empathy, good com-
munication skills, emotional resilience and stability, determination, creativity, fl exibi-
lity in action, ability of continuous education in their fi eld, ability of self-refl ection, 
knowledge and maintaining one’s own boundaries and motivation work with the 
user and more. In the event of an emergency, the worker should be able to assess 
the imminent danger, ensure safety for themselves and the service user, establish 
and maintain safe contact with the user, take responsibility for necessary decisions 
(oft en under time pressure), knowledge and respect of borders (their and the users), 
confi dence in one’s own abilities, motivation, adequate directives, independence in 
acting, psychological resilience, cooperation (teamwork), respect, creativity, fl exible 
thinking and acting, self-refl ection, etc. (Špatenková et al., 2011).

Th e readiness of workers in social residential services is also linked to their educa-
tion (Chrastina et al., 2020). Th e conditions of education of workers in social residen-
tial services are specifi ed in more detail in the Act on Social Services No. 108/2006 
Coll., as amended (§109–117). Staff  training should not be seen only from the point 
of view of undergraduate study of helping professions. In the fi eld of education of 
workers, their further education also plays an important role (Mátel, 2019; Kopřiva, 
2013; Bartoňková, 2010; Matoušek, 2008). Th e need for further education of social 
services workers is also referred to in Annex No. 2 to Decree No. 505/2006 Coll., 
which implements certain provisions of the Act on Social Services (as amended). In 
the annex to this decree, the need for further professional development of employ-
ees is emphasized within the framework of quality standard No. 10 (“Professional 
development of employees”). According to these sources, the responsibility for the 
readiness of these workers is largely on the part of the employer, respectively a service 
provider (Chratina et al., 2020). Continuing education in social services is necessary 
in view of the ever-increasing demands on the knowledge and skills of workers. It 
could be said that this need for training in the fi eld of helping professions is becom-
ing a systematic part of further professional and personal development of workers. 
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In social services, education is put under pressure, for example, due to the develop-
ment of new methods, forms of work and work procedures, increasing the quality 
and effi  ciency of work, adaptation to organizational or situational changes (Bednář, 
2014). Employees of residential services can use in their professional and personal 
development, for example, professional training, courses, seminars, lectures, shar-
ing experiences with colleagues, supervision and more. (Mátel, 2019; Kopřiva, 2013; 
Bartoňková, 2010). According to Chrastina et al. (2020) the support of social work-
ers is an important aspect of increasing their readiness. Th is may take the form of 
regular emergency management training, the establishment of a written emergency 
management procedure, off ering assistance and the opportunity to communicate 
openly about possible concerns about emergency management, eg through inter-
views, supervision, discussions with a supervisor or a team, etc.

Despite continuous training leading to both professional and personal develop-
ment, it is necessary to take into account the fact that these workers may be prepared 
to use their knowledge, skills and abilities to varying degrees (Kubeš et al., 2004). 
Baštecká et al. (2005) emphasize, fi rst of all, the need to perceive the emergency wor-
ker as themselves. Even employees of residential services may feel fear and anxiety 
arising from, for example, their own (un)preparedness when dealing with emergen-
cies.

2 Aim

To fi nd out how employees of selected residential social services perceive the concept 
of preparedness in the context of emergency situations.

3 Method

With regard to the nature of the described issues and the goal of the research survey, 
a quantitative approach with an exploratory-descriptive character was used in the 
pilot study. Prior to the actual implementation of the research survey, a directory 
of contacts of large-capacity social residential services of the Czech Republic was 
created. All residential social services with a capacity of over 40 users were con sidered 
these services (MLSA CR, 2007). Subsequently, employees of selected services were 
approached with a request to participate in the research survey. Th ese workers had 
to meet the following criteria: job position – helping worker (special pedagogue, 
social worker); place of business – residential social service with a capacity of more 
than 40 users; education – depending on the performance of the job position (Act 
No. 108/2006 Coll., as amended). Th e willingness of cooperation from the employees 
of selected organizations was also decisive for participation in the research survey. 
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Th e survey technique was used to carry out the pilot study. Th e employees were 
contacted electronically – by e-mail. It contained a request to participate in the re-
search with a click on an electronic form guaranteeing the anonymity of their answers 
to the submitted question. Th is concerned a subjective view of the concept of “emer-
gency preparedness” in their service (what they imagined and how they perceived it). 
Data collection took place from September 2021 to January 2022. Twelve employees 
took part in the research survey.

Th e obtained data were subjected to content analysis of a descriptive nature. Open 
coding was used in the analysis. Categories (meaning units) were created from the 
identifi ed codes. In order to fully understand and clarify the meanings of individual 
categories/codes, they were specifi ed in the form of specifi c statements of employees 
in the form of a summary protocol.

4 Results

Several categories and codes were created by open coding by content analysis. Th ese 
are shown in the table below (Table 1: Content analysis of the obtained data – cate-
gories and codes).

Table 1: Content analysis of the obtained data – categories and codes

“When you say ‘readiness’ in the context of emergency 
situations on persons with disabilities at your work, what 
do you imagine?”
Cathegory Codes

Personal readiness
abilities

skills

Professional readiness

knowledge

awareness

cooperation

Organizational readiness

structure of the organization

material provision

personal resource

documentation

prevention

Based on the analysis of the category “personal readiness”, it can be stated that some 
workers of selected residential social services describe readiness in the context of 
emergency situations in their service as certain abilities or skills on the part of the 
worker. Th ese are, for example, the ability to react in an emergency situation, fl exibi-
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lity, employee empathy, the ability to saturate the individual needs of service users 
with regard to their specifi cs. A detailed description of this category can be found in 
Table 2: Summary protocol – category “personal readiness”.

Table 2: Summary protocol – category “personal readiness”

Cathegory – Personal readiness

Codes Workers’ statements 

abilities

“…the worker’s ability to respond to any situation that may arise in the social service in relation 
to clients.”
“Under the term ‘readiness’ I imagine that the worker must be very fl exible. Being equipped with 
the abilities and skills that allow them to respond to any emergencies with our users.”

skills
“…be able to respond to user needs that may arise during the service.”
“Everything is based on the fact that within their expertise, extraordinary empathy, acquired 
experience they must know the individual specifi cs of a particular user.”

In the analysis of the obtained data, the category “professional readiness” was created. 
Th e given category contains knowledge, information and cooperation within se-
lected organizations. Th e staff  describes the readiness, for example, as knowledge of 
methodologies and work procedures, possible measures, techniques and methods 
of working with users in emergency situations. Th e readiness is related not only 
to the ongoing updating of the mentioned methodologies and procedures with an 
emphasis on mapping the situation (individual needs, specifi c) of users, but also to 
informing employees about possible updates or sudden changes in the situation in 
the organization. Employees see cooperation as an important part of preparedness 
in the context of emergencies. It can take many forms. According to the staff , this is 
a collaboration between colleagues, users and their families, the service provider and 
other services (eg fi refi ghters, paramedics). According to the employees, constant 
communication, mutual support and transfer of experience (eg in regular meetings) 
between employees can be considered as the basis of good cooperation. Th e content 
of the category is described in more detail in Table 3: Summary protocol – category 
“professional readiness”.
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Table 3: Summary protocol – category “professional readiness”

Cathegory – Professional readiness

Codes Workers’ statements 

knowledge

“…to know the methodology of the workplace and work procedures.”

“…the konowledge of actual measures, including getting of these measures, unifi cation 
of the measures, not to change the measures from one day to another.”
“They must be such a professional to be able to react correctly to an arisen emergency situation 
and to be able to handle the situation best.”
“They must know which techniques and methods to use in the situation, whether they should 
always choose techniques for calming of the situation, distraction, or on the contrary, they work 
with the user, where it is necessary to use authority and sometimes increased voice and repeated 
emphasis.”
“…readiness in the context means for me that the personnel in duty know what to do if this 
situation appears.”

awareness

“…mapping the client’s situation – what extraordinary situations can occur (aggression, seizures, 
escapes, etc.), how such situations took place in the past, what worked and what did not.”
“…we update the methodologies frequently and inform employees about their content.”

“…the most important is to inform all staff  about the upcomong situation in time…”

cooperation

“It is important to know the personality of the user as much as possible within the observations, 
experiences, meetings within the whole team, then we can responsibly anticipate and be able 
to respond to the given emergencies..”
“The support and functioning of the entire work team is important, as such tense situations may 
arise when it is necessary to call for help from a colleague and resolve the situation in a diff erent 
than usual way.”
“If a worker can establish a real relationship with the user, the emergency can be handled.”

“Engage in cooperation with the founder and other departments (fi re brigade, hospitals, 
emergency services).”
“JIt is necessary to add that when dealing with such emergencies, there may be times when users’ 
rights are narrowed and their quality of life is reduced. It is good to remember this risk and 
constantly communicate with all the people aff ected. I think this should be the basis for 
successfully managing such a crisis, and if this can be done, I think we can talk about readiness.”

Th e content analysis also identifi ed the category of “organizational readiness”. Em-
ployees state that they would include the structure of the organization under the 
term readiness. Th us, the division of the organization into smaller departments, 
households, rooms, etc. can contribute to the readiness. Th e readiness can also take 
the form of material provision by the organization, eg in the form of protective, 
evacuation aids. Readiness is also related to suffi  cient staffi  ng of the service, eg in 
terms of suffi  cient capacity and pre-arranged volunteers or strengthening the work 
team in the event of an emergency. Workers also say that preparedness is related to 
suffi  cient information, access and transferability. It is not “only” about ensuring the 
way the information is passed on, but also about its timeliness, comprehensibility 
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and knowledge. Th e employee should thus be prepared to pass information not only 
between colleagues, but also towards the users of the service, their family members 
or guardians. 

As readiness, employees also describe the creation of documentation related to 
emergency situations in the organization. Th e employee can be helped to be prepared 
in the context of emergency situations, for example, by creating a detailed crisis plan 
for each user for individual situations, procedures for dealing with these situations, 
etc. Employees describe preparedness in the form of prevention as important. Th ese 
include various model situations, emergency response exercises together with service 
users, activation activities, practical training of staff  (eg  the correct use of evacuation 
aids and procedures) or the setting up of a “crisis staff ”. A more detailed specifi cation 
of this category is shown in Table 4: Summary protocol – category “organizational 
readiness”.

Table 4: Summary protocol – category “organizational readiness”

Cathegory – Organizational readiness

Codes Workers’ statements 

Structure of the organization “It is good to divide users into smaller groups. (by department, by household 
or by room).”

material provision 

“…have emergency and evacuation equipment ready for an emergency 
situation”
“…have a reserve stock of protective equipment and disinfectants ready 
for the service (expiration must be checked)”

personal resources
“…suffi  cient capacity is needed in wards…”
“…it is advisable to have pre-arranged volunteers or contractors who could 
assist in the event of a failure of the regular staff .”

information transfer

“The staff  has suffi  cient information, which the organization presents to them 
in writing and updates according to the development of the crisis situation and 
the conditions of the organization. People know them and apply them 
in practice. They are checked to ensure that they are complied with.”
“Social service users and their relatives are provided with up-to-date 
information, which they understand so that the cooperation can take place 
without worries and stress.“”
“All information should be in writing. We should introduce them to other 
employees who come into contact with the clients.”
“…Family members and carers need to be informed.”
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Codes Workers’ statements

documentation

“…creating a contingency plan for each client for a given situation (what are 
the causes, triggers, manifestations, what, who, when, what will be the sources 
of help, aftercare, etc.”
“…preparation of a crisis plan for specifi c situations with specifi c clients at our 
Center…”
“Selection of clients with risky behavior towards themselves or others. 
Description of the situation and specifi c, clear points, how to proceed in such 
a case, who to contact, how to ‘pacify’ the client, where to place them 
separately, which persons to contact in this case. Which situation is so serious 
that a doctor and an ambulance have to be called.“”
“…elaborated crisis situation procedure based on individual needs and abilities 
and possibilities of the client. As part of individual planning, each client has 
a risk situation prepared. This procedure helps the social worker to know how 
to proceed in a given crisis situation, so that the situation does not surprise 
them and that they are able to handle any crisis situation.”
“We anticipate crisis situations and have developed methodologies. For each 
client separately, we have described how to prevent crisis situations and, if they 
do occur, how to deal with them.”
“…Have a contingency plan in place, for example, for a situation of staff  
shortages, etc.”

prevention

“We practically practise some situations with staff  and users. We monitor 
the occurrence of emergencies in the social service and respond to some 
preventively – by preparing risk plans.”
“In my opinion, people with disabilities should know what is going on around 
them, what can happen and what they can meet. If they know, it is possible 
to prepare them for some situations. How to keep what to do. It all depends 
on the type of disability and the seriousness of it. As part of activations, it is 
possible to focus on individual cases of crisis situations, to analyze them 
together with the disabled. It is a matter of preventing these situations.”
“…staff  training – in general (eg working with aggression, fi rst aid, etc.), in 
a specifi c level (my role in the client’s crisis plan, and in the level of teamwork).”
“…Have a work team trained in crisis procedures…”
“…you must have well-trained staff  to work in a high-risk environment… 
(CORRECT use of protective equipment, disinfectants and all necessary proce-
dures in general).”
“…it is appropriate to establish a so-called crisis staff , which solves current 
events and developments with a capable coordinator for the service.”

5 Discussion and conclusion

Emergencies are characterized by their unpredictability. Th ey are unexpected, un-
desirable and associated with negative experiences and the necessity/possibility of 
change (Špatenková et al. 2011). Th is is an area that is oft en overlooked in the pro-
vision of social services in the Czech Republic. Th is can be problematic especially 
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in the provision of residential high-capacity social services, where emergencies can 
have a signifi cant impact on users and workers. With regard to the limitations and 
individual needs of users (in the context of individual categories of disability), it is 
the workers who can act eff ectively and without delay in an emergency. However, it 
is necessary to realize that even in emergency situations, employees may feel fear and 
anxiety stemming, for example, from their own (un)preparedness (Baštecká et al., 
2005). Based on this fi nding, a pilot survey was conducted to fi nd out how employ-
ees of selected residential social services perceive the concept of preparedness in 
the context of emergency situations. In the context of readiness, 3 categories were 
identifi ed by content analysis of the obtained data – personal, professional and or-
ganizational readiness.

Th e “personal readiness” category enables the area of readiness of employees of 
selected residential social services to be viewed in terms of abilities and skills of the 
worker (eg ability to respond in an emergency, fl exibility, empathy, ability to saturate 
individual needs of service users with regard to their needs and specifi cs). Mátel 
(2019) describes the readiness in a similar way. According to the author, however, it 
is possible to describe, for example, empathy and fl exibility in action together with 
communication skills, emotional resilience, stability, determination, creativity, self-
refl ection, knowledge and retention and motivation when working with the user, as 
certain personal preconditions of the employee. Chrastina et al. (2020) or Spatenkova 
et al. (2011) mentioned these as well. According to the authors, the employee should 
be able to assess the imminent danger, ensure safety for themselves and users of 
the service, establish and maintain safe contact with users, take responsibility for 
their decisions, trust in their abilities, autonomy of action, cooperation, respect, 
self-refl ection, etc. and skills can be according to the authors Belz, Siegrist (2015) 
and Kubeše et al. (2004) as a competence to perform an activity. Th us, the ability 
to deal eff ectively with the situation and the skill to meet the goal/task (American 
Psychological Association, 2020).

Th e “professional readiness” category enables the area of readiness of employees 
of selected residential social services to be viewed in terms of knowledge and infor-
mation of employees and also in terms of cooperation within selected organizations. 
Th e staff  describes the readiness, for example, as knowledge of methodologies and 
work procedures, possible measures, techniques and methods of working with users 
in emergency situations. Th e readiness is related not only to the continuous up dating 
of the mentioned methodologies and procedures with an emphasis on mapping the 
situation (individual needs, specifi c) of users, but also on informing employees about 
possible updates or sudden changes in the situation in the organization. Employees 
see cooperation as an important part of preparedness in the context of emergencies. It 
can take many forms. According to the staff , this is a collaboration between colleagues, 
users and their families, the service provider and other services (eg  fi re fi ghters, 
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paramedics). According to the employees, constant communication, mutual support 
and transfer of experience (eg in regular meetings) between employees can be consid-
ered as the basis of good cooperation. Alexander (2015) and Suttell (2003) also agree. 
Th e authors consider detailed planning, preparation of methodologies, procedures 
and strategies for managing emergencies, as well as the transmission of information 
about these facts in the context of emergencies to be crucial. Employees can develop 
professional readiness not only by sharing expe rience and working with colleagues, 
but also through further education. However, the possibility and availability of further 
education depends not only on the workers, but also on the employer (the organi-
zation in which they are employed) (Chrastina et al., 2020). Continuing edu cation 
in social services is necessary with regard to the ever-increasing requirements for 
knowledge and skills of employees (Bednář, 2014). Th ese are, for example, profes-
sional trainings, courses, seminars, lectures, sharing experiences with colleagues, 
supervision, teamwork and others (Mátel, 2019; Kopřiva, 2013; Bartoňková, 2010).

Th e third category identifi ed is “organizational readiness”. According to this cate-
gory, it is possible to include the structure of the organization under the concept of 
readiness – the division of the organization into smaller departments, households, 
rooms, etc. Furthermore, material provision by the organization, eg in the form of 
protective, evacuation aids (Boyce, 2017; Butler, 2017; Koo et al., 2012). Readiness is 
also related to suffi  cient staffi  ng of the service, eg in terms of suffi  cient capacity and 
pre-arranged volunteers or strengthening the work team in the event of an emer-
gency. Workers also say that preparedness is related to suffi  cient information, access 
and transferability. It is not only “about” ensuring the way the information is passed 
on, but also about its timeliness, comprehensibility and knowledge. Th e employee 
should thus be prepared to pass information not only between colleagues, but also 
towards service users, their family members or guardians (Chrastina et al., 2020). As 
readiness, employees also describe the creation of documentation related to emer-
gency situations in the organization. Th e employee can be helped to be prepared in 
the context of emergency situations, for example, by creating a detailed crisis plan 
for each user for individual situations, procedures for dealing with these situations, 
etc. Employees describe preparedness in the form of prevention as important. Th ese 
are various model situations, emergency management exercises together with service 
users, activation activities, practical staff  training (Chrastina, 2020; Hashemi 2018; 
Bednář, 2014; Snider et al., 2011; Baštecká et al., 2005). Despite all the above facts, in 
the practice of workers of residential social services, there may be situations where 
workers are ready to use their knowledge, abilities and skills to varying degrees 
(Kubeš et al., 2004). In other words, they may not fully believe in their own readi-
ness. Even employees of residential services may feel fear and anxiety arising from 
their feelings of (un) preparedness when dealing with emergencies (Baštecká et al., 
2005). Closely related to this is the concept of self-effi  cacy. It takes the form of a belief 
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in one’s own abilities and skills aimed at eff ectively (successfully) mastering the set 
goal (Bandura, 1997). It is an individual assessment of a person’s ability to take ac-
tion (under certain circumstances) to achieve a successful outcome. Expectations of 
personal eff ectiveness diff er from expectations of outcome because individuals may 
believe that their actions will lead to a result, but if they do not believe in their abilities 
in such a situation, they are unlikely to dare to realize such an activity (Zimmerman, 
Cleary, 2006; Bong, Skaalvik, 2003).

Determining the degree of self-effi  cacy in workers of selected residential social 
services will be the subject of further research in the main research of the author’s 
dissertation and entitled “Analysis of the readiness of workers to provide fi rst psy-
chosocial assistance to people with disabilities in residential services”.

Acknowledgements

Th e article/paper is dedicated to solved project/grant IGA_PdF_2022_007, “Bezpeč-
nost v kontextu osob se specifi ckými potřebami”.

References

 [1] Chrastina, J., Špatenková, N., Hudcová, B. Náročné, krizové a mimořádné situace v kontextu rezi-
denčních služeb: umírání, doprovázení a smrt uživatelů se zdravotním postižením. 1. vydání. Olo-
mouc: Univerzita Palackého v Olomouci, 2020. ISBN 978-80-244-5725-3.

 [2] American Psychological Association. Dictionary. apa.org. [online]. 2020 [cit. 2020-09-09]. Dostup-
né z: https://dictionary.apa.org/.

 [3] Bartoňková, H. Firemní vzdělávání. Vyd. 1. Praha: Grada, 2010. 204 s. ISBN 978-80-247-2914-5. 
Dostupné z: https://www.bookport.cz/kniha/fi remni-vzdelavani-360.

 [4] Vakola, M. 2013. Multilevel Readiness to Organizational Change: A Conceptual Approach. Journal 
of Change Management [online]. 13, no 1 [cit. 2020-07-09]. Dostupné z: http://www.tandfonline.
com/doi/pdf/10.1080/14697017.2013.768436.

 [5] Tureckiová, M. Řízení a rozvoj lidí ve fi rmách. Vyd. 1. Praha: Grada Publishing, 2004. 168 s. Psyché. 
ISBN 80-247-0405-6.

 [6] Hartl, P., Hartlová. Velký psychologický slovník. Vyd. 4., Praha: Portál. 2010. ISBN 978-80-7367-686-5.
 [7] Bednář, M. Kvalita v sociálních službách. 1. vyd. Olomouc: Univerzita Palackého v Olomouci, 2012. 

153 s. ISBN 978-80-244-3069-0.
 [8] Belz, H., Siegrist, M. Klíčové kompetence a jejich rozvíjení: východiska, metody, cvičení a hry. Vyd. 3. 

Praha: Portál, 2015. 375 s. ISBN 978-80-262-0846-4.
 [9] Kubeš, M., Spillerová, D., Kurnický, R. Manažerské kompetence: způsobilosti výjimečných manažerů. 

Praha: Grada Publishing, 2004, 183 s. ISBN 8024706989.
[10] Mátel, A. Teorie sociální práce I: sociální práce jako profese, akademická disciplína a vědní obor. 

1. vydání. Praha: Grada Publishing. 2019. ISBN 978-80-271-2220-2.
[11] Špatenková, N., et al. Krizová intervence pro praxi. 2., aktualiz. a dopl. vyd. Praha: Grada. 2011. 

ISBN 978-80-247-2624-3.
[12] Zákon č. 108/2006 Sb., o sociálních službách a o změně některých zákonů. [online]. [cit. 2020-07-09]. 

Dostupné z: https://www.zakonyprolidi.cz/cs/2006–108?text=.



Journal of Exceptional People, Volume 11, Number 20, 2022            Articles 67

[13] Vyhláška č. 505/2006 Sb., kterou se provádějí některá ustanovení o sociálních službách, ve znění pozděj-
ších předpisů. [online]. [cit. 2020-08-09]. Dostupné z: https://www.zakonyprolidi.cz/cs/2006-505.

[14] Matoušek, O. Slovník sociální práce. Vyd. 2., přeprac. Praha: Portál. 2008. ISBN 978-80-7367-368-0.
[15] Kopřiva, K. Lidský vztah jako součást profese. Vyd. 7., Praha: Portál. 2013. ISBN 978-80-262-0528-9.
[16] Bednář, M. Manuál zavádění standardů kvality sociálních služeb do praxe. [2. vyd.]. Olomouc: 

Caritas – Vyšší odborná škola sociální Olomouc, 2014. 104 s. ISBN 978-80-87623-10-7.
[17] Baštecká, B., et al. Terénní krizová práce: psychosociální intervenční týmy. Vyd. 1. Praha: Grada. 

2005. ISBN 80-247-0708-X.
[18] MPSV. 2007. Koncepce podpory transformace pobytových sociálních služeb v jiné typy sociálních 

služeb, poskytovaných v přirozené komunitě uživatele a podporující sociální začlenění uživatele do 
společnosti. [online]. [cit. 2019-06-06]. Dostupné z: <http://www.mpsv.cz/fi les/clanky/3858/Kon-
cepce_podpory.pdf>.

[19] Alexandr, D. 2015. Disaster and Emergency Planning for Preparedness, Response, and Recovery, 
Oxford Research Encyclopedia of Natural Hazard Science, Oxford University Press USA.

[20] Suttel, R. 2003. Prepared for Safety, Buildings. pp. 32−34.
[21] Boyce, K. 2017. Safe evacuation for all – Fact or Fantasy? Past experiences, current understanding 

and future challenges. Fire Safety Journal. p. 13, ISSN 03797112.
[22] Butler, K. et al. 2017. Perspectives of occupants with mobility impairments on evacuation methods 

for use during fi re emergencies. Fire Safety Journal, 91, 955–963. DOI: 10.1016/j.fi resaf.2017.04.025.
[23] Koo, J., Kim, I. S., Kim, B.-I. 2012. Estimating the impact of residents with disabilities on the 

evacuation in a high-rise building: A simulation study. Simulation Modelling Practice and Th eory, 
24, 71–83. DOI: 10.1016/j.simpat.2012.02.003.

[24] Hashemi, M. 2018. Emergency evacuation of people with disabilities: A survey of drills, simula-
tions, and accessibility. Cogent Engineering, University of Pittsburgh.

[25] Snider, L., Van Ommeren, M., Schafer, A. 2011. Psychological fi rst aid: guide for fi eld workers. Ge-
neva, Switzerland: World Health Organization. ISBN 9789241548205.

[26] Bandura, A. 1997. Editorial. American Journal of Health Promotion, 12(1), 8–10. https://doi.
org/10.4278/0890-1171-12.1.8.

[27] Zimmerman, B. J., Cleary, T. J. 2006. Adolescents’ Development of Personal Agency. In F. Pa-
jares, T. Urdan (Eds.), Adolescence and Education (Vol. 5): Self-Effi  cacy Beliefs of Adolescents 
(pp. 45–69). Greenwich, CT: Information Age Publishing.

[28] Bong, M., Skaalvik, E. M. 2003. Academic self-concept and self-effi  cacy: How diff erent are they 
really? Educational Psychology Review, 15(1), 1–40. https://doi.org/10.1023/A:1021302408382.

(reviewed twice)

Mgr. et Mgr. Bianka Hudcová 
Institute of Special Education Studies
Faculty of Education
Palacky University in Olomouc
Žižkovo náměstí 5
771 40 Olomouc
Czech Republic
e-mail: bianka.hudcova01@upol.cz





Journal of Exceptional People, Volume 11, Number 20, 2022            Articles 69

Core practices in understanding the progress 

of students with special education needs 

in order to respond to intervention success

(overview essay)

David D. Hampton

Abstract: Currently in the United States (USA), implementation of a widely used 
Evidence-Based Practice (EBP), Response to Intervention (RtI) model to increase read-
ing instruction are being implemented by more school administrators and teachers, 
looking to learn eff ective RtI practices to support learning in mathematics. Th is article 
explores some of the key elements of RtI practices in mathematics, including screening 
for the early identifi cation of students who may have Dyscalculia, or are struggling 
learners. We will also examine a process of progress monitoring for measuring instruc-
tional profi ciency for all students. We describe some of the similarities and diff erences 
between RtI processes in reading and mathematics. Th e article addresses the use of 
diag nostic data and details the importance of the National Teachers of Mathematics 
(NTCM) standards and Common Core Mathematics standards, among others. Th e 
article concludes with a discussion of some evidence-based interventions in mathe-
matics, and we provide an implementation checklist to assist educators as they begin 
to implement RtI in mathematics.

Keywords: Curriculum-Based Measurement, Assessment, Screening, Progress Moni-
toring, Interventions

1 Introduction

Th e Individuals with Disabilities Act (IDEA) explicitly allowed the use of student 
response to instruction when identifying a learning disability. Th is government policy 
acknowledged that early identifi cation with less dependence on discrepancy between 
intellectual potential and achievement. To address the fl exibility that IDEA allows, 
many states and school districts have begun transitioning away from the previous 
identifi cation model and moving toward a form of Response to Intervention (RtI; 
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Zirkel & Th omas, 2010). Although RtI models may be relatively new to most educa-
tors. School districts in several states (i.e., Iowa, Minnesota, Florida, Ohio, and Il-
linois) have been using RtI models for identifying and assisting struggling students 
in reading for more than a decade with positive results (Jimerson, Burns, & Van-
DerHeyden, 2007). 

Two important inferences about the implementation of RtI are drawn from these 
state initiatives: (a) RtI models may be successfully implemented in schools to meet 
the needs of struggling learners, and b) RtI models assume diff erent identities and 
formats across diff erent schools and districts. Th ese diff erences are due, in part, 
to the notion that each school district is unique and that RtI is described in many 
ways (Hoover & Love, 2011). Although most of the evidence supporting the use of 
RtI models has been conducted in reading, increasing attention is being paid to the 
area of mathematics, as the realization that students who struggle with reading oft en 
also struggle with mathematics as well.

Th ere are three signifi cant reasons students who have Dyscalculia need to learn 
mathematics. First, mathematics is integral to many important life skills (Minskoff  
& Allsopp, 2003). Each day, people are presented with the need to have basic mathe-
matics profi ciency, such as when purchasing goods and services, performing house-
hold budgeting, and meeting today’s technical work demands. Second, high-stakes 
assessments, particularly at the secondary level, include mathematics skills (i.e., alge-
bra) that have become a benchmark for obtaining a high school diploma (Minskoff  
& Allsopp, 2003). Th erefore, students who have learning diffi  culties must have basic 
profi ciency with these mathematical concepts if they are to pass these tests and suc-
cessfully graduate from secondary school. Th ird, mathematics has become integral 
to student understanding in other subject areas, such as the sciences, economics, 
and computer literacy. Students who struggle with mathematical concepts will fi nd 
it diffi  cult to learn this important complex content. Without a basic knowledge of 
mathematics, students may struggle to pass courses and standardized tests, leading 
to potential academic failure (Minskoff  & Allsopp, 2003). 

Research investigating the eff ective implementation of RtI has its foundation in 
reading; however, there are many core components founded in reading research 
that can be utilized in creating an RtI model in mathematics. Riccomini and Witzel 
(2010) have identifi ed six core components that form RtI models fi rst established in 
reading research but are fully translatable to mathematics. Th e fi rst component is 
a system centered on the idea that all students can learn when EBPs are implemented 
and continually monitored. Th e second component includes universal screening to 
measure all students’ levels of profi ciency at least three times each academic year, 
serving to identify students who may need more specialized instruction. Th e third 
component is that a system of progress monitoring implemented to confi rm the eff ec-
tiveness of teacher instruction and to inform academic decision making. Th e fourth 
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component includes the exclusive use of EBP in our instruction being used in both 
core learning and intensifi ed academic interventions. For the fi ft h component, tiers 
of instructional supports are created and appropriate EBP and trained educators are 
used to implement supports to students in each tier. Finally, the sixth component 
suggests that ongoing program evaluation is essential to ensure the eff ective imple-
mentation of RtI systems in schools.

As teachers and administrators begin to implement RtI in mathematics, many 
aspects used in reading are routinely applied. Th ere are some diff erences between 
reading and mathematics. Unlike reading, mathematics diffi  culties may be blamed 
on the notion that not everyone can be profi cient in mathematics. Even parents 
and some teachers will oft en excuse problems in math by rationalizing that they 
were not good in math at that age either (Riccomini & Witzel, 2010). Th e National 
Mathematics Advisory Panel (NMAP; 2008) stated that “all students can and should 
be mathematically profi cient in grades pre-K through 8” (p. 10). Another important 
distinction between RtI implementation in reading and mathematics is the type of 
measure used for screening and progress monitoring. In reading, the primary meas-
ures that have been used have been measures of oral reading or word selection during 
a silent reading task. In mathematics, many measures are group administered and 
include assessments of computation skill and applied knowledge of concepts. Finally, 
core instruction and academic interventions will diff er in content in mathematics, 
although many reading interventions can be applied to some extent to mathematics 
vocabulary and word problems, for instance. Th ere is signifi cantly less research in 
mathematics interventions than in reading, but recent documents published by the 
NMAP (2008) and Gersten et al. (2009) summarize current fi ndings in mathematics.

2 Screening

A recent document published by the National Center on RtI, titled “Essential Com-
ponents of RtI: A Closer Look at Response to Intervention” (National Center on RtI, 
2010) suggests that screening in an RtI model relies on two processes. First, universal 
screening, which consists of a brief assessment administered to all students, is per-
formed at the beginning, middle, and end of the school year. Second, students who 
fall below the benchmark levels associated with the set of measures, are then given 
additional assessment, or can be monitored for an extended period of time to gather 
more information regarding the student’s risk for Dyscalculia.

One type of measurement that has been widely used in RtI frameworks for uni-
versal screening is Curriculum-Based Measurement (CBM; Deno, 1985). In the area 
of mathematics, CBM universal screening measures are available for pre-K to fi rst 
grades in early numeracy, for elementary students in computation and concepts and 
applications, and for secondary students in estimation and algebra (Chard et al., 
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2005; Clarke & Shinn, 2004; Foegen, 2000; Foegen, Olson, & Impecoven-Lind, 2008; 
Fuchs, Hamlett, & Fuchs, 1998, 1999; Lembke & Foegen, 2009). Th e screening tools 
chart on the National Center for RtI Web site (rti4success.org), updated frequently, 
provides an expert evaluation of screening tools that are submitted for examination. 
Suggested screening tools that have been determined to be EBP can be found on the 
National Center’s Web site by clicking on the screening tools chart.

2.1 Implementation of Screening in Mathematics

Screening measures are administered in 1 to 8 minutes, with early numeracy meas-
ures administered individually and measures for elementary and secondary students 
administered in a group, typically by each classroom. Measures range from early 
numeracy tasks, such as counting, number identifi cation, and quantity discrimination 
for preschool and primary grades, to computation, completing algebra equations, and 
mathematical concepts such as data, time, and measurement for late elementary to 
secondary school students.

A summary of reliability and validity data and establishing suggested growth 
rates and sources for many common CBM measures are included in Table 1. Th is 
table can give educators a sense of how measures fare across studies. Included in 
this list are measures from common web-based programs, including AIMSweb 
(aimsweb.com) and Wireless-Generation (mClass:Mathematics; wirelessgenera-
tion.com). Other screening tools for early numeracy can be found on the Research 
Institute for Progress Monitoring site (progressmonitoring.org), for K-8 mathematics 
on easyCBM.com, and for algebra on the Algebra Assessment and Instruction site 
(www.ci.hs.iastate.edu/aaims/).
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3 Progress monitoring

NCTM; 2000, reported that assessment in mathematics should be more than a test 
to gauge learning at the end of instruction. But instead, assessment should become 
a foundational component of the instruction that guides teachers and enhances stu-
dents’ learning. NCTM recommends that teachers continually gather information 
about student performance and make appropriate decisions about instruction in real-
time, content, pacing, review, and remediation for students who may be struggling. 
NCTM warns that assessment practices that are out of the realities of with curriculum 
and instruction, give inaccurate fi ndings to all those concerned with learning.

Any assessment of mathematics learning should, fi rst and foremost, be anchored 
in core mathematical content. It should refl ect topics and applications that are critical 
to a full understanding of mathematics as it is used in today’s world and in students’ 
lives aft er their education has been completed (NCTM, 2000). Although CBM for 
screening has previously been discussed, CBM is also an excellent, research-based 
tool for progress monitoring.

3.1 Implementation of Progress Monitoring

CBM serves as an EBP tool for progress monitoring in that it meets the requirements 
for ease of classroom teacher use, sensitivity to instructional eff ectiveness, ability to 
frequent monitoring progress of student performance, adaptability for use in deter-
mining the eff ectiveness of the particular intervention, and relevance to the issue of 
measuring multiple skills contained in acquiring mathematics profi ciency (Clarke 
& Shinn, 2004; Fuchs, Compton, Bryant, Hamlett, & Seethaler, 2007; Lembke, Foe-
gen, Whittaker, & Hampton, 2008; VanDerHeyden, Witt, Naquin, & Noell, 2001). 
CBM has numerous distinctive features, but most critical is the technical adequacy 
of CBM measures that validate the ongoing assessment of student progress and in-
structional decision making (Hosp, Hosp, & Howell, 2007; Stecker, Lembke, & Foe-
gen, 2008). Progress monitoring allows teachers to chart student data on a regular 
and ongoing basis, and measures student progress over time (Lembke et al., 2008). 
For more information about progress monitoring in mathematics, see a review of 
the literature conducted by Foegen, Jiban, and Deno (2007). More detail about the 
reliability and validity, as well as growth rates, for elementary mathematics measures 
specifi cally can be found in Table 1. Th ese growth rates can help teachers as they set 
individual goals for students by multiplying the suggested growth rate by the number 
of weeks until the end of the goal period.
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4 Tiered Intervention Framework

Th e RtI framework resembles a prevention science model by providing a tiered ap-
proach to academic intervention (Lembke, McMaster, & Stecker, 2010). Whereas 
the prevention science model suggests universal, selective, and indicated prevention 
cycles (National Research Council & Institute of Medicine, 2009), RtI employs three 
tiers of academic intervention: universal (Tier 1), strategic (Tier 2), and intensive 
(Tier 3; Fuchs & Fuchs, 2006). Students are assigned to various tiers of intervention 
based on instructional need. Students who fail to respond to research-based inter-
ventions at a tiered level may be moved to receive a more intensive intervention. 
Lembke et al. (2010) further explain that students unable to respond to multiple tiers 
of intervention may be referred for special education services. Students are assigned 
to tiers based on data gathered during the screening process.

5 Conclusion

Although not as much has been written about and applied in schools for RtI in mat-
he matics compared with RtI in reading, the essential features, such as implementing, 
screening, progress monitoring, intervention implementation, and data utilization, 
remain important fi xtures of best-practice teaching. In fact, incorporation, or im-
provement of one of these elements would result in productive changes for a school 
or district. As school members explore how to begin using an RtI structure in mathe-
matics, they can capitalize on any work that is already completed in reading and 
can also complete a needs assessment on RtI practices to determine where to focus 
productive and eff ective instruction. 
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The case for Equine-Assisted Interventions 

(EAI) for children and adults with specifi c 

areas of need
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Abstract: Th is review paper explores the validity of using therapeutic equine-assisted 
interventions in supporting individuals with specifi c disabilities, mental health needs 
and progressive medical conditions. 
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Mental Health, Special Educational Needs and Disabilities (SEND), Autism Spectrum 
Disorder (ASD), Physical Disabilities

1 Introduction: Defi ning Equine Assisted Intervention 

Equine-Assisted Intervention (EAI) is an alternative, therapy-based approach de-
signed to support wellbeing and engagement through activities such as horse rid-
ing, horse care, social interaction and teamwork. Its aim is focused on developing 
transferrable life-skills for those experiencing social, emotional and physical needs 
(Harrington, 2015, p. 19); EAI has been reported to be particularly eff ective for 
developing and enhancing skills for independence (Borgi et al., 2016, p. 2). Th e en-
gagement of vulnerable individuals with horses has been recognised as a successful 
factor in promoting positive mental health, trust-building and the creation of a sense 
of worth for the key reason that horses, which are generally non-judgemental and 
accepting in nature, are highly responsive animals, enabling people to interact with 
them non-verbally, through body language and gestures (Earles et al., 2015, p. 150).

2 The Aim of this review paper 

Th is review paper explores EAI from two perspectives: Th erapeutic and pastoral. 
EAI as a therapeutic intervention presents confl icting results; Veselinova (2013) 
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and White-Lewis et al. (2019) concluded that although EAI does have an impact 
physically, this is not signifi cantly more than standard forms of therapy and progress 
has been recorded as noticeably slower. Contrastingly, as a therapeutic interven-
tion for mental health and/or trauma, EAI is found to be highly eff ective, more 
so than standard therapies, particularly for vulnerable young people (Mueller and 
McCullough, 2017; Walker Buck et al., 2017). Furthermore, Harrington, (2015) iden-
tifi ed that it had served as an eff ective distraction technique for a young person with 
a history of self-harm (p. 35). It is through the lens of this argument that the overall 
aim of this review is to describe and critically refl ect on evidence which supports the 
judgement that HEI is an eff ective therapeutic provision for individuals with Special 
Educational Needs/Disabilities (SEND) and for those with mental health needs.

3 Background Context: The Human/Horse Relationship 

Levine (1999, p. 29) identifi ed that the fi rst evidence of horses being domesticated 
was found to be between 3000–5000 BC. Levine’s paper is now over twenty years old, 
and scientifi c methods have since advanced within the fi eld of forensic anthro pology, 
meaning that there is now the potential to isolate a more specifi c timeframe for iden-
tifying when horses were fi rst domesticated. Anderson and Meints (2016, p. 3344) 
have identifi ed that it was the Ancient Greeks, using horses primarily for transport 
and war, who were the fi rst to suggest that horses could be used for therapeutic and 
rehabilitation purposes, thus the derivation of the term ‘hippotherapy’ emerged; 
however Librado et al. (2016, p. 423) stated that only minimal further investigation 
has been undertaken into the origins of domesticated horses and so no contradictory 
conclusions have been obtained. 

Th e treatment of horses by humans has considerable impact on their tempera-
ment. Horses that have been mistreated – physically abused, neglected, over-exerted, 
confi ned to small spaces, for example – are more likely to display aggressive be-
haviours such as biting and kicking (Hausberger et al., 2008, p. 9a), but may still seek 
out human aff ection. Schaefer (2007, p. 48) states that the eff ects of abuse on horses 
are identical to the eff ects of abuse on humans; these being both long and short-term, 
including such actions as withdrawal, changes in behaviour, being over-eager to please 
or displaying a lack of trust. Th e eff ect of trauma and abuse on animals is an under-
researched area, there is even less research into timescales regarding recovery from 
trauma/abuse. Considering that animals can have parallel experiences to humans 
regarding the eff ects of abuse, it might be appropriate to assume that recovery time 
from this treatment also shares similarities with humans, where recovery can take 
many years with a signifi cant number never fully managing a full recovery but only 
developing strategies to learn to live with the adverse experien ces (Anderson et al., 
2012, p. 1279). Th e most signifi cant aspect in recovering from trauma/abuse is the 
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establishment of new relationships and rebuilding existing ones (Lewis et al., 2015, 
p. 385–387) but animals who have suff ered from trauma/abuse display trust issues 
relating to humans; this is a common issue, supporting the view that social factors 
can infl uence personality and temperament (Niemela and Esantostefano, 2015, p. 24). 

Smith et al., (2018) state that horses are generally renowned for their sensitivity 
to human emotions and non-verbal signals, both key reasons why the human/horse 
bond has been, a strong one for so long (p. 307–308). Horses respond more positively 
to humans displaying more docile body language as opposed to those presenting 
dominance as this can be interpreted as threatening, as docile gestures are more calm-
ing, making the horse more approachable (p. 311). Th is characteristic seems to make 
horses ideal animals to be used in animal-related assisted interventions designed to 
support physically and/or emotionally vulnerable individuals. 

4  Equine Assisted Intervention (EAI) and Special 

Educational Needs and Disability (SEND)

Despite judgements emerging from some studies’ fi ndings, notably those conducted 
by Srinivasan et al. (2018) and Park et al. (2013), who highlighted that results were 
inconclusive to credit EAI as a wholly eff ective intervention, there is a counter-ar-
gument supported by qualitative data collected directly from EAI participants and 
their families which confi rms the effi  cacy of EAI. Tan and Simmonds (2018) and 
Lemke et al. (2014) both acquired responses and perspectives from those who regu-
larly engaged in EAI. Th ese responses conveyed how much the participants enjoyed 
their EAI activities and how they (and their parents and/or carers) directly related 
this to positive change in their lives. 

4.1 A Focus on EAI and Individuals with Autism

Research into the eff ects of EAI on individuals with SEND largely focuses on those on 
the Autism Spectrum (Autistic Spectrum Disorder – ASD). ASD has been defi ned in 
many ways over the years, however recent research defi nes it as a neurodevelopmental 
con dition aff ecting an individual’s rate of typical development, social interaction, 
communication and cognitive functioning; it is more commonly diagnosed in boys 
but is becoming increasingly diagnosed in girls (Lai et al., 2014, p. 896). Jordan (2019, 
p. xxvia) emphasises that ASD is very much an individual condition – no two cases 
are the same and characteristics diff er largely between individuals. Another trait of 
ASD is that individuals with the condition experience the world in very diff erent ways 
from those without from a sensory perspective, known as ‘sensory overload’ which 
is explained as a sometimes overwhelming or intolerable amplifi cation of the senses 
(Bogdashina, 2016, p. 64–65). To self-regulate, individuals with ASD might develop 
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repetitive behaviours such as tapping a particular object when walking past, rocking, 
hand fl apping or lining up objects. (p. 65). Despite the diff ering needs of individuals 
with ASD, it is not an ‘illness’ which needs to be ‘cured’, rather, these needs must be 
considered and accommodated to enable individuals with ASD to access the world 
and be treated with respect and as human beings (Jordan, 2019, p.xxvib). 

A study conducted by Llambias et al. (2016) consisting of nineteen children with 
ASD identifi ed that EAI was eff ective in addressing sensory needs. Horse riding pro-
vided enhanced (and enjoyable) vestibular-proprioceptive feedback for the children 
participating– the sensory systems responsible for balance, movement and spatial 
awareness (Cuturi and Gori, 2019, p. 1–2). Particularly within some special school 
settings, therapy balls are used for individuals with ASD to give the same vestibular-
proprioceptive feedback that horse riding is shown to provide; the use of therapy 
balls has been reported as enabling children to sit for longer periods of time as they 
are able to bounce if they need to, making them more alert/able to concentrate and 
improve their overall engagement and participation (Bagatell et al., 2010, p. 896). 
Th e similarity between the use of the therapy balls and horse riding is that they get 
the vestibular-proprioceptive feedback from both – the therapy balls from bouncing 
and from horse riding by the bouncing or rocking motion as the horse moves. In 
addition, Lambias et al. (2016) also identifi ed that horse riding had a calming eff ect 
on some of the participants through a combination of the motion and the quiet, 
outdoor environment where the EAI took place (p. 2). Similarly, Barakat et al. (2019, 
p. 353a) explored how the natural environment in general can have a positive eff ect 
on children with ASD, referring to it as a ‘healer’ and identifying the key benefi ts as 
reducing stress/anxiety and promoting positive feelings (p. 355). 

A contentious area relating to the use of EAI for individuals with ASD is its posi tive 
impact on improving the social functioning of individuals with ASD. Lanning et al. 
(2014) compared the eff ects on social functioning using EAI with that of an unspeci-
fi ed non-EAI and the results identifi ed that EAI had a higher rate of social func-
tioning improvement amongst the group using this approach. Opposingly, a later 
study consisting of direct observation and literature analysis, found widely varying 
results but concluded that there is not enough clear evidence to confi rm that EAI 
is signifi cantly benefi cial to improving the social functioning of individuals with 
ASD (Srinivasan et al., 2018, p. 162). However, the perspectives of parents of indi-
viduals with ASD is a far more positive one in relation to how EAI improves social 
functioning. Tan and Simmonds (2018) reported that parents commented on the 
relationships their children were building with the horses, regarding them as friends, 
and having increased interaction with facilitators and other children taking part in 
the EAI (p. 763). One parent discussed how their child, building a relationship with 
the horses, has enabled them to help their child consider the consequences of their 
behaviours, using the example that the horse would be upset (p. 764), thus utilising 
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the skills learned in EAI in a wider context. Another parent discussed the friendships 
their child formed with other children in the EAI group, commenting that not only 
have they built new relationships through the activity, but that these relationships 
have continued outside of the EAI setting with the children oft en seeing each other 
for ‘playdates’ (p. 754). 

Th e perspective of the parents are valid because they consider the long-term ef-
fects of the EAI and appreciate every positive impact, no matter how insignifi cant it 
may seem. Th erefore, from the perspective of parents, EAI seems to be recognised as 
a very valued intervention for their children with ASD as it enables them to develop 
skills for use in the wider world. 

4.2 A Focus on EAI and Individuals with Physical Disabilities 

Th e Offi  ce for Disability Issues, in the Equality Act (2010), defi nes the umbrella term 
‘Physical Disability’ as, 

“a physical or mental impairment and the impairment has a substantial and long-
term adverse eff ect on his or her ability to carry out normal day-to-day activities” 
(p. 7). 

Issues that physical disability may cause include full or partial paralysis and chronic 
pain; balance, co-ordination and general mobility issues, resulting in the use of as-
sistive aids with challenges carrying out basic tasks such as eating and personal care 
(Veselinova, 2013, p. 161). In connection with EAI, Kraft  et al. (2019) compared the 
outcomes of nine randomly-selected children aged two to fi ve years old with physical 
disabilities, where four underwent EAI and fi ve underwent an undetailed standard 
form of physical therapy over a course of twelve sessions. All of the participants 
undergoing the interventions displayed improvements in functional mobility, but 
the participants in the standard physical therapy group showed more signifi cant im-
provements than the participants in the EAI group (p. 19); however, it is noted in the 
report that the standard physical therapy focused on a specifi c skill over a period of 
time whereas the EAI addresses a range of skills over the same period (p. 19b), hence 
this is likely to be why more progress was shown by the standard physical therapy 
group. Similarly, Park et al. (2013) established an identical pattern of results in their 
study, however they found more signifi cant improvements in the EAI group, where 
larger increases in abilities to carry out personal care and mobility were identifi ed 
(p. 1740). Unfortunately, both studies illustrate that, because such small sample sizes 
and specifi c age-ranges were used, this does not serve as suffi  cient evidence to prove 
the benefi ts of EAI across a wider participant age-range. 

Much like individuals with ASD, individuals with physical disabilities have also 
been found to benefi t socially from EAI, specifi cally in relation to interactions with 
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peers. Wanneberg (2014) investigated how EAI helped reshape the identities of adults 
with acquired physical disabilities; one reason for this being that it helps individuals 
to forget about their disability during the time that they spend on horseback because 
when they ride with able-bodied peers, they are not restricted by their own body’s 
limitations like they may be when taking part in other physical activities such as 
walking or cycling (p. 73–74). Furthermore, just being in the EAI environment with 
other people who share a common interest in horses was found to be a key factor – 
a participant with a physical disability commented that, in that setting, everyone 
naturally socialises regardless of age, gender or disability purely over their enjoy-
ment of being involved with horses (p. 73). Kendall et al. (2014) presented similar 
fi ndings – that the general context in which EAI takes place is a highly positive and 
relaxing environment and that EAI activities are exciting and looked forward to by 
most participants. 

As with literature relating to children with ASD, parent voice is again under-re-
presented with regards to physical disability (Cavendish and Connor, 2018b, p. 33). 
Lemke et al. (2014) gathered data on the perceived impacts that EAI had on children 
with spinal muscular atrophy – a severe, degenerative and regressive neuromuscular 
disease caused by degeneration of the alpha motor neurons in the spinal cord, re-
sulting in muscle weakness and paralysis (D’Amico et al., 2011, p. 71). Lemke et al’s 
data/feedback was collected from the participants and their parents; their fi ndings 
complemented Wanneberg’s (2014) fi ndings which focused on what individuals with 
physical disabilities felt like when taking part in EAI, in short they reported that they 
are not held back by the limitations of their bodies. Lemke (2014) quoted one par-
ticipant who said, “when I got up on the horse I could do everything once I got up. 
I think it gave me independence” (p. 239). Others commented that physical skills they 
learnt during EAI were transferrable into daily life such as walking and the ability 
to lift  objects (p. 240). One parent stated that her son did equestrian competitions, 
supporting the view that individuals with physical disabilities are helped to feel no 
diff erent from others. Several parents stated how they noticed how much strength 
their children had gained since participating in EAI and how much better their balan-
ce was (p. 240), again, social and relationship aspects were frequently high lighted, 
with parents stating how their children would always talk about the horse they rode 
and the friends they met in the EAI setting (p. 241). 

Rett Syndrome, is a condition mostly aff ecting girls, causing developmental re-
gression and profound and multiple learning, physical and communication diffi  cul-
ties (Rett UK, 2016) ; an additional physical condition found in many girls with Rett 
Syndrome is scoliosis, or curvature of the spine, which usually progressively worsens 
and can become severe (Killian et al., 2017, p. 21–24), having signifi cant impact on 
posture. Th e position assumed when riding a horse aligns the hips, shoulders and 
spine; to stay comfortably on the horse, this position must be maintained throughout. 
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Th is position and the movement of the horse, over time, works to strengthen the 
muscles and skeletal system (p. 503). Although this would not serve as a cure for 
sco liosis in Rett Syndrome, it helps to strengthen the spine and slow the deterioration 
of the condition, reducing its severity. 

5 A Focus on EAI and Mental Health

Literature focusing upon the eff ects of EAI on individuals who have experienced 
mental health issues and/or trauma presents a positive picture relating to how spend-
ing time with horses can be benefi cial to mental wellbeing due to their gentle na-
tures. Yorke (2015) and Kinney et al. (2019) suggested, in their respective studies, 
that horses infl uenced increased trust and emotional healing in humans. Moreover, 
Yorke (2015) researching into the science of forming relationships, identifi ed that 
EAI caused neurons in the brain to establish the pathways that supported emotional 
healing. 

Depression and anxiety are two of the most common mental health disorders. 
Depression is characterised by feelings of low mood, guilt and fatigue, ranging from 
mild to severe (Sanchez Peralta, 2015, p. 34) and anxiety with recurring excessive 
and uncontrollable feelings of worry which are oft en accompanied by issues with 
sleeping, fatigue, memory, concentration and irritability (Stein, 2013, p. 175). Both 
can be triggered by stressful or traumatic events but the trigger may not always be 
obvious (Kinderman et al., 2015, p. 456). Th ey are oft en, although not exclusively, 
co-morbid (Cimpean and Drake, 2011, p. 141) and allied to other physical and mental 
health conditions (Ahire et al., 2012, p. 177–178). One of the most common uses for 
EAI in terms of supporting people with depression, anxiety and mental health needs 
in general is in conjunction with, or as a part of, an Equine Assisted Psychotherapy 
programme (EAP). An EAP facilitator is a trained therapist and the horse is used as 
part of the practice (Johns et al., 2016, p. 199). Th e most important aspect to the EAP 
as identifi ed by facilitators and participants is the horse’s non-judgemental nature 
and how it simply responds to the person it sees, being able to make sense of human 
behaviours and respond accordingly (Wilson et al., 2017, p. 22–23). Wilson’s study 
explored how EAP benefi ts individuals with depression and/or anxiety, highlight-
ing that it is a more ‘hands-on’ approach because the participant is getting involved 
in an environment outside of the more traditional consulting room with the use of 
‘talking therapy’ sessions (p. 25). Wilson specifi cally investigated the role of EAP 
from the perspective of the therapist, the fi ndings indicated that progress was made 
within each individual session, providing benefi ts in a shorter time-frame than more 
traditional therapies (Wilson et al., 2017, p. 24). Th is ‘hands-on’ approach has also 
been shown to serve as a distraction from self-harm as Harrington (2015) anecdo-
tally commented that a girl who frequently displayed self-harming behaviour was 
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directed to EAI in the form of grooming and trimming a horse’s tail, although there 
was the risk that she may have used the scissors to cut herself, in this instance the use 
of scissors for a purposeful task relieved the urge to self-harm (p. 35a). 

In their earlier study of EAP/EAI practices, Johns et al. (2016) presented identical 
results to Wilson et al. (2017), describing EAP as a more fl exible approach to therapy 
without the confi nements of an offi  ce (p. 200a), drawing similarities with previous 
studies of the eff ects of EAI on individuals with ASD. Johns’s study also explored 
how participants inter-acted and engaged with their allocated horse, commenting on 
how the horses’ personalities stood as a key factor in making them eff ective therapy 
animals by being non-judgemental and generally docile in nature but each with 
their own personalities and highly trusting nature (p. 201). Interestingly, Scopa et al. 
(2019) identifi ed a level of commonality in the characteristics of Th erapists and of 
horses used in EAI, when defi ning key Th erapist attributes which included honesty, 
fl exibility, respect, warmth, empathy and trustworthiness (p. 9); when compared with 
the characteristics of a horse, there is a signifi cant similarity, perhaps this justifi es 
why horses make ideal therapy animals? 

‘Project Stride’ was a study carried out by Alfonso et al. (2015) which researched the 
impact of EAI on women aged 18–29 with anxiety. Th e project consisted of both 
riding and horse care activities and was carried out over six sessions: 
(1) ‘building trust in my horse and in me’, 
(2) ‘eff ective communication under the saddle’, 
(3) understanding my feelings and actions’, 
(4) ‘becoming a team’, 
(5) ‘sustaining the team’ and 
(6) ‘putting it together and making the learning last’. 

Participants were paired with the same horse throughout (p. 464). Th e project in-
corporated the application of cognitive/behavioural techniques to the activities in 
a way that enabled participants to focus their attention on the horse rather than on 
their own actions, building strong bonds with their horse and being able to transfer 
those learned skills into everyday life (p. 466). Interestingly, the EAI facilitators, 
although well-informed for the purposes of the project, had no formal training in 
mental health interventions (p. 466) but they delivered a programme which was ef-
fective and relevant for the participants. Similarly, Hauge et al. (2015) observed the 
eff ects of EAI on adolescents in regard to their self-esteem and social interactions, 
emphasising that the EAI was not carried out as a therapeutic intervention, but as 
a straightforward series of activities. Carrying out horse-related tasks was found to 
encourage the participants to interact with each other, particularly when faced with 
challenging tasks where they would need to ask for help (p. 343). Th is demonstrates 
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that the benefi ts of EAI do not necessarily have to be directly related to the horse as 
just being in that particular ‘equine-related environment’ carrying out a variety of 
tasks and challenges encourages the development of social interaction. Combined, 
‘Project Stride’ and Hauge’s research, suggest that EAI does not have to be solely 
for therapeutic purposes in order to have a positive eff ect upon participants as im-
proved/in creased social interaction and enjoyment seem to be natural outcomes. 

Despite the fi ndings of the studies being largely positive, concerns were raised 
about the safety of the participants around the horses, although there is very little 
in-depth research into this within the literature. Th ese concerns stem from inexpe-
rience with horses and not being fully informed as to the benefi ts and risks of EAI 
(Leveille et al., 2017, p. 275). A facilitator also commented that in their role, they 
are always on high-alert as to how a horse may react to a client (Johns et al., 2016, 
p. 200b), however the decision as to whether a facilitator chooses to practice psycho-
therapy is ultimately their own choice, taking into account their levels of experience 
and the needs of the participant (Wilson et al., 2017, p. 24–25). Furthermore, it is 
important to note that horses used in EAI are specially-selected based on their nature, 
temperament and response to human beings (Hauge et al., 2015, p. 336) in order to 
minimise risk to both facilitators and participants. 

6 A Focus on EAI and Emotional Trauma

Emotional trauma is defi ned as being “an experience of unendurable emotional pain 
and… unbearability of emotional suff ering” (Stolorow, 2015, p. 124) caused by trau-
matic events including, but not exclusive to, physical, emotional and sexual abuse, 
neglect, chronic and serious illness and divorce (Souers and Hall, 2016, p. 15). Any-
one can experience trauma at any point in their lives and it can aff ect them both 
long-term and short-term in diff erent ways (Mueser and Cook, 2013, p. 63), for 
examp le, the ‘fi ght, fl ight or freeze’ response, fl ashbacks, panic attacks and long term, 
specifi c mental health issues such as post-traumatic stress disorder (PTSD), anxiety 
and depression (Mind, 2020). 

Mueller and McCullough, (2017) trialled an EAP approach with a group of young 
people with PTSD caused by adverse childhood experiences. Th e results were com pared 
with a second group undertaking cognitive behaviour therapy (CBT). Comparative 
fi ndings presented an equal and signifi cant reduction in the symptoms of PTSD across 
both groups and although noted that the majority of the participants of the EAP in-
tervention formed immediate bonds with the horses, this made the EAP intervention 
more appealing to the younger people in the study. (p. 1168). Mueller and McCullough 
(2017) noted that all activities carried out during the EAP sessions involved a level 
of intimacy with the horse that traumatised children and young people would gener-
ally fear and attempt to avoid (p. 1169). Th e fact that most participants in the EAP 
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developed bonds, almost immediately, with the horses demonstrated that they were 
able to form attachments which had the potential to be transferred into everyday si-
tuations (p. 1169). Th is potential for transference was also identifi ed by Smith-Osborne 
and Selby (2010) who stated that EAP provides an ideal safe environment for practis-
ing social and attachment-forming skills because humans will generally hide their 
emotions, thoughts and judgements whereas horses do not, being far easier and less 
emotionally complex to read (p. 299). 

Yorke (2010) explored the eff ects of animals on individuals who have experienced 
trauma from a neurobiological perspective, identifying that EAI helps the brain to 
establish neuronal pathways which contribute to healthy attachment, emotional heal-
ing and positive, overall wellbeing through physical closeness/touching and mutual 
trust with the horse (p. 565), further stating that such an approach that its eff ects 
have been likened to those of antidepressants but without the negative side-eff ects 
(p. 566). Th ese fi ndings combined with Mueller and McCullough (2017) establish-
ing that EAI is as eff ective as CBT, can imply that EAI may very well have the same 
level of positive impact as traditional interventions for trauma and mental health 
issues. Th is is a particularly useful idea in relation to children in the care system. 
Children in care have all had at least one traumatic experience in their lives in being 
separated from their families but many have had additional traumatic experiences 
such as bereavement or abuse which oft en lead to mental health issues (Bonfi eld and 
Guishard-Pine, 2017, p. 22). Children in care oft en experience prolonged distress 
because of diffi  culties in accessing mental health services and those who do gain ac-
cess to services frequently fi nd that they are not useful (p. 23). Th is links to Walker 
Buck et al.’s (2017) fi ndings that this is largely because of the impact of trauma on 
cognitive processes and participants’ perceptions of the environment being unsafe. 
Furthermore, Mueller and McCullough (2017) identify that EAI is equal in eff ective-
ness with CBT, giving the potential for it to be used during the time the child has to 
wait to access mental health services and/or in conjunction with traditional therapies 
as it does not have the waiting lists that standard mental health interventions have.

An eff ective EAI approach is not only restricted to being used to support the needs 
of vulnerable children and young adults only as Kinney et al. (2019) conducted a lite-
rature-based investigation into the eff ects of EAI on Veterans with Armed Service-
related health conditions, a signifi cant aspect of this being trauma and PTSD-related 
which was present in every participant. Th e most highly-reported outcome was the 
benefi ts to the veterans’ abilities to form new bonds and relationships both with the 
horses and with their fellow colleagues on the study who had a common experience, 
in the form of increased trust, patience and a newfound respect for others (p. 10). 
In the study, the Veterans developed a more positive view of themselves through 
improved self-confi dence and, ultimately, self-acceptance (p. 10). 
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7 A Focus on EAI and Progressive Diseases in Older Adults 

Th e term ‘dementia’ describes a group of progressive diseases of the brain which 
are characterised by cognitive impairment, aphasia (speech production diffi  culties), 
apraxia (motor planning and coordination) and executive dysfunction (emotions 
and behaviour), with symptoms ranging from mild to severe, dependent on the indi-
vidual and stage of the disease (Camicioli, 2014, p. 1). Th e two most common types 
of dementia are Alzheimer’s disease, a physical disease aff ecting the function of nerve 
cells within the brain, and vascular dementia, caused by a disease of the blood vessels 
within the brain, a stroke or a series of transient-ischaemic attacks (TIA), causing 
nerve cell death (Alzheimer’s Society, 2018; National Health Service, 2022). Dementia 
usually presents at around the age of 65 years old and although no single cause or 
causes have been identifi ed, associations with family history, head injury, obesity, 
diabetes and mental illness have been observed (Holmes and Amin, 2017, p. 688). 

Dabelko-Shoeny et al. (2014) explored how EAI might reduce challenging be-
haviours in individuals with dementia. Th ese behaviours might include verbal abuse 
(such as shouting and/or swearing), physical abuse (hitting, biting, scratching etc.), 
hallucinations, agitation and upset, and wandering (Nazarko, 2011, p. 268). EAI pro-
vided a wholly multi-sensory experience for the participants – the horses may initiate 
the interaction and through their bodies provide touch, sound, smell, postural stimu-
lation and participants also commented on how they enjoyed being in the countryside 
as it was a relaxing environment (Dabelko-Shoeny et al., 2014, p. 151). A further 
fi nding from this study was the role of EAI as a motivator for physical activity. All 
participants had some form of physical limitation such as getting up and standing 
unassisted, however when the horse was brought out, participants would attempt 
to get up or ask for help to do so and readily off er to walk the horses, things which 
care staff  had never or rarely seen them do (p. 152). As Mueller and McCullough 
(2017, p. 1168) identifi ed in relation to trauma, EAI/EAP is far more appealing to 
individuals than traditional forms of therapy, thus, it would not be unreasonable to 
translate this into the context of individuals with dementia and, along with Dabelko-
Shoe ny et al.’s (2014) fi ndings, to conclude that EAI is motivational for individuals 
with dementia, thus enhancing mental, physical and emotional wellbeing; however, 
this study does have limitations as if participants started to show signs of distress or 
anxiety, they would be taken away from the horse (p. 146–147), creating diffi  culties 
in observing the eff ects of continuing with the activity and how it aff ected the chal-
lenging behaviour exhibited in that instance. In addition, the fi ndings generated by 
this study as to whether EAI is eff ective in reducing challenging behaviours, could 
only be applied to the local context/environment and were not able to be generalised. 

Ho (2017) investigated how voluntary work impacted upon psychological well-
being of elderly individuals, fi nding that those who carried out voluntary work had 
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better psychological wellbeing than those who did not (p. 1037). Although this does 
not relate to EAI, when critiqued alongside the EAI literature, it could be interpreted 
that engaging in EAI activities gives the individual the same sense-of-worth and 
purpose that volunteering would. Th is eff ect was noted by Fields et al. (2018) who 
investigated how EAI can be used to improve individuals’ overall quality of life in 
their fi nal years/later stages of their condition/disease. As prevalent in all contexts 
of EAI, the social factors have been consistently heavily infl uenced as horses were 
seen to act as mediators for positive interactions, inducing increased/improved com-
munication and engagement between the participant and the horse and the partici-
pant and the facilitator and/or staff  member (p. 314). Participants expressed interest, 
pleasure and would willingly participate in horse-care activities (p. 313–314). Verbal 
feedback attained from an EAI known as the Connected Horse Project included 
carers commenting that “the interaction with the horse brought her back to a better 
time in her life” and “the person with the diagnosis got to leave that role for a little bit” 
(Meis, 2016, p. 15). 

Parkinson’s is a progressive neurodegenerative condition with cognitive symp-
toms not dissimilar to those of dementia but predominantly including physical and 
neurological symptoms such as tremors, impairment of the posture and gait and 
muscle weakness and stiff ness (Kalia and Lang, 2015, p. 896). According to the cha-
rity Parkinson’s UK (2020), the condition occurs when brain cells responsible for the 
production of dopamine, a chemical neurotransmitter responsible for transmitting 
signals between the nerve cells of the brain, makes insuffi  cient amounts of dopamine 
to control body movement. Peppe et al. (2018) developed and trialled a fi ve-week 
EAI programme for individuals with Parkinson’s, observing the eff ects that it had 
on the physical symptoms and emotional well-being of four participants. As well 
as horse care and riding, in contrast with the other studies, this EAI involved ad-
ditional physical exercises whilst on horseback including rotating the body, bending 
and stretching the arms and twisting and bending the trunk (p. 94). Th ese exercises 
were designed to specifi cally target the physical symptoms of Parkinson’s, and were 
aiming to improve coordination, balance, gross motor function and posture, both 
whilst on the horse and in the wider, practical context of daily life. In contrast, the 
investigation carried out by Kraft  et al. (2019) comparing the eff ects of EAI to those 
of a standard form of physical therapy, reporting a year later, identifi ed that whilst 
both interventions did show positive results, the physical therapy proved to be more 
eff ective as it was targeted on the development of a specifi c motor skill (p. 19) rather 
than movement generally. Th is suggests that whilst a targeted approach to develop-
ing physical functioning appears to be more eff ective overall, this can still be carried 
out through the means of EAI which has additional benefi ts, particularly relating 
to enhancing positive mental health and social functioning. Results of the physical 
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aspect of the EAI investigated by Kraft  et al demonstrated immediate improvements 
on the physical functioning of the participants (p. 94). 

As identifi ed previously, EAI has shown the physical benefi ts for individuals with 
dementia and Parkinson’s but it can also have positive physical eff ects on older adults 
in a wider context. Hallberg (2018) commented that some of the physical benefi ts to 
the elderly might include improving balance and muscle strength as well as minimis-
ing the risk of falls and aiding the recovery from falls (p. 101). de Araujo et al. (2013) 
explored how EAI promoted strength, balance and mobility in older people aged be-
tween 60 and 84 who were all in good health through their study which involved each 
participant taking part in sixteen sessions of EAI set within a programme of progres-
sive riding activities over an eight-week period. In a similar approach to Peppe et al.’s 
(2018) research study into EAI for individuals with Parkinson’s, additional exercises 
were undertaken on horseback but at a higher intensity as participants of de Araujo’s 
study had a higher level of physical ability. de Araujo et al.’s (2013) results and fi ndings 
confi rmed that physical exercise is paramount to maintaining good physical health 
and that EAI has a strong potential for supporting this as it is shown to strengthen 
lower limb muscles and promote good posture. Likewise, Kim and Lee (2015) carried 
out a study into how Horse Simulation exercises could be an eff ective form of physical 
exercise in preventing falls in older adults in good health. Geng and Wu (2015, p. 1) 
explained that Horse Simulation involves a mechanical horse which is engineered 
from meticulous observations of horse movements and behaviours, serving as a very 
close substitute which copies and repeats the movements of a real horse. Kim and 
Lee’s study compared the results of this ‘simulated’ EAI with the results of a conven-
tional therapy programme, and identifi ed that the simulated/mechanical EAI had 
shown that the participants demonstrated a signifi cant improvement in their limits 
of stability (p. 63). However, the benefi ts already noted of working with real horses 
in an outdoor environment were, naturally, missing. 

Another angle researched in relation to the eff ects of EAI on older adults is within 
the area of pain relief, specifi cally for those with arthritis – an infl ammatory disease 
of the joints and bones, causing pain, stiff ness and swelling (Bescoby, 2010, p. 39). 
White-Lewis et al (2019) reported that an EAI intervention for individuals with ar-
thritis took place over six sessions and comprised solely of riding, with the hypothesis 
that it would reduce pain and improve the range of movement in their joints. Th is 
EAI was found to gradually decrease pain and improve the range of movement most 
notably in the back and hips aft er all the EAI sessions had been completed (p. 7). 
Th e improvement in movement and the reduction in pain being attributed to the 
rhythm of the horse’s movement, allowing the rider’s hips to naturally relax (p. 10); 
unfortunately it was also found to make knee pain worsen, likely due to pressure from 
the seating on a horse which requires a rider’s heels to be pushed downwards in the 
stirrups, this particular position needing pressure from the legs to adopt correctly, 
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causing stress to the knees (p. 9). A conclusion of this rests in an individual’s unique 
situation as to how their condition aff ects them and their preferences for pain re-
lief – for those whose hips are aff ected, and EAI is more likely to help, however for 
those whose knees are aff ected, it is likely to be more of a hinderance. As the study 
was only carried out over a short-term period with a small participant group, only 
tentative results were generated, at best and so no generalisable conclusions or criti-
cal commentary can be made. 

8  Conclusion: The Case for Developing the Use of EAI 

as a Therapeutic Approach

EAI has been identifi ed as a positive/successful approach for supporting the de-
velopment of social skills for vulnerable children, young adults and older adults. 
Yorke, (2010), Lanning et al. (2014), Wanneberg, (2014), Alfonso et al., (2015) and 
Tan and Simmonds, (2018), commented that EAI had a higher improvement rate 
than non-EAI applications through building relationships with horses and the other 
participants engaged in the equine-related activities undertaken, leading to friend-
ship-forming and enhanced social skills. Smith-Osborne and Selby, 2010), presented 
a scientifi c perspective, and stated that EAI was found to help the brain establish 
neuronal pathways, contributing to forming healthy attachments demonstrating why 
it is eff ective in helping to build bonds and relationships. Wanneberg, (2014) and 
Hauge et al. (2015) explored how EAI enabled participants to re-shape their identities 
by helping them to think and function beyond their disabilities, not being limited to 
what their bodies can do, thus building self-esteem. While Johns et al., (2016) and 
Wilson et al., (2017) saw EAIs as a ‘hand-on’ approach, preferable to talking therapies, 
particularly for vulnerable children and young people, as it provided a less pressured 
environment. For individuals with ASD, Llambias et al. (2016) identifi ed that EAI 
fulfi ls sensory needs, vestibular-proprioceptive through the movements of the horse 
and the calming eff ects with a lack of physical restrictions created by the environment 
reducing stress and anxiety. Bescoby, (2010), Araujo et al., (2013), Park et al., (2013), 
Lemke, (2014), Dabelko-Shoeny et al., (2014), Meis, (2016), Peppe et al., (2018) and 
Kraft  et al., (2019), commented on EAI’s use in improving overall physical function-
ing, strength, mobility and relieving pain resulting in increased ability to carry out 
tasks, acting as a motivator for physical activity and an improved quality of life.

Expanding the use of EAI to support a wider range of needs seems to be a benefi -
cial course of action due to its versatility as an intervention which can be deployed 
to support a range of social, emotional and physical needs (Dabelko-Shoeny et al., 
2014; Wanneberg, 2014), Furthermore, the source material and literature explored 
in this paper have repeatedly mentioned how eff ective EAI is on enhancing/improv-
ing participant well-being and overall quality-of-life (Meis, 2016; Fields, et al., 2018; 
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Peppe et al., 2018), thus noting its real potential as a credible pastoral intervention. 
Where some studies (Yorke, 2010; Park et al., 2013; Wilson et al., 2017) have found 
standard therapies to be more eff ective than EAI or equal in eff ectiveness, there is 
the potential for both to be used in conjunction – the standard therapeutic approach 
being better to focus on specifi c/targeted areas and the EAI approach focusing on 
multiple areas of functioning (Kraft  et al., 2019). 
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Comparison of the pragmatic level 

of communication in children with 

autism spectrum disorder using pictorial 

and drawn material

(overview essay)

Lucie Vrbová

Abstract:Th e paper provides an insight into the possibilities of using diff erent types of 
visual material, intended for practical use in the evaluation or development of social 
communication skills. Th e aim of the paper is to assess the optimal type of task and the 
way of its administration in terms of eff ectiveness in students with ASD. Th e theoreti-
cal part of the paper contains both the defi nition of autism spectrum disorders and the 
pragmatic language level, as well as a thorough insight into Skinner’s analysis of verbal 
operants, especially intraverbal and receptive skills, mastering which is necessary for 
functional application of learned skills in everyday social communication situations. 
Th ree types of pictorial and cartoon materials are used in the research survey. Th e fi rst 
is a pair of images designed to distinguish socially acceptable behaviors. Th e second 
contains situational pictures, where the student distinguishes the main character’s likes 
or dislikes according to the context of the situation. Th e third material is modifi ed by 
the principles of structured learning, in which the respondent assigns to the pictures 
a suitable statement from the menu. Th e aim of the research part of the paper is to 
evaluate the results of individuals in partial tests, especially if they achieve signifi cantly 
more acceptable results in tests for identifi cation, assignment or spontaneous creation.

Keywords: autistic spectrum disorders, intraverbal skills, pragmatic language level, 
pictures with social context

1 Introduction

According to Bělohlávková (2013), we learn adequate communication and social 
skills inadvertently and naturally in the context of interaction with other people 
throughout our lives. Defi cits in the fi eld of communication and social interaction 
form, among other things, the core of autism spectrum disorders. Th e ICD-10 dis-
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tinguishes between communication and social skills within the diagnostic criteria, 
but they are already grouped into one category within the DSM-V, as defi cits in these 
areas are a manifestation of the same basic problem. As part of intervention strategies 
focusing on the development of skills of individuals with ASD, applied behavioral 
analysis (ABA) is currently gaining prominence, the eff ectiveness of which has been 
proven and supported by numerous researches. During therapy, the ABA uses various 
forms and techniques in order to modify behavior, improve social communication 
skills, develop leisure and gaming activities, self-service skills, but also the ability to 
perform work tasks.

Cottini and Vivanti (2017) include social stories and cartoon dialogues among 
the didactic strategies using pictorial material which is particularly interesting for 
children. Social stories are short written stories oft en supplemented with pictures or 
visual diagrams describing a particular person, situation, ability, or event. Specifi c 
sentences, most oft en written in the fi rst person, contain instructions for an adequate 
response, describing the thoughts and feelings of other people in a given situation. 
Social stories aim to teach individuals to regulate their own behavior during an inter-
active situation. Part of the story is a description of the acquired behavior, the appro-
priate situation for the use of this behavior, the possible consequences of the behavior, 
including the feelings and reactions of other individuals. Stories are eff ective precisely 
because individuals with PAS oft en cling to routine. We can thus create a routine or 
rule using a proposed story, which the individual can then transfer to a real situation, 
(Šporclová, 2018). Cartoon dialogues use pictures, symbols and colours to illustrate 
abstract concepts and ideas during conversations. Cartoon dialogues should be used 
in situations where the situation is diffi  cult for the child, or to clarify a new situa-
tion or to clarify the behavior of other people. Schematic pictures are created by the 
teachers during their interpretation. It helps students who do not understand the 
rapid exchange of information during a normal conversation. Everything is done 
in slow motion and the students can more easily focus their atten tion on essential 
information. Cottini, Vivanti (2017)

1.1 Autistic Spectrum Disorders

Based on the terminological changes set out in the Diagnostic Static Manual (DSM – V), 
Volkmar, Wiesner (2017) abandons the umbrella term pervasive develop mental dis-
order, which is replaced by autism spectrum disorder. Autism spectrum disorders are 
the most serious disorders of children’s mental development. “Th is cate gory includes 
severe developmental disorders that originate in early childhood and are charac terized 
by a quantitative disorder of social interaction, communication, and a tendency to 
stereotypical and ritualistic behavior. It is therefore a pervasive develop mental disor-
der, where the term pervasive can be interpreted as permeating into all sides of the 
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personality and foreshadows the fact that the child’s development is defi cient, pro-
foundly in many ways.” (Říhová, Vitásková, 2012, p. 7). It is a very complex disability 
that negatively interferes in the earliest childhood with the development of the child’s 
communication, who is later unable to form interpersonal relationships within the 
norm. (Mühlpachr, 2004)

Th e International Classifi cation of Diseases (ICD-10) published by the World 
Health Organization and the Diagnostic-Static Manual (DSM-V) issued by the Ame-
rican Psychiatric Association are the main diagnostic systems for classifying autism 
spectrum disorders that corresponded signifi cantly until 2013. Th e current fi ft h revi-
sion of the DSM brings a number of changes related to autism spectrum disorders, 
not only in the terminological fi eld, but also within the division of partial disorders. 
Th e manual reconsiders the hitherto stable view of the area of the diagnostic triad, 
defi ning the defi cits typical for the determination of PAS. Th e concept of the diagnos-
tic triad is still being worked on by the 10th revision of the ICD; in foreign literature 
(Volkmar, Wiesner 2017, Cottini, Vivanti 2017) we already fi nd a redefi nition of 
the “symptomatic dyad”, which is based on defi cits in the areas of imagination and 
social communication. Th e concept of autistic dyad links social and communication 
defi cits into one category, because the shortcomings in these two areas do not refl ect 
two diff erent defi cits, but only one. In the area of   social communication, we include 
both defi cits related to verbal and nonverbal communication, and shortcomings in 
the social area including a limited ability to initiate social interaction and the ability 
to respond to the initiative of the other person. Defi cits in the fi eld of imagination 
manifest themselves as a limited repertoire of activities and interests and stereotypi-
cal, repetitive behavior, (Cottini, Vivanti 2017). However, according to Bogdashina 
(2003, p. 13), these manifestations “are only a complex of functional compensatory 
reactions conditioned by a certain basic disability and cannot be considered as pri-
mary features”. Th e Diagnostic – Static Manual creates a new diagnostic category, 
social communication disorder, which identifi es individuals with defi cits in the fi eld 
of social communication, but without the fulfi lled criterion of stereotypical and rigid 
behavior, when this person does not have narrowly defi ned interests and sensory 
specifi cs. (Volkmar, Wiesner 2017, Th or 2016)

1.1.1 Social skill training

Čadilová, Žampachová (2020) indicate social skills as a wide range of skills that we 
apply in interpersonal relationships, thanks to which we can naturally express our 
needs, verbalize our intentions, feelings and take into account the needs of others. 
Social competencies are always impaired in pupils with ASD, even in individuals 
with high cognitive functionality, so it is necessary to pay increased attention to the 
development of these skills. Learning with social skills takes place throughout life 
within the framework of social learning, during which complex ways of acting and 
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behavior appropriate to the social situation are acquired. Behavior patterns applied 
during social situations are not innate, but later mastered, thus there is space opening 
up for us to compensate for defi cits in this area.

According to Vosmik and Bělohlávková (2010), social skills include the ability to 
correctly perceive, understand, respond and communicate. Th ese components are 
defi ned by Patrick (2011, pp. 37–38) as social input, internal processing and social 
output. “Social input refers to the way we perceive speech and voice modulation, 
body language, eye contact, attitudes, gestures and other cultural expressions that 
accompany the addressed social message. Internal processing concerns our own 
inter pretation of the transmitted message in order to know and manage our own 
emotions and reactions. Th e social output concerns our response to the message we 
receive, which we express in our own words, voice colour, body language, eye contact, 
attitudes, gestures and cultural behavior.”

Social skills training can be carried out individually, in groups or during nor-
mal real-life situations, with the provision of an appropriate level of support. Th e 
examiner presents and clarifi es social issues, focuses on the individual problems 
of the individual, together they deal with situations and confl icts. We use visual 
ma terials to convey social skills – pictorial diagrams, written procedures, teaching 
aids focused on social situations. For group teaching, it is appropriate to use games, 
dramatization leading to an understanding of the specifi cs of behavior and training 
in adequate responses. Frequent repetition and creation of suitable situations leading 
to the necessary use of the acquired skill leads to the generalization of the learned 
skill (Čadilová, Žampachová, 2020).

Th e ABA off ers a number of methods and strategies that can be used in learn-
ing of social skills. For example, it can be a task analysis in which a complex skill 
is divided into individual steps, or various types of prompts, positive feedback, etc. 
Th e complex method includes the so-called behavioral skills training, which consists 
of 4 components: instructions (explanation of the learning goal and giving instruc-
tion), modeling (examiner demonstrates skill), training (student demonstrates skill), 
feedback (examiner will provide immediate feedback to student). Th e process of 
mo deling and practising a given skill takes place until the student automates the 
skill and demonstrates it fl awlessly (Fisher, Piazza, Roane, 2011, Hassan et al. 2018).

1.2 Pragmatic language level

Th e pragmatic level of language, or the level of social application of communication, 
represents the use of speech in practice, in a social context. According to Lechta 
(1990), we cannot look at the pragmatic language level as a compendium of individual 
lan guage standards, but as a complex communication skills of an individual applied 
in social interactions. According to Vitásková, Kytnarová (2016), the pragmatics of 
communication form a strong position among other levels, which is due to the in-
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creasing pressure on social competences and conversational skills of the individual 
in the educational and professional environment.

Bednářová, Šmardová (2011) state that the pragmatic level of speech includes the 
so-called regulatory function of speech, which is achieving goals using speech and 
directing social interaction. Th e use of communication in social interaction requires 
a continuous analysis of the relationships between communication partners in a spe-
cifi c context, as well as the ability to understand the intentions of the conversers. 
(Th orová, 2012) Th e American Association ASHA (Social Language Use, Pragmatics) 
identifi es the use of language for various purposes as three essential skills at the 
prag matic language level, ie the individual’s ability to greet, make requests, promises, 
modify speech according to the listener’s situation or needs and knowledge of certain 
rules for conversation and storytelling.

According to Th orová (2012), the following skills are needed to apply the pragmatic 
level of language:
• Knowing that it is necessary to answer when a question is asked
• Participate actively in the conversation and keep in mind whose turn it is during 

the conversation
• Keep in mind the fact that the individual must represent his message in a form 

that is understandable and interesting for the listeners
• Ability to keep a conversational topic
• Fulfi l one’s own intention of communication so that the individual infl uences and 

convinces the listeners with their speech
• Choose the right words and conversational style appropriately
• Know appropriate behavior when communicating with diff erent communication 

partners

1.3 Verbal behavior

One approach to applied behavioral analysis, which Cottgini and Vivanti (2017, p. 80) 
describe as “systematic and long-term teaching in small measurable units; tasks, in-
dividualized on the basis of the dynamic functional profi le of the child, are divided 
into short sections, each unit is taught in repeated and short periods, initially in an 
individualized relationship of two people”, is verbal behavior based on the theoreti-
cal work of B.F. Skinner Verbal Behavior (1957 ). Skinner considers language to be 
a verbal behavior, where the skill of understanding and speaking can be acquired by 
an individual through learning and empowerment, (Cooper, 2014). Esch, Esch (2010, 
p. 190) defi ne the analysis of verbal behavior: “Skinner’s analysis of verbal behavior 
is not an instructional strategy or learning method – it is an analysis. It analyzes the 
contexts of the environment in which certain verbal reactions occur.”
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Verbal behavior deals with the analysis of human communication, which he views 
as a type of behavior that can be taught like any other behavior. In the approach of 
verbal behavior, the emphasis is on the function of the word, not its form. One word 
that sounds the same can have several diff erent functions depending on the context 
in which it is used (Skinner, 1957). Verbal behavior is strengthened both in interac-
tion with other people and in the form of so-called automatic reinforcement, where 
the individual tries to produce sounds from their surroundings (Barbera, 2007). 
Ac cording to Skinner (1957), the complete language repertoire consists of several 
diff erent types of speaker and listener behavior.

Verbal behavior involves social interaction, where the speaker gains access to em-
powerment and control over the environment through the behavior of his listener. At 
the heart of Skinner’s functional analysis of verbal behavior is the diff erence between 
manda, tact, and intraverbal response, which, according to Cooper (2014), can be 
considered as elementary verbal operants. Th ese are the types of verbal behavior 
traditionally included in the expressive component of speech. Skinner (1957) cat-
egorizes verbal behavior into two areas, which are formed by primary and second-
ary operants. Th e classifi cation of Barber and Rasmussen (2018) corresponds to the 
division of communication as such, because it divides verbal operants into nonverbal 
and verbal operants. Th e basic unit of communication is made up of primary verbal 
operants – mand (requirement), tact (designation), intraverbal (reaction to what 
others say), echoic (verbal repetition). Among nonverbal operants, the authors of 
imitation skills – mimetic, visually perceptual skills. According to Skiner (1957), 
secondary verbal operants modify speech.

Example:
Th e word CAT has 4 basic functions within the expressive component of speech:
1. An individual says “cat” when he wants to get a cat (request, so-called mand).
2. Th e individual says “cat” when he sees the car (description, so-called tact).
3. Th e individual repeats the word “cat” aft er the examiner says the word “cat” (echo-

ic reaction).
4. Th e examiner asks, “What pet has four legs, a tail, body hair and hunts mice?
Th e individual answers: “Cat.” (Ability to answer questions without visual support, 
so-called intraverbal).

Intraverbal skills can be considered (Barbera, Rausmusssen, 2018) as the basis of con-
versation. Functional dialogue oft en consists of a combination of three verbal oppo-
nents – tact, mand, intraverbal. More complex comments or tacts can be considered 
a mand used to start a conversation and seek attention. Th e core of the conversation 
is mostly a mand, whose goal is to get information. Th e conclusion is made up of 
intraverbal reactions – answers to questions. Carbone (2016) states that in a situation 
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where an individual has a limited repertoire of intraverbals, it is necessary to provide 
a suffi  cient number of visual stimuli during the teaching and to modify the teaching 
according to the pupil’s skills. It is appropriate to use the individual’s repertoire of 
descriptive vocabulary (tacts), receptive component of speech (listener’s reaction), 
echoic reaction, visual perception or motoric imitation.

Example: 
(Barbera, Rausmusssen, 2018):
Person # 1:  “I haven’t seen you here yet.” – tact/mand for information
 “Are you new here?” – information mand
Person No. 2:  “Yes, I moved from Olomouc last week.” – intraverbal reactions
Person No. 1:  “Aha, from which part of Olomouc?” – mand for information
Person No.2:  “From Slavonín.”
Person No. 1:  “It’s very nice in Slavonín.” – intraverbal reactions, mand for attention

Communication is an integral part of the whole educational process. Defi cits in 
com munication can then cause barriers to the acquisition of new skills in pupils 
with ASD (Sundberg, 2008). If we look at speech from the point of view of verbal 
behavior analysis, we will see connections that will help us identify defi cits in com-
munication. Based on this fi nding, we can then design appropriate learning methods 
and goals (Carbone 2016).

2 Methodology

Although the diagnosis of autism spectrum disorders in the Czech Republic is the 
exclusive competence of clinical experts who determine this on the basis of behavio-
ral manifestations, it is essential that experts from other disciplines are competent 
to identify major defi cits in the individual. Most of the standardized test material, 
which is signifi cantly limited, is targeted at the individual’s overall profi le, but the 
detection of partial defi cits by individual experts is in the interest of infl uencing the 
individual’s further development. Th us, experts oft en have to modify the available 
test material to work with individuals with ASD, and there is a diffi  culty in evaluating 
the results obtained in this way, because there is a complete lack of normative data.

Th e research part of the survey is qualitatively focused, as the data collection took 
place in the form of individual interaction with deliberately selected respondents. 
Th e main research goal is to examine skills in the fi eld of pragmatic language using 
pictorial and drawn material. Th e analysis of the problem will be based on the use 
of the material Evaluation of the level of the pragmatic language level in people with 
ASD (Vitásková, Kytnarová 2016), Picture cards by A. Gully – Emotions, Joy, Sadness 
or Anger and modifi ed social stories (Cottini, Vivanti, 2017).
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2.1 Research objectives

Th e main goal of the research survey was to create material for the research survey in 
the form of modifi cation of available didactic material intended for work with pupils 
with ASD – choice of picture cards, creation of a drawn social scenario.

Sub-objective No. 1 was to fi nd out whether there is a diff erence in the evaluation of 
skills results by identifying, assigning or commenting on pupils with autism spec-
trum disorder.

Sub-objective No. 2 was to fi nd out whether there is a connection between the age 
of the respondents and the results achieved in the individual tasks.

Partial goal No. 3 was to fi nd out whether the type of school is refl ected in the level 
of social and communication skills of an individual with ASD.

Based on the setting of sub-objectives, the following hypotheses were formulated:
H1: In individuals with ASD, there is a diff erence in social communication skills 

assessed through identifi cation, assignment or commentary.
H2: Th e age of the respondents is refl ected in the level of acquired skills.
H3: Th ere is a diff erence between the skills of respondents educated in mainstream 

schools and schools established according to §16 par. 9 of the School Act.

2.2 Description of the research set and methods

Th e research sample consisted of boys and girls with autism spectrum disorder aged 
8–14 years, ie pupils fulfi lling compulsory school attendance both in mainstream 
schools and in schools established in accordance with Section 16, Paragraph 9 of 
the School Act. Th e intellectual preconditions of the majority of respondents (7 out 
of 8) fall into the zone of mild mental disabilities. Respondents’ legal representatives 
were contacted through personal contact or electronic communication. Aft er being 
informed of the objectives and testing procedure, the legal representatives gave their 
consent to the involvement of their children in the investigation. Subsequently, three 
diagnostic materials were administered in direct interaction with the examiner. Th e 
testing itself was preceded by a short anamnestic interview. Th e survey itself took 
place in January 2022. Respondents in this research survey are divided into three cate-
go ries – according to gender, age and type of school where they attend compulsory 
school. For the purposes of this research, each pupil was identifi ed by an abbreviation 
consisting of a gender designation and a number. A total of 8 people were examined, 
of which only two subtests were administered to one pupil, because the respondent 
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did not yet have a functionally acquired reading skills. Th e distribution of the research 
sam ple based on the above groups is represented by Tables 1, 2, 3.

Table 1: Distribution of the research sample – gender

Gender Number Percentage (%)

Boy 6 75 %

Girl 2 25 %

Sum 8 100

Table 2: Distribution of the research sample – age

Age Number Percentage (%)

8–10 2 (B1, B2) 25%

10–12 2 (B4, B3) 25%

12–14 4 (G1, G2, B5, B6) 50%

Sum 8 100

Table 3: Distribution of the research sample – school

School Number Percentage (%)

Mainstream school 3 (CH1, CH2, CH4) 37,5% 

School §16 par. 9 SA 5 (CH3, D1, D2, CH5, CH6) 62,5%

Sum 8 100

Th e analysis of pragmatics skills in pupils with autism spectrum disorder was per-
formed using three non-standardized pictorial and drawn materials, some of which 
were modifi ed on the basis of the principles of structured learning.

K. Vitásková and L. Kytnarová (2017) are the authors of the material Evaluation 
of the Pragmatic Language Level in People with ASD. Diagnostic material, created 
primarily for the needs of speech therapists, evaluates the pragmatic communication 
behavior of individuals with ASD. Partial illustrations are associated with a prag-
matically communication-oriented event. Th e pairs of images are intentionally black 
and white so as not to evoke negative feelings. Th e pair of pictures evaluate visual 
contact, greeting, farewell, request, proxemics during communication, expression 
of displeasure, waiting during communication, alternation during conversation, be-
havior in the store and reaction to loss. Th e aim of the respondents, aft er submitting 
a pair of pictures by the examiner, was to select one on which the correct variant of 
the communication situation is depicted and to justify their choice of the picture.

Th e social stories created for the purposes of this survey are based on the didactic 
material of the publication Autsimus (Cottini, Vivanti 2017). Th e material consists 
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of three pairs of pictures, always with a similar social context. Th e pictures are very 
reminiscent of comics. Th e aim of the respondents was to correctly add an adequate 
comment from the off er of verbal comments, which would correspond to the social 
situation. Th e choice of picture pairs was intentional, just to focus on a similar area 
of social skills – greeting, peer interaction, adult interaction – request for a thing. 
Due to the typical defi cits in individuals with ASD, this material was modifi ed on the 
basis of the method of structured learning, where the respondents chose the correct 
text from the menu for the pictures.

Picture 1: Picture material – social stories

Th e image material for the assignment consists of the image cards Emotions and Joy, 
Sadness or Anger, published by Pasparta, by Angela Gully. Illustrations of social situa-
tions are colourful, but the coloured border of the cards, evoking emotions has been 
removed. Th e aim of the respondents was to distinguish the emotions depicted in 
the 9 illustrations only within the bipolar evaluation – pleasing/displeasing, pleasant/
unpleasant. Most respondents also marked their answer graphically in the corner of 
the card – a red circle indicates unpleasant emotions, a green circle indicates plea-
sant emotions. One respondent stuck a smiley and frowning emoticon sticker in the 
corner. Th e fi le consists of 5 pleasing pictures and 4 displeasing.
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Picture 2: Picture material for assigning positive/negative emotions

3 Results and discussion

Th e evaluation of the results of individuals in partial tests is given in Table 4. Th e 
order of respondents in the table is chosen in ascending order according to age from 
the youngest to the oldest. Due to the fact that individuals in the individual tests were 
able to obtain a diff erent number of points, the graph includes a percentage repre-
sentation of the results, which is necessary to compare the success of individuals in 
the sub-tests, see. Graph 2.
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Table 4: Evaluation of results in partial tests

Respondents Identifi cation

Evaluation pragm.

Spontaneous 

creation

Social scenario

Matching

Pictures – emotions

Celkový 

výsledek

Final result

B1 7/10 70% 6/12 50% 8/9 88,8% 21/31 67,7%

B2 5/10 50% – – 9/9 100% 14/19 73,6%

B3 10/10 100% 8/12 66,6% 9/9 100% 27/31 87,1%

B4 8/10 80% 6/12 50% 9/9 100% 23/31 74,1%

G1 9/10 90% 10/12 83,3% 9/9 100% 28/31 90,3%

G2 10/10 100% 12/12 100% 9/9 100% 31/31 100%

B5 10/10 100% 10/12 83,3% 9/9 100% 29/31 93,5%

B6 10/10 100% 10/12 83,3% 5/9 55,5% 25/31 80,6%

Overall success 89/100 89% 62/84 73% 49/54 90,74%

Within the research, respondents were able to obtain a total of 31 points: evaluation 
of the pragmatic language level of speech – 10 points, social scenarios 12 points, 
emotional images 9 points. Each sub-item was evaluated by one point. From the 
above graphical representation of the results, it is clear that the best results were 
obtained by individuals with autism spectrum disorder in a task focused on match-
ing, which was evaluated using emotional images. Th e error rate for this subtest was 
only 9.26%. When evaluating the pragmatic language level, the overall error rate of 
all respondents was 11%. Th e highest error rate of 27% results from the evaluation of 
respondents’ results focused on social scenarios. Th e average success of respondents 
in all subtests ranges from ≈ 90.74% (pictures – emotions) to the level of 73% (social 
scenarios).

Graph 1: Number of correct answers of individual items of partial tests
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If we monitor the number of correctly answered items in Graph 1, we can fi nd a rela-
tively low discrepancy in the Images-Emotions subtest, where we fi nd the highest 
error rate in Figure No. 2 farewell on departure. We fi nd more signifi cant diff erences 
in the test aimed at identifying communication situations, where for half of the items 
all respondents marked the correct picture. Th e items with the highest error rate in 
this test are items No. 2 and No. 3, which evaluate visual contact during greetings 
and farewells. Th e uneven distribution of the correctness of the answers is evident 
in the social scenarios, where we fi nd the same error rate for four items, which 
reaches 50%. On the contrary, all respondents correctly completed the children’s 
response to the greeting.

According to Skiner’s analysis of verbal behavior, we cannot clearly determine 
which of these subtests evaluates individual verbal operands. Skills in the fi eld of 
pragmatics are such complex skills that in order to identify partial verbal operands, 
it would be necessary to perform a detailed analysis of verbal behavior, which is not 
the purpose of the research. In general, however, the situation can be seen as that if 
the respondent’s goal is only to respond to the examiner’s verbal instruction (eg show 
which picture is correct) without adding a verbal speech to his/her answer, this is 
receptive identifi cation. In contrast, a situation where the respondent responds to 
the instruction verbally (eg this situation is nice/unpleasant for the person and the 
proband answers nice), we can call the skill as intraverbal. Only one communication 
act is composed of several verbal operands, it always depends on its purposes and 
the way the communication partners react.

Graph 2: Percentage representation of respondents’ success in partial exams
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7 individuals with intellectual preconditions in the zone of mild mental disabilities 
were involved in the research survey, only one respondent (B1) did not have an as-
sociated intellectual disorder. One respondent was able to meet only two subtests 
within his abilities and skills – evaluation of pragmatics and matching of images of 
emotions. Only one respondent won 100% in all exams. 75% of respondents achieved 
100% success in at least one administered subtest. By far the highest error rate was 
captured by the youngest respondent included in the research survey.

In fi nding the answer to the research question “Th ere is a diff erence in individuals 
with ASD in the fi eld of social communication skills assessed through identifi cation, 
matching or commentary.” We compared the overall success of respondents in all 
three areas, for better clarity, the data obtained are shown in Table 4. It is clear from 
this that the respondents achieved diff erent results in the individual tests. Th e re-
search assumption that there is a diff erence in socio-communication skills assessed 
through identifi cation, assignment or commentary has been confi rmed.

Another research question was: “Is the age of the respondents refl ected in the 
level of acquired skills?” To clarify this question, it was eff ective for better orienta-
tion to rank the respondents by age and evaluate their results and transfer this data 
to a comprehensive graph. By comparing the data from the graph of the percentage 
of success in the partial exams, Graph 2, we could notice that the success rate for 
respondents from the lowest age category is declining. In contrast, success rates 
increase with the age of the respondents. Th e research hypothesis that the age of the 
respondents is refl ected in the level of acquired skills was accepted.

Th e third research assumption was that there is a diff erence between the skills of 
respondents educated in mainstream schools and schools established under § 16 par. 
9 of the School Act. We cannot clearly confi rm or refute this hypothesis, because for 
its assessment it would be necessary to assess the same number of respondents of the 
same age educated both in mainstream schools and in schools established according 
to §16 par. 9, SA. Within this research, the ratio of respondents was 3: 5 in favour 
of schools established in accordance with §16 par. 9, SA, while two respondents 
educated in mainstream schools were included in the lowest age category. From the 
evaluation of the results demonstrated in Graph 2, it is clear that individuals edu-
cated in schools established according to §16 par. 9, SA, achieve a higher score in 
individual exams, but we must also take into account another variable, which is the 
age of the respondents. To evaluate this hypothesis, it will be necessary to carry out 
further research.

4 Conclusion

Part of the grant-specifi c research entitled Research of specifi c determinants and mech-
anisms of verbal and nonverbal communication disorders, voice, cognition and orofa-
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cial processes from speech and special pedagogical point of view (IGA_PdF_2021_030) 
was a paper entitled Comparison of the pragmatic communication plane in children 
with Autism Spectrum using pictorial and drawn material.

Th e content of the paper was fi rst a theoretical introduction to the issue of autism 
spectrum disorders and a closer look at social skills training, as well as to the area of 
verbal behavior and pragmatic language levels of speech. Defi cits resulting from the 
pragmatic language level of speech in individuals with ASD can be predicted with 
respect to the diagnostic criteria set by the Diagnostic-Static Manual (DSM-V) of 
the American Psychiatric Association, which views communication and social skills 
as intertwined.

Th e research was carried out using three types of pictorial and drawn material. At 
present, we in the Czech Republic are not off ered any standardized test material to 
evaluate the pragmatic language level in pupils with ASD. During the research survey 
focused on the evaluation of social and communication skills of individuals with au-
tism spectrum disorder, further stimuli and questions arose for a new research survey. 
Above all, it will be necessary to establish cooperation with a behavioral analyst in 
order to analyze the behavior of respondents in the administration of pictorial and 
drawn material, as well as to obtain a higher number of respondents. Th e main benefi t 
of the survey lies primarily in the comparison of available educational materials and 
their subsequent use in the practice of special educators, but fi rst it will be necessary 
to verify it on a higher number of probands.

Clearly, the same diagnosis of autism spectrum disorder, combined with intel-
lectual assumptions in the same level of mild mental retardation, does not imply 
the same communication profi le in the pragmatic language level of speech. Defi cits 
resulting from the diagnosis require education in various areas, ideally also with the 
use of diff erent types of educational material, which we wanted to point out in the 
article. Although the pragmatic profi le of an individual is very similar in many areas, 
it is necessary to treat each of them as an individual.
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 Tinnitus and its eff ect on the quality 

of life in adolescents

(scientifi c paper)

Ivana Pospíšilová, Lucie Fabóvá

Abstract: Th e paper focuses on aspects of quality of life in adolescents suff ering from 
tinnitus and its broad-based impact on life. Th e research was conducted in an interview 
with six participants, both female and male in adolescence. Th e interview provided 
a deeper look at the subjective perception of the quality of life of people with tinnitus 
on a physical, mental, social and societal level. Th e main fi nding was that adolescents 
with tinnitus had a change in their quality of life, not only in a negative but also in 
a positive direction, which is evident only with the passage of time when an individual 
with tinnitus learns to live. Another fi nding was that increased perception of tinnitus 
occurs aft er physical exhaustion, fatigue, and stress. Th e most signifi cant changes in 
adolescents were in the fi eld of cultural activities and the disruption of family, partner-
ship and friendships. Th e research also discusses new forms of therapy that can lead 
to coping with the disease. Th e main goal of the research was to identify, analyze and 
describe the eff ect of tinnitus on the quality of life of individuals in adolescence. Th is 
goal has been met.

Keywords: quality of life, tinnitus, adolescent age, problem in various areas, possibili-
ties of new methods

1 Introduction

Human hearing is exposed to many arduous sound attacks during life, which can 
have very adverse eff ects on the hearing itself. Th e defense mechanism during such 
attacks, such as excessive noise aft er attending concerts, discos or excessive noise 
from the train whistling, etc., is the rustling, humming, buzzing and rumbling in 
person’s ears. Few people can imagine that these sounds would not have to disappear 
and one can hear them for a lifetime, completely continuously. Th e biggest problem 
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is that these sounds are perceived when one falls asleep or is silent around him. Th is 
sound becomes unbearable and begins to interfere with one’s daily life in all areas. 
Not only the mental but also the physical side of life is endangered, which can result 
in serious disorders and problems. Th e technical term tinnitus auris itself is not 
very well known to the general public, but if you state that it is specifi cally an ear 
murmur (noise, whistling), you will fi nd that a large part of the human population 
has encountered this problem today. Th is phenomenon is becoming an increasingly 
common phenomenon, which can become an unpleasant companion throughout life 
and make it uncomfortable or completely disrupt its overall quality. (Fabóvá, 2015)

1.  Theoretical background

Th e term tinnitus is derived from the Latin word ‘tinnire’, which means ‘piercing 
voices’, or from the word ‘tinnio’, – ‘tinkle’. Th e term hides a number of auditory 
perceptions that do not have a sound source from the external environment. Th ese 
auditory sensations can be diverse in nature, manifested in deep tones and sound 
like growl, hum, rustle, knock, beat, buzz or high tones and resemble whistling 
or ringing. (Zemek, 2011)
Tinnitus most oft en occurs between the ages of 40 and 70, with approximately the 
same prevalence in men and women, and is rarely present in children (Crummer, 
Hassan, 2004). We do not know the exact national statistics, but clinical studies 
show that almost every second person over the age of 60–65 suff ers from various 
forms of subjective tinnitus. Based on this fi nding, tinnitus becomes the third 
most common symptom, aft er headaches and dizziness, which leads the patient 
to a doctor. (Hahn, 2000)

Due to the modern age, when we are surrounded by constant stress and noise, tin-
nitus no longer occurs only in the elderly, but more and more adolescents and chil-
dren are increasing in ENT clinics. We believe that the number of these patients will 
increase during this age group, because adolescents are among the main users of 
modern technology (use of mp3 players with loud music, mobile phones, handsfree, 
wifi ), they live an increasingly unhealthy lifestyle and their recklessness thus becom-
ing adepts that tinnitus can easily aff ect. (Fabóvá, 2015)

A big research has been done in the United Kingdom. Th is study found an in-
creasing incidence of tinnitus over time, with an emphasis on an ever-increasing 
health burden. Knowledge of patient characteristics, lifestyle factors and selected 
comorbidities contributes to a better understanding of tinnitus risk factors. Th e re-
search was conducted on a large group of 109,783 adults diagnosed with tinnitus 
between 2000 and 2016, which provided an overall age-standardized incidence rate 
of 25.0 new cases of tinnitus per 10,000 inhabitants. Th roughout the study, there 
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was a steady increase in the incidence of tinnitus. Approximately 80% of tinnitus 
cases were diagnosed aged 40 years or older. Th e highest incidence was observed 
in individuals aged 60–69 years (41.2 per 10,000 population, 95% CI: 40.7–41.7). 
Smokers and alcoholics had a lower risk of being diagnosed with tinnitus compared 
with non-smokers and non-drinkers. Th e incidence of tinnitus has been strongly 
associated with the recent diagnosis of several otological and vestibular disorders, 
as well as head and neck disorders. (Stohler N. A., 2019)

Statistics from clinical studies show that 15–17% of the world’s population suf-
fers from tinnitus, and for 5% of them, tinnitus represents a signifi cant reduction 
in quality of life. As it aff ects the suff ering person all day, it does not allow them to 
concentrate on work, it prevents relaxation in the process of sleep, which is disrupted 
mainly in the phase of falling asleep. Th is results in increased fatigue and irritabil-
ity, which can lead to disruption of interpersonal relationships, anxiety, depression 
and thus lead to a signifi cant change in the overall image of the personality. Due to 
the sleep defi cit and lack of rest caused by constant tinnitus, the patient may suff er 
not only mentally but also physically, until it may eventually lead them to perform 
a suicidal act. (Hahn, 2000).

Tinnitus is not a disease, but a symptom, meaning that it is the main manifestation of 
some diseases, so it is seldom an isolated symptom. It is usually accompanied by other 
disorders. In Kulka (2007, p. 50) mentions the following accompanying disorders:
• Hypacusis: 80% of patients have hearing loss. Th e patient is stressed that the ne-

cessary acoustic information is overlaid by unwanted noise.
• Hyperacusis, phonophobia: Up to 70% of patients suff er from this additional 

symptomatic. Th is is an increased sensitivity to sounds. Th e sounds of everyday 
life are unpleasant and in extreme cases the patient is afraid of any sounds.

• Vertigo: Many patients suff er from imbalances, which make them very insecure. 
Th ey are constantly confronted with the feeling that something is wrong.

• Musculoskeletal disorders: Stiff  neck muscles, vertebrogenic problems or, for 
exam ple, bruxism (intense gnashing and chattering of teeth) may have their own 
stressful causes, but tinnitus is oft en accompanied.

• Depression, anxiety: Th ese conditions are initially reactive in nature, but over time 
they may become chronic and require psychiatric and psychotherapeutic care.

We know the impact of tinnitus on humans, but we do not know the etiology of 
the onset. Th ere are many causes that cause tinnitus, but its mechanism is oft en not 
detected at all. Common causes include simple sebaceous plugs, eardrum damage, 
infl ammation (external and moderate otitis), Eustachian tube obstruction, Meniere’s 
disease, otosclerosis, drugs, drugs, ear tumors, not only acoustic traumas, some CNS 
diseases, cardiovascular diseases etc. (Vokurka, 2009)
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Authors Tiler, Coelho, Noble (2006) claim that there are patients who reject, 
control or accept their tinnitus. Th eir research suggested that in some cases there 
may be a common genetic cause of tinnitus and depression. A potential candidate is 
the serotonin transporter gene SLC6A4.1

By not proving a clear cause of tinnitus, it is only a very diffi  cult or even impos-
sible treatment to completely eliminate this problem. In the course of 2006, research 
was conducted to determine the success of tinnitus treatment. Its results confi rm that 
tinnitus is incurable in most cases (Maite, 2007). Th e treatment of tinnitus “is one 
of the biggest problems in audiology” (Novák, 2003, p. 294), because it is not easy to 
determine the root cause of the murmur, according to which the subsequent therapy 
takes place. We also cannot treat tinnitus as a specifi c disease because “tinnitus is not 
a disease in itself, tinnitus is a symptom, as is headache, for example. Th e symptom 
cannot be treated. Th is means that tinnitus cannot be “cured”. What can be cured is 
the cause of the symptom, ie the disease that is its cause. One can also learn to man-
age the symptom ”(Th ora, Goebel 2006, p. 70). Th ere is one of the new therapies, 
the cornerstone of which is the behavioral-cognitive habituation of tinnitus, which is 
implemented in the form of the so-called Tinnitus Retrainig Th erapy (TRT), which 
brings both positives and negatives. It is not a cure. Eliminate tinnitus, however, 
goes by inducing a habit of tinnitus-induced reactions and its perception. It allows 
patients to control their tinnitus, live a normal life and participate in daily activities. 
According to the article (Jastreboff ; Jastreboff , 2000), TRT is a highly eff ective therapy 
in people with tinnitus and can be used to treat all types of patients. It does not re-
quire frequent visits and does not interfere with hearing and there are no negative side 
eff ects. Approximately 20% of patients achieved a change in their tinnitus perception 
by focusing their absolute attention on it and losing it completely. Th e only negative 
aspect of TRT is that the completion protocol must focus on the individual needs 
and profi le of the patient, which in turn requires signifi cant time involvement of the 
treatment staff , who must be specially trained. In addition, development requires 
specifi c plastic changes in the nervous system (leading to accustoming to tinnitus). 
Th e inurement lasts approximately 18 to 24 months, as estimated from retrospective 
patient observations.

2 Methodology of research survey

Th e study focuses on the quality of life of adolescents who suff er from tinnitus. Due 
to the fact that there is relatively little research dealing with the issue of tinnitus in 

1 One of the most important genes controlling serotonin function (5-hydroxytryptamine, 5-HT) is the 
serotonin transporter gene. Th e serotonin transporter (5-HTT) ensures the uptake of serotonin from 
the synaptic cleft  into the neuron. Caspi A et al. (2003)
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this age period, we decided to gain knowledge to approach the topic and increase 
awareness of the issue.

Th e main goal is to identify, analyze and describe the eff ect of tinnitus on the 
quality of life of adolescents.

Th e main goal is elaborated into the sub-goals of assistance described below, where 
we try:
• to fi nd out how tinnitus aff ects the quality of life of adolescents.
• to detect changes in the lives of adolescents aft er the onset of tinnitus.
• to determine the form of compensation for improving the quality of life in indi-

viduals with tinnitus in adolescence.

To achieve the sub-objectives described above, the following research questions are 
identifi ed:
• How does tinnitus aff ect the quality of life of adolescents?
• What changes have occurred in the lives of adolescents aft er the onset of tinnitus?
• In what form do adolescents compensate for their tinnitus?

2.1 Methodological framework of research

Qualitative research was conducted on the basis of semi-structured interviews with 
adolescents aged 18 to 21 who suff er from tinnitus. Qualitative research was chosen 
because of the nature of the research, which focuses on the subjective perception of 
living with tinnitus. Th e method of intentional (purposeful) selection was chosen 
for the selection of the research sample.

Sampling criteria:
• Age from 18–21 years
• Gender man-woman
• Tinnitus for at least 1 year
• Etiology unknown

Based on the established criteria, a total of 6 adolescents participated in the research.

An overview of basic data about adolescents who participated in an individual inter-
view: In order not to violate the privacy of the respondents, their identity was hidden 
under the initials of their names.
Girl V – 21 years old. Tinnitus for two years
Girl K – 19 years old. Tinnitus for one year
Girl L – 18 years old. Tinnitus for one year
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Boy M – 19 years old. Tinnitus for about a year and a half
Boy L – 20 years old. Tinnitus for two years
Boy D – 18 years old. Tinnitus for two years

2.2 Results

Th e respondents suff ered from tinnitus from one to two years. Th ey did not know 
the exact etiology of its origin, but mentioned the possibilities that could cause it. 
Th ese included, for example, otitis media, a strong compressed air wave acting di-
rectly on the ear, an exploding fi recracker near the individual, frequent dancing at 
deafening speakers at discos with parties until the early hours of the morning. In 
most of the respondents, stressful circumstances also took place before the onset 
of tinnitus, which, together with the above-mentioned infl uences, could have been 
the triggering factors for the onset of tinnitus. Th ey mentioned, for example, a di-
vorce of parents, the death of a grandmother and great-grandmother in one year, 
a break-up with a long-term girlfriend. Each individual described their tinnitus in 
diff erent words. Some had trouble describing it in the beginning, so I asked the sup-
plementary question: “what does its sound remind you of ”? Aft er this clarifi cation, 
the interviewees spoke and mentioned, for example, the burbling of a waterfall, the 
sound of a pressure cooker, the murmur of an old television, the sound of a whisper 
when listening to a seashell, the sound of a wind blowing. Although each individual 
described the sounds in their own words, the results were either high tones in the 
form of whistling or low tones in the form of drone. Respondents also stated that 
it is not always just one sound, but that sometimes there are more sounds. Th ese 
sounds, or rather noises, as the interviewees call them, change their intensity and, in 
certain situations, may worsen. Respondents agreed that they perceive tinnitus the 
most when there is silence, especially before they fall asleep, or at school when there 
is silence and they have to concentrate. As a result, tinnitus impairs their concentra-
tion and they have trouble falling asleep. But silence does not worsen tinnitus. What 
makes the tinnitus worse was mentioned, for example, fatigue (most oft en), physical 
exhaustion, stress and loud noises (whistling of bicycles on the train platform, loud 
concerts, discos). When we asked the respondents what feelings tinnitus evoked in 
them, each individual named diff erent feelings, but as a result, their subjective per-
ceptions of feelings changed over the duration of tinnitus. At fi rst, they perceived 
tinnitus worse and their feelings were mostly negative. A feeling of fear and anxiety 
prevailed in them. Individuals focus more on it and “fi ght” against it. Interviewee L: 
“I have feelings of fear that the sound will never go away and that I have a serious ill-
ness”. Whereas in individuals in whom tinnitus lasts for more than a year, a change in 
feelings and overall view has been seen. We can say that they took their tinnitus easy. 
Respondent M: “At the moment I don’t mind, but when it started and I didn’t hear 
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one ear at the same time, I only heard the noise, so it bothered me a lot and it made 
me feel anxious.” Interviewee V: “My feeling of tinnitus is constantly changing. I had 
negative feelings especially at the beginning, when I focused a lot on tinnitus and 
basically only perceived the sound. I think that since the tinnitus started, so I have 
gradually started to come to terms with it, what else can I do (smile)”.

How does tinnitus aff ect the quality of life of adolescents?

Th is research question was answered by questionnaires that were created based on 
areas of quality of life according to WHO. Th ese are, for example, the questions: does 
tinnitus prevent individuals from doing daily activities? What problems are associated 
with tinnitus? Do individuals feel changes in physical health (loss of energy, fatigue, 
increased need for rest), whether tinnitus has aff ected relationships in the family, 
with a partner, or with friends? Due to the answers of the interviewed, tinntius dis-
rupts the daily lives of adolescents, for example at school or at work, where it reduces 
their concentration. It also disrupts the sleep process. All respondents said they had 
trouble falling asleep. Psychiatric problems such as fatigue, depression, anxiety, fear, 
psychosomatic diffi  culties and moodiness are also associated with tinnitus.

Adolescents stated that, due to the mentioned problems, they initially sought 
more medical care, specifi cally that they most oft en sought fi rst aid from their gene-
ral practitioner and then professional help from an ENT specialist, neurologist and 
psychologist. Later, when some respondents thought that medical care was not ef-
fi cient, they stopped visiting doctors, did not go for regular check-ups, and stopped 
taking medication. Respondent D: “I don’t see a doctor anymore, on the contrary 
I have to go for check-ups, but I don’t go, I haven’t been there for over a year. I don’t 
think it makes sense.”

Th e remaining part of the respondents had the opposite problem and they are 
looking for more medical care, not only in ENT clinics, but also in other alternative 
treatment experts, and they are trying to get rid of tinnitus. Some respondents also 
reported that aft er the onset of tinnitus, they began to develop other health problems 
over time, and despite the various examinations they undergo, all of their results 
were negative. According to doctors, they are completely healthy, but they do not 
feel that way. Th us, we are talking about a psychosomatic illness, which can gradually 
manifest itself in individuals with tinnitus and thus aff ect their physical and mental 
side. Interviewed V: “I visit doctors more, but I don’t just mean ENT within tinnitus. 
I don’t know if it’s related to it, but I started to experience so-called digestive-related 
psychosomatic illnesses. Th e results of the examination are all right, but I still have 
problems and no one knows what is wrong with me.”

Given the above, we can say that tinnitus is involved in impairing the quality of 
life in the physical dimension. A similar disruption occurs in the dimension of so-
cial relations, when individuals with tinnitus stated that aft er the onset of tinnitus, 
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they started to reduce the attendance of various cultural events, where there was 
a higher intensity of sound (concerts, discos), which aslo aff ects their friendships. 
Th ey also avoid the places where more people talk at once. All respondents stated that 
aft er the onset of tinnitus they had a problem with speech comprehension in noise, 
where more people spoke at once (pubs, restaurants, busy public places), or there 
was higher sound intensity, or more sounds at once (cinemas, concerts) and started 
the visit these places less, which has an impact on the social dimension of quality of 
life. Like the two previous dimensions, tinnitus also disrupts the mental health and 
environmental dimensions. In the mental health dimension, adolescents with tin-
nitus are aff ected in most areas. Due to the fact that tinnitus is oft en accompanied 
by mental diffi  culties, it aff ects self-concept, negative and positive feelings, thinking, 
learning and concentration. In the environmental dimension, as mentioned above, 
the respondents stated that they avoid places with higher sound intensity, which can 
aff ect not only the social area, but also the area of getting to know and gaining new 
information, knowledge and experiences.

What changes occurred in the lives of adolescents after the onset of tinnitus?

We can say that tinnitus brought a change in the lives of all those interviewed. If we 
were to divide the changes into positive and negative, negative changes were men-
tioned more oft en. Negative responses prevailed in individuals who had tinnitus 
for a shorter period of time. Among the negative changes that tinnitus has brought, 
the main problems are falling asleep, relaxing and feeling tired. Some respondents 
claimed changes in their social lives. Th ey reduced their cultural life, which disrupts 
their social ties with friends. Th ey tend to be grumpy more oft en, and this disrupts 
family relationships. Th ey avoid noisy places. Th ey experience communication dis-
turbances when they are in a noisy environment. In summary, individuals state that 
they are no longer as active as before. On the other hand, the respondents were able 
to see certain positives in the change in their lives. Th ey stated that they slowed down 
and began to realize what health was, some of them ate better and started exercising. 
Overall, they now value their body more, look aft er it and perceive themselves more. 
Some directly stated that they had “calmed down”. Respondent “K” to the question: 
“Did tinnitus bring you any positives?” She answers: “Yes, it did, I slowed down, 
I started practicing yoga and eating healthier. Overall, it seems to me that my way of 
life has changed and I think in a good way.”

In what form do adolescents compensate for their tinnitus?

Th e fi rst compensation that the interviewers encountered was medical care, in which 
the most frequent drug treatment was chosen, which was aimed at dilating the arteries 
and blood vessels of the inner ear, to improve its blood circulation. Some individuals 
also reported taking antidepressants from the onset of tinnitus. Treatments such as 
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hyperbaric chamber, infusion therapy, psychologist-led psychotherapy and alternative 
therapies such as acupuncture, homeopathy, phytotherapy and kinesiology were also 
mentioned. In most cases, the respondents said that in their opinion, drug treatment 
was unsuccessful. Th e acute form of tinnitus was positively aff ected by the hyper-
baric chamber in combination with infusions or psychotherapy, but not in terms of 
reducing tinnitus, but its acceptance. Th e respondents also tied to help themselves. 
Th ey choose various strategies to try to deal with their tinnitus problem. Th ey mainly 
use “comping strategies”.2 It is a reaction (the way) an individual tries to manage 
their problem. Th e interviewees named the following strategies to manage tinnitus: 
eff ective strategies: the need for diff erent activities to distract attention, movement 
(walking the dog and into countryside), better lifestyle, acceptance of tinnitus, ac-
tive movement (yoga exercises), relaxation exercises (autogenous training). Passive 
strategies: masking tinnitus with external stimuli (music, television), escape (avoid-
ing silence, noisy environment, stressful situations, people, etc.). Maladaptive: high 
concentration on tinnitus, thinking about it, constantly searching for information 
about it on the Internet, in the literature, frequent visits to doctors with the hope of 
removing tinnitus, taking antidepressants and sleeping pills. Th e desire for tinnitus 
to disappear, introversion with subsequent social isolation. We cannot say that the 
comping strategies are still the same. An individual’s management of tinnitus changes 
over time, and with it, comping strategies do too. Th e above describes the variety 
of comping strategies that individuals choose to fi ght with tinnitus. However, one 
comping strategy was chosen by all respondents – masking tinnitus with music. So 
we can say that it is a masking of silence with music, which serves to prevent the 
individual from concentrating so much on their tinnitus. Th is strategy was chosen 
by all individuals and is used throughout the duration of tinnitus. Tinnitus manage-
ment is infl uenced not only by the comping strategies that the individual chooses, 
but also by its duration. Respondents who had tinnitus for more than a year stated 
that they had become familiar with tinnitus and that they dealt with it. In contrast, 
individuals who suff er from tinnitus for a short period of time do not control it and 
“fi ght” against it. Respondent L “I haven’t dealt with it yet and I don’t know if I ever 
will. I wish it was gone.”

3 Discussion

In all respondents, tinnitus changes over time. Respondents agreed that silence does 
not worsen the intensity of tinnitus, it only attracts more attention, so they focus 
more on it. Korres et al. (2010 in Veldová, 2014) states that there is no background 

2 According to Budda and Pugh (1996), Veldová (2014) divides tinnitus comping strategies into three 
categories: eff ective strategies, passive strategies and maladaptive strategies.
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sound in silence that would reduce the sound contrast between tinnitus and a quiet 
environment. Th erefore, there is no reduction in the perception of tinnitus. Increased 
perception of tinnitus occurs in all respondents aft er physical exhaustion, when indi-
viduals are tired and perceive tinnitus more under stress. Each person has diff erent 
feelings about tinnitus. Everyone agreed, however, that negative feelings prevailed 
at the beginning of tinnitus. Later, adaptation to tinnitus occurs and positive feel-
ings appear. All respondents agreed that tinnitus impairs the quality of life in all its 
dimensions, especially in the fi rst year. Aft er that, reconciliation with tinnitus takes 
place and the quality of life is constantly aff ected in some areas, but it is no longer as 
disturbed as in the beginning. 

In these 75% of patients, the habituation time usually ranges from 6 to 12 months. 
(Toupet et al., 2003). Changes in a person’s life are broad-spectrum and are refl ected 
in all areas of life, as our respondents prove. Th e most signifi cant changes in adoles-
cents occurred in the fi eld of cultural activities. Individuals reported that they had 
calmed down and were no longer as active with regard to social life as before the 
onset of tinnitus. Th ey reduce the attendance of loud concerts, discos, some even less 
walk among the people. Overall, their way of life has changed. Th ey now respect their 
body, look aft er it and perceive themselves more. Th e data indicate that approximately 
one-quarter of people suff ering from tinnitus feel severely aff ected by it, and the 
remaining three-quarters get used to it (Crummer, Hassan, 2004). One of the con-
fi rmatory studies (Erlandsson, Hallberg, 2000) is a study of the prevalence of tinnitus 
(0.5–1% of respondents) that states that tinnitus seriously aff ects their ability to lead 
a normal life. In this survey, the quality of life and its relationship with psychological, 
psychosomatic and audiological tinnitus-related factors were studied in a sample of 
122 patients. Six of the thirteen variables included in the model proved to be signifi -
cant regressors. Th ese were impaired concentration, depression, perceived negative 
attitudes, hypersensitivity to sounds, average hearing level (best ear) and duration of 
tinnitus (the shorter the duration of tinnitus, the more negative the impact on quality 
of life). Th e three most important predictors were directly related to perceived mental 
distress. An unexpected fi nding was that tinnitus fl uctuations, vertigo, headaches or 
perceived social support did not appear to be signifi cant regressors.

Th ese results confi rm our conclusions. In the area of physical dimension, it was 
a feeling of fatigue, which was increased among the respondents. It is a disturbance 
in the area of sleep that breaks down tinnitus and thus there is no overall rest of 
the body. In terms of the dimension of mental health, these were mental disorders, 
which began to occur together with tinnitus among the respondents. Th e most com-
mon were anxiety and depression. Th e question is whether it is diff erent for men or 
women. A study by Bashir Ahmed et al. (2017) was designed to examine the alle-
viating role of gender between tinnitus perception and psychological stress in men 
and women with tinnitus. Th e participant consisted of 110 patients with tinnitus 



Journal of Exceptional People, Volume 11, Number 20, 2022            Articles 125

(men n = 70, women n = 40). Data were collected from various hospitals in Pakistan 
through a complete otorhinolaryngological examination. Two scales, Depression, 
Anxiety and Stress Scale (DASS) and Tinnitus Handicap Inventory (THI), were used 
to measure the perception of tinnitus, stress, anxiety and depression in patients with 
tinnitus. Th e results of this study revealed that gender acted as a moderator between 
the perception of tinnitus, depression, anxiety and stress. Th e results showed that 
gender was a positively signifi cant predictor of anxiety (β = .45, p < 0.01), depression 
(β = 1.17, p < 0.01) in patients with tinnitus. Th e results suggest that women are more 
prone to anxiety than men. Depression is also more perceived by female patients with 
tinnitus. We did not study this problem in our research.

In the area of the social dimension, family, partnership and friendships are dis-
rupted. Due to the higher irritability of adolescents, negative thinking, self-esteem, 
avoiding the company of people, limiting cultural events (concerts, discos), social 
ties with peers and the family are disrupted.

Th e impact on the quality of life of an individual with tinnitus is not negligible, 
and precisely because of this, people suff ering from tinnitus seek help and treatment. 
Th e fi rst compensation that all respondents encountered was drug treatment, which 
did not have a positive eff ect on any of them. Basically, it is nothing special that 
drugs do not work. Th is is also confi rmed by Holcát (2006), who states that since in 
most cases the cause of the murmur is not recognized, it cannot be causally treated. 
Th e eff ective and important treatment reported by respondents was psychotherapy, 
which did not help to treat tinnitus, but to get used to it and accept it as part of one’s 
person. Th e importance of psychotherapy in the process of murmur treatment is 
also mentioned in Holcát (2006), according to which psychotherapy is a very good 
method, with the help of which the patient does not get rid of the murmurs, but at 
least manages to cope and gets used to the murmurs. Of all the strategies that patients 
most oft en named to manage tinnitus, the best was the help of music to camoufl age 
it. Music has thus become a part of their daily lives. Other therapies are available 
abroad, such as infusion therapy and vasodilator therapy. Th ere are currently many 
authors3 working on the new TRT treatment mentioned above, which could help 
people with tinnitus in our conditions as well. 

4 Conclusion

Due to the increasing noise, which is increasingly aff ecting humans, tinnitus is be-
ginn ing to spread like a sea wave to the entire population. Most of the human popu-
lation has experienced short-term whistling or tinnitus without hearing loss. It may 
take less than fi ve minutes (eg aft er exposure to excessive noise) and disappear. In 

3 Hesse, Schaaf, Grosbois, Pellec, Toupet, Maite etc.



126 Articles Journal of Exceptional People, Volume 11, Number 20, 2022

contrast, pathological tinnitus lasts longer than fi ve minutes, occurs more than once 
a week, and is perceived continuously throughout the day. If tinnitus becomes an 
annoying problem for an individual, the perception of their own quality of life may 
be impaired. Th e quality of life of an individual with tinnitus at the beginning of its 
onset can be impaired in all its dimensions. Th is can result in diffi  culty falling asleep 
and sleeping in general, increased fatigue, irritability, decreased attention, diffi  cult 
concentration, mental problems (depression, anxiety) associated with emotional 
lability. Due to the list of tinnitus-related problems, desperate individuals begin to 
seek medical help and try to get rid of the unbearable companion that accompanies 
them throughout the day. If tinnitus is not associated with another condition (such 
as hearing loss), most patients visit the doctor with delay, and this greatly reduces the 
eff ectiveness of its treatment. Th e intervention is also infl uenced by the origin of it 
and the subsequent diagnosis. Treatment diffi  culties occur in the subjective type of 
tinnitus, which is most common among patients. Tinnitus is becoming “one of the 
biggest problems in audiology” (Novák, 2003, p. 294). Tinnitus is a problem for which 
there is currently no universal way or cure to help patients get rid of it completely. 
Everyone is an individual and deals with their problems diff erently. Trying not to 
succumb to tinnitus, trying to eliminate it, and if that does not work, it is important 
to learn to accept it and get used to it so that it does not bother them unnecessarily in 
their thoughts. Th e general aim of the research was to comprehensively capture the 
issue of tinnitus in adolescence and to raise awareness of the subjective perception 
of quality of life in individuals with tinnitus in this age period. Th e main goal was to 
identify and analyze the eff ect of tinnitus on the quality of life of adolescents. Given 
the above-mentioned main goal, the research was carried out in a qualitative form 
that allows to capture the subjective view of individuals on the issue. Th e research 
method became a semi-structured interview, which allowed fl exibility in asking sup-
plementary questions. Th e results of the research showed that tinnitus has a great 
impact on the quality of life of all respondents and in the initial phase disrupts it to 
a greater extent. In adolescents, due to the complexity of the self-seeking period, this 
disruption is exacerbated. As a result, however, it turned out that the interviewed 
individuals got used to their tinnitus during the year. Th us, we can say that the 
inter viewed adolescents have a higher possible degree of adaptation. Aft er a year, 
adolescents not only perceived the negatives of tinnitus, but were able to name the 
positives. Tinnitus no longer compromised their quality of life to the same extent as 
at the beginning. 

Living with tinnitus, especially at the beginning, is not easy at all. Every individual 
longs for a moment of silence. Th erefore, one of the main recommendations will be 
to prevent tinnitus with the help of prevention, such as noise control, to try to protect 
one’s hearing as much as possible, to avoid stressful stimuli that also aff ect tinnitus. 
When tinnitus aff ects the person and all treatment fails, it is important to deal with 
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it, try to accept it and come to terms with it. Rest and sleep are important and are 
greatly aff ected by the noise due to the silence that tinnitus enhances. Th erefore, it is 
appropriate to use, for example, the so-called masking (relaxing music in headphones, 
etc.), which overlaps the silence. If classical medicine does not work, not to be afraid 
to try alternative or new methods. We can name many recommendations for fi ghting 
tinnitus, but to minimize the impact of tinnitus on quality of life, it is important that 
each individual fi nds his or her own way of overcoming tinnitus.
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Artefi letics as a pro-inclusive strategy 

supporting common education 

in formal space

(overview essay)

Paula Maliňáková

Abstract: Th e paper presents artefi letics as one of the pro-inclusive strategies through 
which it is possible to support inclusive education in primary school. By using the 
tech niques of artefi letics, which are based mainly on expressive artistic expression and 
refl ective dialogue, it is possible, from the point of view of all present, to know the pupil’s 
personality within the team, and so forth. Th anks to the integration of artefi letics as 
a pro-inclusive strategy, all participants can refl ect on each other’s experience in the 
group from the perspective of the participant, supervisor, or educator. Th is paper also 
describes a specifi c artefi letic model that was part of the survey fi ndings. Th e imple-
mentation took place at the fi rst stage of primary school, where we created two groups – 
control and experimental. Th e characteristics of the artefi letic module (created from 
4 groups of activities) provide opportunities to develop inclusion in education process. 
At the same time, the paper is supplemented by specifi c examples of the pupils’ works 
coworking in a heterogeneous class. 

Keywords:  Inclusive education, Class, Artefi letics, Approach

1 Introduction to the issues of artefi letics

In Slovakia, the term artefi letics has been used since the 1990s. Artefi letics off ers the 
possibility of implementing specifi c elements connected to inclusion in the school 
environment. Th rough artistic expression, artefi letics reveals, recognizes, and imple-
ments human behavior’s unconscious and subconscious motives into the conscious 
dimension. Th is analytical work of self-knowledge teaches pupils self-refl ection. Th e 
artefi letic intervention is mediated by a refl ective dialogue between the teacher and 
the pupil. According to Homzová (2015), artefi letics is considered a modern screen-
ing, preventive and interventional approach used in various school environments, 
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especially abroad. Regardless of its diff erences, moving in artefi letics allows pupils 
to develop emotional, social, and creative aspects. At the same time, it is possible to 
observe changes in self-refl ection, classroom acceptance, development of commu-
nication skills, graphomotor skills, and progress in other areas of school education. 
Šobáňová (2020) claims that art education is primarily about practical, creative activi-
ties of an expressive and receptive nature. Th e author perceives the pupil’s otherness 
in the given context (2020, p. 42) as a source of inspiration (similarly, it is so in art, 
at the latest from the modern period), not as a problem. Art tasks are designed not 
only based on expression, practical tasks but also on the base of cognitive challenges. 
Also, in artefi letics, thanks to a pupil’s artistic expression and subsequent refl ection, 
a teacher can capture the pupil’s specifi c problems within his or her expression and 
refl ection to an artistic activity. According to Slavík (1997), an authentic art becomes 
a means of transformation, discovering the inner-fi ctional world. 

Benefi ts of the artefi letic module in support of building an inclusive environment

We consider inclusion a phenomenon since it is much discussed but not imple-
mented. Th erefore, we can speak of inclusion as a trend that brings innovation, 
which we rarely observe; hence it is still an extraordinary process in education. At 
the same time, inclusion can be considered a particular innovation to increase the 
quality of the educational process in school (Lechta, 2018, Šuhajdová, 2020). Im-
plementing inclusive education is not an easy or short-term task for the school and 
its participants. Th ere is a clear need for an in-depth focus on inclusive education 
solutions for the benefi t of all participants. It is related to the setting and direction 
of acceptance of heterogeneity on the part of the school and its culture in the given 
country, region, and so forth. An elaborated theoretical basis of inclusive education 
and its broader transdisciplinary connection and an entire legally fulfi lled frame-
work with the praxeological anchoring in the school or classroom are needed. Based 
on this and practical experience, it is possible through a pro-inclusive approach to 
artefi letic activities, refl ective dialogue in an inclusive classroom that we know that 
artefi letics helps us: 
1. Build social cooperation in the class/group. Discover and deepen pupils’ potential 

in the classroom, understand the processes in the classroom, group, or school 
club of children. 

2. Develop the individual’s emotional stability in the class/group. Emotionally knowing 
how to express oneself in an art form and thus release tension that could otherwise 
be a manifestation in the form of negative behavior. It teaches the participants to 
work with relationships through experiential work with the class/group. Improves 
pupils’ self-refl ection. It supports the building of a positive perception of pupils, 
empathy for others, and the related acceptance and acceptance of the diversity of 
pupils and pupil groups. 
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3. Know the individuality of the pupil in the class/group. To develop the pupil’s person-
ality within the team, and so forth. It supports creativity, trust, initiative, mutual 
communication. It breaks the aversion or disadvantage of the teaching processes 
and allows the pupil to experience appreciation and success, despite his disability 
and otherness. 

4. Educate the arts in connection with the possibilities of experiential knowledge of 
various situations. 

5. To build visual literacy in the context of mutual interaction between word and 
image critical concepts and vice versa. 

6. Accept and be interested in pupils in the class/group. It creates opportunities to 
improve pupil achievement or appreciation in the class/group. 

7. Increasing the professional competencies of teachers. Competence enhancement 
primarily aff ects refl ective dialogue, and it is this method, path, the approach that 
can help build a better functioning inclusive education and pupils’ acceptance of 
each other. 

8. Increasing pupils’ competencies. Th e critical competencies in the fi eld of methods 
in this type of teaching will develop pupils’ professional knowledge, off er divergent 
solutions, fi nd connections with real current life, critical thinking, and evaluation. 
Th e educator develops his/her critical competencies related to the learning process 
and the learning outcomes by creating the school curriculum and competencies 
for teamwork. 

2 Survey preview

We implemented the integration of artefi letics as a pro-inclusive strategy in an ex-
periment. According to Gavora (2010), when implementing the experiment itself as 
a quantitative method, it is possible to prove the causal consequences of pedagogi-
cal action, i.e., one educational phenomenon aff ects another. Th e characteristics of 
individual groups are presented in tabular processing (Table 1). 
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Table 1

Group Count Group characteristics

control 8 A contrasting group that worked diff erently than the experimental one (without 
the principles of the artefi letic approach). The group worked with the same material, 
same time, and same conditions.

experimental 8 We carried out the activities with an experimental group of pupils at the primary 
level of the school system. The experimental group consisted of pupils with 
specifi c disabilities: Below, we off er you an overview of selected activities, which 
we applied to a sample of 8 pupils in the primary school. It was a range from 
1st to 4th year. There were three boys in the group (1st boy: dyslexia, dyscalculia, 
dysgraphia, dysorthography; 2nd boy: dyslexia, dysgraphia, dysorthography; third 
boy: dyslexia, dyscalculia, dysgraphia, dysorthography) and one girl with a disability. 
This research sample was compiled randomly. Regarding the family history 
concerning the complete or incomplete family, there was a girl in the alternating 
care of the parents, who took care of herself, resp. she demanded more attention 
and went to see the teacher all the time. If we were to provide a more detailed view 
of the family environment of other pupils, perhaps not suitable conditions for the 
necessary preparation for school, learning, providing the necessary teaching aids, 
and so forth., we could still identify two pupils. 

At the beginning of the experiment, we tried to identify subjects according to diff er-
ent vital competencies and characteristics to ensure an equal selection of respondents 
for the experimental and control groups (cf. Gavora, 2010). An input measurement 
is required to determine how similar the experimental and control groups are. In 
the experiment, such an input measurement is called a pretest. Due to this, we per-
formed a pretest of both groups and observations to compare individual pupils and 
their selection for the experimental and control groups. According to Gavora (2010), 
it does not always have to be a test. Th is can be any measurement you check to see 
how similar the two groups are in the essential characteristics. We entered the test 
simultaneously and under the same conditions for both groups and compared the 
results. Th e pupil’s task was to draw pictures into geometric shapes on A4 sheet 
of paper or create connections between them. Th ey should have approached them 
within the imagination, gained previous visual experience, and so forth. Moreover, 
we tried to fi ll as many geometric shapes as possible, connect them, and transform 
them. We did not fi nd a signifi cant diff erence between the two groups, and the pupils 
showed relatively similar observations. Th ere was someone who did not fi ll in the 
whole paper, drew the whole paper, needed to make sure with the question, and so 
on. Since we worked in the school environment (hobby education), where there are 
no fi xed groups of pupils, it was possible in terms of research to ensure the selec-
tion of subjects according to the conditions that characterize Gavora (2010) in the 
implementation of pedagogical research. 
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3 The experiment in the form of group artefi letics

In connection with artefi letics as a pro-inclusive strategy, we created a model that 
focused on discovering and deepening pupils’ potential in the school environment. 
Th e mentioned model aimed to acquire practical skills, looking for new possibilities, 
creative solutions, which are inevitably brought by group-implemented artefi letics 
with an emphasis on optimizing inclusive education in the school environment. 
When working with the group, we focused the mentioned approach on group dy-
namics and relations between individual group members (which was also a condition 
for education in various subjects). Th e chance of the artefi letic approach is that the 
group’s members are developing in the area of sociability, i.e., positive relationships, 
cooperation, mutual communication, support, and mutual interactions are support-
ed, which is also the fundamental essence of inclusive education. Th e experimental 
artefi letic model aimed to meet three goals, namely cognitive, aff ective, and, of course, 
psy chomotor concerning manipulation, which we can again connect with inclusive 
education, which seeks to address these aspects. Th e application of artefi letics off ers 
the identifi cation of a research sample of pupils and points out a possible proposal 
for solving current problems of inclusive education through an artefi letic approach. 
Artefi letics inspire the use of this method in our conditions in the pedagogical activity 
of a teacher of art subjects. Th e author of this project is Jana Homzová, and the pilot 
project was implemented in Dubová Elementary School, Bratislava, under the su-
pervision of Zuzana Krnáčová, lecturer of the ongoing accredited course Artefi letics 
and Inclusive Class in the process of creation, refl ection, and acceptance (2021). Th e 
artefi letic products of the experiment participants were assessed based on specifi c 
factors, which we processed into the attached scheme as a fl exible process (Scheme 1).

Scheme 1 

self-expression reflection and self-
reflection

variability 
of materials

use of creative 
means (colour, 

composition, space)
originality and 

creativity
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Th e scheme describes the individual sequential steps of the ongoing experiment. Th e 
individual steps are incorporated within a vertical and horizontal space. 

4  Presentation of an artephilectic model in the form 

of an experiment

Th e individual activities within the artefi letic module were divided into four groups 
(Scheme 2). Individual activities within the artefi letic module were adapted for pri-
mary school pupils. Changes were made, and the researcher realized new possibili-
ties for how to fulfi l the possibility of an inclusive path realized through artefi letics 
towards positive changes concerning the acceptance of the pupils’ personality in the 
experimental group and the participants to each other. 

Scheme 2: Content of the artefi letic model

5 Activities aimed at relaxation and release of tension

Activities aimed at relaxation and release of tension focus on comparing one’s own 
opinions with classmates’ opinions on creation. Also, to get to know your hobbies 
and character traits and, of course, to get to know the hobbies of your classmates. 
Th e given aspects are on the cognitive level. 

On the aff ective side, it is perhaps a more complicated grasp than, for example, 
realizing that just like everyone else is unrepeatable, it is necessary to respect the 
diff erences in the characteristics of your classmates. To adapt to the class, to accept 
the opinion of another classmate, even if it does not have to be only positive, and, 
of course, to learn to be empathetic. Th e activities we have applied in this spirit are 
group painting, playing with sand and chalk, prints. Demonstrations of pupils’ work 
(8, 9 years old) focused on relaxation and release of tension. Th e works are composed 
of textiles or clothing. A bee is depicted. Th e second image shows a teddy bear with 
a mobile phone.
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Figure 1: A bee

Figure 2: A bear with a mobile phone

Activities aimed at developing social relationships in the classroom

Th ese activities teach pupils to get to know themselves and the degree of belonging. 
Also, present your opinion, know your class, name your inner voice, or communi-
cate or cooperate in activities. Th ese were activities that focused on developing and 
functioning social relations in the group. We took advantage of activities under these 
names, namely the stone symbol of the group, our class, school photo album, commu-
nication drawing, color meeting. Demonstrations of pupils’ work (10 years) focused 
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on developing social relationships in the classroom. Th e work is drawn with drawing 
art material of a broader range. It is a communicative picture with the story. 

Figure 3: Th e story of a kitten

Figure 4: My day

Confl ict resolution activities

When conducting activities such as classroom problems, problem-solving visualization, 
or a suitcase, we came across interesting and creative solutions to problems, either 
within the framework of artistic expression or the interview with the pupils them-
selves. Th ese tasks place the pupil in the position of a solver of problems, their creative 
solution, and their survival, where a more signifi cant and especially adequate degree 
of eff ectiveness of the teacher as an artifact’s moderator, resp—refl ective conversation. 
Demonstration of pupils’ work (10 years old) focused on confl ict resolution. Th e work 
is drawn with the use of drawing art material in pencil. It is a technique of “frottage” 
and capturing various structures around us in the metaphor of application to the 
school group of pupils
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Figure 5: My mood

Figure 6: My day

Activities aimed at expressing opinions, attitudes, and emotions 

In such activities, demands are placed on expressing one’s emotions, feelings, whether 
to discuss a current topic or verbalizing one’s opinion on colour, expressing one’s emo-
tions through colour. To be able to accept oneself and one’s classmates, to empathize 
empathetically with one’s classmate’s experience. Search in the abstract and non-
fi gurative works of the association. Activities with names like a mask, modeled mood, 
collage of opinions, color, collage of myself, tree of life, action watercolor, mandala, what 
I am, what I should be, what I want to be are focused on perhaps the most sensitive 
issues, namely building opinions, attitudes and emotions. Teachers are well aware 
that the emotional setting of pupils in a group is an essential factor that can aff ect the 
course of education itself, both positively and negatively (Homzová, 2015, pp. 31–44).
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Figure 7: My self

Figure 8: Th is is me

Demonstrations of pupils’ work (10 years old) focused on confl ict resolution. Th e 
works are painted with the use of tempera painting art material. It is a colour expres-
sion of character, personality, qualities, emotions of each pupil, through the means 
of expression of colour. 
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Continuous evaluation of the artefi letic model in the form of an experiment

Th e combination of both inclusive approach and artefi letics can fulfi l individual 
tasks, which we consider benefi cial for each participant in the school environment: 
• To develop, deepen, improve and innovate the professional competencies of peda-

gogical and professional staff  for the facilitation and refl ection of group class 
dynamics on the way to inclusion. 

• To expand and innovate expertise on inclusive education, group processes, and 
the identifi cation of pupils’ individual needs. 

• Apply the latest knowledge on inclusive education to work with group class dy-
namics. 

• Apply innovative approaches based on the principles of artefi letics and develop 
professional competencies (self) refl ection and facilitation in the lesson or the 
program. 

• Deepen competencies related to the peculiarities, specifi cs, and principles of work-
ing with pupils with special needs.

• When working with the class, expand preventive and interventional competencies 
in artefi letic techniques, methodology, and refl ective dialogue. 

• Provide new starting points for working with other professionals for pupils at risk. 

6 Final evaluation

Th e artefi letic method enhances pupils’ critical social competencies through the 
support of teamwork, mutual communication, and crucial competencies concern-
ing their person through self-refl ection, awareness, assessment, and development of 
themselves and their values. Th is form of action on pupils will thus gain interdiscipli-
nary connections with other areas of school education. With this inclusive approach, 
we can direct the current problems of inclusive education at the primary level of the 
school system to positive changes and the gradual removal of barriers to inclusion.

Artefi letics is a path that we can incorporate into primary education as part of 
individual lessons that appeal to refl ection and acceptance. In a more trivial sense, 
this would emphasize the principle of feedback, where the teacher is the moderator 
of the conversation between the pupil and him or her, respectively. Not to miss the 
stage in education where mutual communication between pupil is needed. Another 
possibility is to set aside artefi letics as a separate subject, which with all the men-
tioned elements teaches pupils to grow and develop emotionally and socially with 
an individual curriculum tailored to the given group of pupils. Furthermore, the last 
option would be to set up early communities with artefi letic activities, where pupils 
talk about what they experience, how they feel, how they deal with critical classroom 
situations, communicate without pointing, listen, and respect each other. Artefi letics 
is a possible way of fulfi lling inclusion conditions in terms of getting to know each 
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other, acceptance, coexistence or creating a pleasant climate, motivation to learn or 
achieve better school results, and so forth. 
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Combination  therapy for patients 

with a history of ischemic stroke: selected 

approaches based on special education 

and psychology in a systematic case study

(overview essay)

Michal Vostrý, Ilona Pešatová, Barbora Lanková, 

Otakar Fleisch mann, Jaroslava Jelínková

Abstract: Th e content of the article encompasses the results of a research survey of 
a patient with a history of ischemic stroke (hereinaft er referred to as ICMP, according 
to ICD-10; I63 cerebral infarction and I69.3 – consequences of cerebral infarction). Th e 
aim of the research was to fi nd out the eff ect of combination therapy using long-term 
special educational (speech therapy and music therapy), occupational therapy, and psy-
chological interventions on the development of cognitive and fatal functions of patients 
aft er ICMP (cognitive rehabilitation). Th e paper deals with the possibilities of develop-
ment and support of individuals aft er the disease with a possible correction of defi cits 
from a multidisciplinary point of view. Th e person was selected by random, stratifi ed 
selection and corresponded to relevant characteristics in advance (age over 45 years, 
acute ICMP, cognitive and fatal disorder, hospitalization). Th e selected person partici-
pated in the research (female, 47 years old, acute ischemic stroke – March 12, 2021). For 
our needs, the therapy was focused on special educational care (speech therapy, cognitive 
rehabilitation, music therapy) and psychological intervention (psychic intervention and 
psychotherapy). A physiotherapist and an occupational therapist were present during 
hospitalization and post-hospitalization care. In the implemented research process, we 
point out the selected case study of the person, which corresponded to the relevant fea-
tures, and the design of therapy with a focus on special education and psychology. Th e 
results of the research point to the fact that when working with patients with a history 
of ICMP, there is a need for regular multidisciplinary cooperation of an occupational 
therapist, a physiotherapist, a special educator (speech therapist, music therapist), and 
a psychologist. Th e given professions focus on specifi c areas of support with a focus on 
cognitive, fatal, and motor functions with the support of social adaptability.
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Keywords: Ischemic stroke, motor skills, rehabilitation, special education, psychology, 
helping professions, comprehensive rehabilitation

1 Introduction

Stroke (CVA) is one of the most common causes of mortality, morbidity, and dis-
ability in the population worldwide (Feifi n et al., 2003; Rosamong et al., 2008). Ac-
cording to Škoulodík et al., (2012; Truelsen et al., 2006), ischemic stroke (ICMP) 
accounts for 85% of all CVAs in Europe and North America. Th e incidence varies in 
European countries; however, it is the highest in the Czech Republic, Lithuania, and 
Greece. CVA is a common disease, especially in the elderly population. Th e complex 
issue is multidisciplinary thus, to prevent frequent disabling relapses, it is more than 
desirable to correctly implement eff ective secondary prevention (by secondary pre-
vention we mean the approaches of helping professions), (Škorňa, 2021). Ischemic 
stroke is defi ned as an episode of neurological dysfunction caused by a local cerebral, 
spinal, or retinal infarction. Such an infarction is necrosis of the brain, spinal cord, or 
retina caused by ischemia. Ischemia is detected by a pathological fi nding (Sacco et al., 
2013). ICMP is manifested by a sudden onset of focal neurological defi cits. Th e defi -
cit corresponds to the territory of the aff ected cerebral artery. In practice, we oft en 
encounter a movement or sensitivity disorder of half the face, limbs, the whole body, 
a speech disorder (aphasia or dysarthria), or other symbolic functions (apraxia), a vi-
sion disorder, ataxia, etc. (Škoda et al., 2016). According to Kovářová et al., (2018; 
Béjot et al., 2016), despite improvements in primary prevention and acute treatment 
in recent decades, ICMP is still a serious and common cause of mortality. Th erapy for 
patients with a history of ischemic stroke is an interdisciplinary (multidisciplinary) 
problem that involves the cooperation of a neurosurgeon, a radiologist, a neurolo-
gist, a rehabilitation physician, a physiotherapist, an occupational therapist, a speech 
therapist, a psychologist, and other professionals. 

Th us, the rehabilitation process itself includes the cooperation of not only ex-
perts but also family members (especially aft er being discharged from the hospital). 
Th e number of professionals aff ects the patient’s condition and the consequences of 
ICMP.  Th e team management and coordination support the rehabilitation process 
and increase its benefi ts. Furthermore, it strengthens the positive rehabilitation eff ect 
(Fegin et al., 2007; Kalita 2006; Röthlisberger et al., 2018; Štětkářová et al., 2012). 
Th e rehabilitation process should take place as soon as possible aft er the patient has 
been stabilized. Also, the process should continue as long as the patient improves in 
his/her functional abilities. At the same time, it should be followed by and, if neces-
sary, extended by social, educational, and work rehabilitation. Th e patient improves 
the most in the fi rst half of the year aft er the stroke. However, its improvement 
even aft er several years might not be excluded. At present, there is a predominant 
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eff ort to shorten hospital stays and return patients to their home environment since 
such discharge might have a positive eff ect on the patient’s recovery. Subsequently, 
the rehabilitation should be targeted at the home environment (Škoda et al., 2016; 
Clemson et al., 2016). Patients’ reintegration into society and their quality of life i.e., 
their health condition, being physically active, and their self-realization are crucial 
for them. As a result of ICMP, up to 50% of patient’s experience apathy, fatigue, low 
physical activity, and depressive symptoms. Th e goal of coordinated rehabilitation is 
to ensure patients’ self-suffi  ciency and enable them to return to their home environ-
ment (Švestková et al., 2017; Winstein et al., 2018).

Psychic intervention and psychotherapy

When working with a patient aft er ICMP, it is always necessary to consider the extent 
and intensity of the central nervous system (CNS) impairment. Th is aff ects whether 
and to what extent the patient is aware of his illness and how he experiences it. Th e 
treatment of the disease and the subjective experience of the disease by the patient 
subsequently determine the process of the intervention and possible subsequent 
psychotherapeutic care, which, in contrast to the intervention, is long-term and, 
if possible, regular. When processing the disease by the patient, it is necessary to 
consider the basic stages of this process i.e., a shock or a denial, the phase of gradual 
admission of the traumatizing fact, and aft erwards the phase of reconciliation with 
the disease and its consequences. Psychological intervention is especially important 
in the fi rst and second stages of disease processing. In the third phase, psychotherapy 
is convenient, not only for the patient’s gain, but it is also benefi cial to include the 
patient’s social network (if possible) in the psychotherapeutic process. Disease and 
situations associated with it always cause a disbalance of the body and the psyche. In 
other words, the patient is dealing with a crisis, and he/she is looking for an eff ective 
solution with the help of a psychologist and other experts. We begin with the patient’s 
internal picture of the disease, which refl ects how the patient experiences his disease. 
We consider four basic areas of the subjective experience of the disease in patients, 
namely the area of   sensitivity, emotionality, volition, and information (Zacharová, 
Šrámková, Hermanová, 2007). We, therefore, strengthen eff ective strategies applied 
in contact with frustraters (Sawicki, Wedlich, Fleischmann, 2008).

Special educational intervention

Always at the beginning of the therapeutic plan, it is necessary to thoroughly know 
the client’s anamnestic data, the state before the onset of ICMP, and the approximate 
state of cognitive, language, and speech skills. Cognitive-communication disorders 
in clients with the history of ICMP are usually manifested simultaneously on all 
language levels and require a specifi c diagnostic and therapeutic approach i.e., on 
the phonetic-phonological language level (pronunciation), on the lexical-semantic 
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language level (vocabulary, meaning of words), on the morphological-syntactic lan-
guage level (grammar), in the pragmatic language level (the use of language in real-
life situations). Articulation exercises, so-called facial gymnastics are performed 
during the fi rst phase. We relax facial muscles and lips, we train the tongue, lips, jaw 
movements, we include selected articulation, phonation, and respiratory exercises, 
we develop auditory perception and phonemic hearing according to the client’s in-
dividual needs. We evoke vowels, then syllables and we include writing and read-
ing. Th e pace of reading and writing is individual and depends on the extent of the 
disorder. For naming, we use pictures that are further described with other word 
classes. We compile sentences from several words, we create simple sentences, we 
invent words for a selected letter, etc. 

Aids as communication books or individualized cards for a client’s needs, work-
sheets, computer programs (Brainjogging, Mentio), or dictionaries for people with 
aphasia are also suitable. It is necessary to develop short-term verbal memory, 
short-term visual memory, calculation skills, short-term attention, verbal fl uency 
e.g., lexical, semantic. Not to forget the repetition of words, fl uency in describing 
a photograph or an image, writing (text transcription, dictation), naming (object 
identifi cation, understanding of verbal instructions, and understanding of written 
instructions). In the care of clients with a history of ICMP, the use of the method 
of partially impaired performance (PIP) has proved successful. PIP needs to be in-
dividually adapted to the client’s abilities and the mode and speed of receiving and 
processing information. An individual training program is compiled according to 
the extent and depth of the client’s problems (Scharingerová, 1999; Scharinger, 1995). 

2 Case study

Due to the protection of personal data, we present only basic, essential, and anonymized 
information without a detailed description of e.g., the relevant place of hospitalization. 
We drew the necessary information from the progress and discharged report with the 
patient’s consent and we present it in the form of a case study with an overview table (see 
Table 1 and Table 2 assessing the problem and the patient’s strengths and weaknesses).

The patient is a 47-year-old woman with a history of acute ischemic stroke 
(March 2021). Th e patient (primary school teacher) came home from work at around 
4 p.m. when she reported nausea. She reported having a headache for about three 
days before that. At around 8 p.m. the same day, she stopped talking and her RUL 
(right upper limb) was paralyzed. Based on these symptoms, she was transferred 
to Emergency. Upon arrival, a CT angiography of the brain (i.e., areography of the 
arteries) was performed on a native CT without acute ischemia. Th e ACI (internal 
carotid artery) occlusion on the left  is evident from the examination. Summary: 
Th e patient was received with moderate right-sided hemiparesis, bulbar symptoms, 
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and fatal lesions. Furthermore, according to medical documentation with paresis of 
the glossopharyngeal nerve, vagus nerve, accessorius nerve, and hypoglossus nerve 
(n. IX–XII), Turner syndrome, hypothyroidism, and speech therapy fi ndings (mild 
dysarthria, Broc’s aphasia, dysphagia, oral and verbal apraxia, emotional and ideologi-
cal apothermia, level II horizontal nystagmus). Conclusion of the progress report: 
ideal and ideomotor apraxia, oral and verbal apraxia, dysphagia within oral apraxia, 
Broc’s aphasia, mild dysarthria. Conclusion in the discharge report: symptoms of 
fl uent aphasia with dominant defi cits in naming, repetition, understanding, Lexia, 
and graphics. Oral and verbal apraxia. Mild dysarthria.

Table 1: Th e overview of symptoms in the progress report from neurology to the rehabilitation 
department with a comparison of the discharge report from the rehabilitation department

  Progress report 2. 4. 2021 Discharge report 27. 4. 2021

Subjectively It doesn’t work but is actively trying Improvement, but it still doesn’t work
Orientation, 

cooperation

Distorted by a phatic lesion, oriented by 
place and person, the patient is actively 
trying – increased fatigue 

Distorted by a phatic lesion, oriented by 
place and person, active cooperation

Verbal manifestation Non-fl uent with low information value, 
many information empty words, 
neologisms, agrammatism, phonemic 
paraphrase (e.g., tuchta instead 
of buchta), verbal apraxia

Fluent in common conversation, 
focusing on performance non-fl uent 
with a paraphrase, anomic pauses, 
agrammatism at the level of words and 
sentences, spontaneously good gesture 
support, purposefully gestures fail

Repetition Severe defi cit already at the level of short 
words

Severe defi cit already at the level of short 
words

Naming Targeted naming is severely defi cient. 
From 20 words / 0 word

Targeted naming is severely defi cient. 
From 20 words / 1 word

Comprehension Distorted by limb apraxia, defi cient 
already at the level of simple instructions 
(e.G., Show your nose)

Distorted by limb apraxia, situational 
understanding preserved to a relatively 
good extent, targeted understanding 
of defi cit, phonemic hearing in defi cit

Lexis Not possible At the level of simple graphemes with 
a moderate defi cit

Grafi e Unexamined Unexamined
Verbal and oral 

ability

Targeted movements in the orofacial 
area with a severe defi cit

Still with a severe defi cit

Swallowing Does not know “how” to swallow, 
impaired oral phase due to severe 
apraxia

Symptoms of dysphagia in the context 
of emotional apraxia are no longer noted

Motor realization 

of speech

Limited by a slight asymmetry 
of the right corner

Still a slight asymmetry of the right 
corner
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Speech therapy recommendation: progress report 2.4.2021

Dysphagic disorders – thickening fl uid, not serving crumbly foods. Food and drink 
fed by another person in small doses, spoon pressure on the tongue to improve the 
sensitivity of the oral cavity. Th e family was provided with information, materials, 
and leafl ets on the issue of aphasia.

Speech therapy recommendation: discharge report 27.4.2021

Th e family was educated on the issue of aphasia and the possibilities of subsequent 
outpatient therapy and autotherapy. Th e development of word production and un-
derstanding. Articulation, phonation, and respiratory exercises. Th e development of 
auditory perception and phonemic hearing. Practise simple verbal instructions and 
provide plenty of time to execute them.

Table 2: Examination of phatic functions

Progress report 2. 4. 2021 Discharge report 27. 4. 2021 Max

Verbal production 0 2 20
Oral comprehension 0 2 55
Repetition 0 0 25
Naming 0 1 30
Lexis 0 4 100
Grafi e 0 0 70

3 The design and the course of therapy

Special education intervention with the focus on speech therapy 

and music therapy

It is necessary to know the extent of the brain damage, age, and associated disea ses 
when determining individual therapy and prognosis for a client with ICMP. More-
over, it is vital to begin the therapy in time, choose appropriate re-education pro-
cedures, appropriate exercise intensity and consider the motivation and will of the 
client.

Speech therapy plan

Focused on breathing exercises, mimic muscle exercises, gum massages, oromo-
toric exercises, etc., because the client was still unable to set the speech organs for 
the necessary sounds and words when pronouncing (articulation). A partial aim of 
the breathing exercises was to strengthen the endurance and strength of the breath 
and to practice the coordination of the breath with speech. Aids for myofunctional 
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therapy were also used during the exercise of oromotoric skills (motor skills of the 
lips, tongue, face, swallowing) and the orofacial muscles were warmed up. Speech 
therapy developed from simple to more complex i.e., from sounds through syllables 
and words to speeches. Intonation and accent training as well as the intelligibility of 
speech were included. All exercises were carried out with feedback. At the same time, 
so-called key isolated words were chosen, such as pronouncing one’s name and the 
names of one’s family members. Since the graphic side of the speech was disturbed, 
the client almost did not understand spoken expressions, nor could she cope with 
written text. Th e therapy focused on voice listening practice, naming things, repe-
tition of words, word skills, and speech. Gradually, it was necessary to teach the 
client to express herself using simple gestures and pointing, because even drawing 
or writing was not possible to use at the beginning. Following that the therapy was 
aimed at practising oral comprehension and simultaneously reading, writing and 
numeracy skills, including graphomotor skills, were renewed. From reading and 
writing of isolated sounds to simple words and simple retelling of short texts with 
adapted font size due to a worse left  visual acuity. In the area of   mathematical skills, 
it was counting to 10, memorizing numbers, and writing them down. Understanding 
simple money transactions have not yet been successful.

From the beginning of the intervention, a picture communication book with 
words, drawings, and photos of the client was created as a means of communica-
tion including her choice of topics. Th ey gradually expanded and thus helped to 
develop the active and passive vocabulary of the client. Th e picture communication 
book served her for greater independence in communication and off ered a feeling 
of security in social interactions. Furthermore, individual selected thematic units 
according to dictionaries for aphasics were discussed. Aids and worksheets depicting 
frequent expressions were used, followed by the assignment of an auxiliary word to 
the graph and phoneme. Th us, the therapy focused on cognitive functions, memory, 
speech functions, speech production, i.e., fl uency, intelligibility, and comprehension 
of speech, and on improving the ability to read, write and count. We started from 
topics that were motivating for communication therapy. Since the client’s cognitive 
processes were impaired in attention, orientation, perception, memory, recollection, 
organization, planning, and time sequence, the method of partially impaired per-
formance was used in a special educational intervention. Gradually, the program 
included exercises that focused on optical and acoustic defi cits, spatial and temporal 
orientation, intermodality, and seriality.

Th e whole therapeutic process was characterised by the active cooperation of the 
client’s partner and their family members, who signifi cantly supported the client and 
at the same time helped her as a communication partner. In agreement with the client 
and her family members, the therapy focused on the client’s needs and interests and 
her personal and family life. One family member at least was present during most 
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therapies so the therapy could take place daily. Family members had to be trained 
in therapeutic procedures. It was constantly emphasized that the exercise should be 
short but frequent and that if signs of fatigue were observed, it was necessary to stop 
and allow the client suffi  cient time to rest. Family members were also reminded of the 
principles of communication with the client with ICMP, such as keeping eye contact, 
slow pace of speech, short sentences with keywords supplemented by written text, 
the need for feedback on understanding, suffi  cient time for conversation, the use of 
the picture communication book, stationery, and paper available for a possible entry 
of important words in the communication book, asking simple questions, using ge-
stures and facial expressions. 

Th e client worked intensively with her family members during therapy sessions 
to improve her defi cits. A great advantage was the fact that the client and family 
members started the therapy on time and were signifi cantly motivated and willing 
to cooperate. Th e client’s condition improved aft er intensive therapies in a targeted 
special educational intervention and the client was advised to renew social contacts 
with friends. Th e individual therapy was later followed by group therapy in the form 
of cognitive and conversational training, which made it possible to train the acquired 
skills, share experiences and establish new relationships with other clients with the 
history of ICMP.

Music therapy

Sensitive mapping procedures were used as it was necessary to recognize the client’s 
preserved abilities, limitations, and disappearances. Systemic music therapy modi-
fi ed for a special educational intervention, which subtly refl ected the nature of the 
preserved and aff ected cognitive, emotional, and social functions of the client, proved 
to be eff ective. Selected exercises from the special educational intervention were 
connected to movement to purposefully activate and improve memory and speech 
centres. An emphasis was placed on situational thinking and memories. Th e develop-
ment of fi ne and gross motor skills related to musical activities, fi rst rhythmic-dy-
namic with acceleration and deceleration followed by melodic-intonation therapy.

As part of music therapy, the client expressed her inner authentic experience for 
the given role in her musical creations. Th e client’s musical creations monitored and 
made visible the beginning, the course, and the end of the inner and mental solu-
tion of a given task. Th e desired solution had to be found and anchored. Th e client’s 
musical creations that were made while dealing with selected tasks and made her 
internal mental events visible, contributed to the discovery of desired procedures. 
Th e client’s undesirable practices, which manifested themselves in moments of crisis 
and uncertainty, were also visible. Th e music organization itself was used, in coope-
ration with a music therapist, to guide the client to fi nd a solution that is optimal 
and emotionally satisfying at the same time. In the client’s musical creations and 
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cooperation with the music therapist, possible solutions to problems in the fi eld of 
speech, motor skills, social interactions, etc. were found. Th e selected procedures 
described above are suitable within a special educational intervention focused on 
speech therapy and music therapy.

Psychic intervention and psychotherapy

Experiencing fear is a relatively signifi cant complication. Clients experience fear as 
a signifi cantly unpleasant emotion, thus they tend to fi ght it, so they draw their at-
tention to it. Paradoxically, this intensifi es and fi xes it. Subsequently, they experience 
a feeling of failure and intense fear oft en turns into anxiety with a negative somatic 
accompaniment. We consider the use of so-called “paradoxes” to eliminate exces-
sive fear. We based it on the principles of communication therapy of the Palo Alto 
school. We achieve the desired goal by prescribing the opposite. Th at implies not 
fi ghting the fear but accepting it. It is appropriate to use a formula as “Fear is not 
your enemy, but a friend who protects and motivates.” In addition to the ventilation 
of the above-mentioned eff ects, it is appropriate to use relaxing and imaginative 
met hods that use muscle relaxation, concentration, autosuggestion, and imagination 
either in combination or separately. Th rough regular exercises, the patient learns to 
regulate some of her vegetative functions and mental processes. Th is autoregulation 
is usually activating or calming, sometimes soothing, which is suitable, for example, 
in dyskoimesia or reactive insomnia. In this case, it is possible to recommend, for 
example, Schultz’s autogenous training (Schultz, 1982). Th e same principles should 
be followed when compiling individual hypnotic formulas. Th ey should therefore be 
clear, brief, and concise. In the case of the patient, various formulas may be recom-
mended: neutralizing formulas (e.g. “I am indiff erent to falling asleep, I am just 
lying and resting.”, “I am indiff erent to unpleasant thoughts, let my head run calmly.”, 
“I do not mind people around me.”), self-directing formulas (e.g. “I am important 
to myself.”, “I deserve to take care of myself.”, “ the body is my partner”, “I help the 
body, the body helps me.”) and strengthening formulas (e.g. “I am brave, calm and 
patient.”, “I can say thank you to the body for every positive progress.”, “Every day 
I feel better and better in every way.”). Th e formulas need to be fi gured out with clients 
so that they like them, and they want to identify with them. At the same time, we 
recommend, especially in patients with aphasia, to use so-called internal speech for 
training and application of formulas. If the patient can gradually apply the formulas 
aloud, use internal and external speech.

Another useful exercise for the client may be controlled imagination, according 
to Schultz, the so-called higher degree of autogenous training. It focuses on mental 
processes and includes six exercises namely: ideas of colours, objects (fi rst concrete, 
then symbolic), emotionally signifi cant positive experiences, specifi c people, asking 
vital questions (e.g. “What do I want?”), formulating life slogans to improve one’s 
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personality (e.g. “I am handy.”, “I can be patient.”, “I can be strong.”). If the exercise 
progresses well, it is possible to practice topics for the fantasy development of posi-
tive symbolic events, which should be combined with the wishes of the client. And 
especially orientation on wishes we consider very important. We divert the direction 
of thinking from negative thoughts, which are the source of negative emotions and 
tension, to positive thinking, which is relaxing and supports the volition component 
of the autoplastic image of the disease.

As another indicated method, it is appropriate to use rational psychotherapy, which 
can be eff ective in detecting inappropriate patient opinions. Common misconcep-
tions include, for example, the belief that one is there for others, that the priority is 
to take care of others, that the views of others and their evaluation is most important 
to us, that one must not be selfi sh and think only of oneself. Th ose misconceptions 
constitute the source of increased pressure, they contribute to the development of 
anxiety, tension, and are the source of problems, oft en including health problems. 
Aft er uncovering and clarifying misconceptions, we provide adequate information on 
how to work with ourselves, with our bodies and the environment, how our irrational 
thoughts, oft en uncritically accepted in childhood, contribute to a disadvantageous 
system of opinions, which then leads to mental and health problems or both. We are 
trying to restructure our thinking to some extent. We explain that if a person gives, 
he also needs to take, that a person is not selfi sh when he takes for himself so that he 
can give. A selfi sh person takes for himself at the expense of others and gives nothing. 
Th e priority is to be able to take care of yourself so that you can take care of others. As 
a part of the restructuring of thinking, it is necessary to support the patient in taking 
a new view of the crisis (that the disease certainly is). It is the client’s choice whether 
to conceive the crisis as a catastrophe, which brings helplessness and hopelessness, 
a future full of fear and anxiety, or will conceive it as a call for a change, to fi nd new 
tools to solve the crisis. Th e basic question is what the crisis should teach the client 
e.g., working on their wishes, goals, learning to be patient, a new approach to the 
body, to themselves, to others. By applying this approach, we strengthen not only the 
informative component of the autoplastic image of the disease but also the volition.

4 Final evaluation

Stroke is a debilitating condition that aff ects more than 15 million new patients each 
year worldwide. One in three patients then remains with permanent consequences 
in   motor or cognitive areas. It is estimated that up to 42% of stroke survivors need 
help with daily activities (Teasell et al., 2012). Early rehabilitation in these cases is 
essential to maximize functional recovery (Horn et al., 2005; Krakauer et al., 2012; 
Samuel et al., 2017). In addition to the above-mentioned special educational and 
psychological approaches, motor and cognitive neurorehabilitation, in which physio-
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therapists and occupational therapists participate, is also crucial in combination 
therapy. Th ese approaches are based on intensive task-specifi c training and learn-
ing with the support of neural reorganization and recovery itself (Alia et al., 2017; 
Galetto and Sacco, 2017). Traditional rehabilitation of individuals with a history of 
stroke integrates diff erent treatment strategies that correspond to diff erent levels 
of support. Quite oft en, repetitive exercises are performed that help build muscle 
strength (Dundar et al., 2014). Th e combination therapy in this case is a team eff ort 
where health professionals, psychologists, and special educators within the sectors 
work together. Th is facilitates a coherent rehabilitation process. Th e rehabilitation is 
necessary for patients to retain, develop and restore previous or new functions. It is 
also recommended that rehabilitation is aimed at a particular client and thus respects 
his individual needs (Donnan et al., 2008; Kristensen et al., 2016). Research studies 
show that the involvement of clients and other important people in their treatment, 
care, and rehabilitation processes helps to increase their autonomy. Th is reduces the 
economic costs of rehabilitation. Specialized rehabilitation programs, which include 
physiotherapy and occupational therapy were proven eff ective in the rehabilitation 
of impaired functions (Ranner et al., 2018; Christensen et al., 2019; Brouns et al., 
2018). In addition to traditional rehabilitation procedures, technology applications 
are also used today. 

Rehabilitation technologies are designed to provide consistent objective feed-
back that can help patients. We suggest, for example, commercial game systems, the 
Internet (e.g. telerehabilitation), various types of virtual reality or robotic systems 
(Stone, 2014; Antonio et al., 2015; Klein et al., 2014; Fulk et al., 2014). Th e coopera-
tion of a multidisciplinary team seems to be an eff ective way of rehabilitation for 
people with a history of stroke. In this paper, we focused on the cooperation between 
special education and psychology in a client with a history of an ischemic stroke. 
However, the therapeutic approaches of physiotherapy and occupational therapy 
are also an integral part. Th is off ers a compact and comprehensive approach. Th e 
presented case study points to the results of the progress and discharge report. Th e 
instances of improvement in individual areas are evident in the discharged report, 
even only aft er 20 days of intensive multidisciplinary cooperation. It was aft er this 
period that the client was discharged from the hospital with a recommendation 
for outpatient speech therapy and rehabilitation care. Th e client continued to expe-
rience diffi  culties in speech, cognitive, and motor functions aft er discharge. During 
her hospitalization, however, she reached the level that allowed her to be discharged 
from the hospital, with her spouse currently taking care of her.

Limits of the study

As this is a hospital (and special education) descriptive case study it included only one 
participant that matched the relevant characters. Th erefore, the fi ndings we present 
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do not necessarily refl ect real factors from the general population. Based on this fact, 
the results may not be generalizable, but rather indicative and procedures rather 
recommended. Due to the study design, there are limitations to causal conclusions.

Future

We consider it extremely important to point out the eff ectiveness of multidiscipli-
nary cooperation. It is this cooperation that refl ects the comprehensive coverage 
of the patient’s needs, from mental problems to motor, cognitive or speech therapy 
problems. Based on this submitted case study, where the eff ectiveness of the coopera-
tion is evident, we consider it important to continue to address this issue. It would 
be appropriate to increase the research design to a number that will be statistically 
signifi cant. We would be able to better interpret and generalize the results and thus 
better formulate the conclusions and recommendations for practice. It is this sig-
nifi cance that will allow us to interpret the results with specifi c recommendations.
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Reviewed by Petr Vysuček

Th is book has two main goals. Th e main goal seems to be to give further proof 
through qualitative analysis that signed languages are natural languages. Th e second-
ary goal is to provide more tools to support pedagogical methods for teaching signed 
languages, specifi cally, Czech sign language.

Th e book has 10 chapters that fl ow fairly well in a step-by-step fashion. From the 
table of contents, one can easily fi nd the topics without any confusion. Chapter one 
describes and defi nes the topic of signed languages. It gives perspectives from hear-
ing society and hearing researchers. Chapter one talks about the deaf community 
to a lesser degree focusing on their native signed languages and cultural identity. 
Th is chapter also discusses created communication systems but does not discuss the 
debate about whether such systems have worked for their purposes or whether they 
are actual useful compared to using natural languages only.

Chapter 2, 3 and 4 describe the tools the team used in their study to perform the 
methods of research. Th ey discuss quantitative linguistics and how it has not been 
fully applied to signed language studies yet to prove that they are indeed natural 
languages as many qualitative studies have. Chapter 3 describes Menzerath-Altmann 
law (MAL) and how they use this in their research. Chapter 4 gives a good review of 
language fractals and how they believe it can be used for studying signed languages.

Chapter 5 lays out their methodology, and chapter 6 discusses the statistical results 
and how they verifi ed them. Chapters 7 and 8 show clear examples of two experi-
ments. In the fi rst example, they look at how to do a fractal analysis of Czech Sign 
Language. Th e second example shows how the Hurst formula is applied. Chapter 9 
gives future possibilities for research, studies, or ideas in this vein. Chapter 10 reveals 
their conclusions and recommendations.

From a linguistic point of view, the methods and analysis employed are somewhat 
innovative, but as the authors point out, fail to achieve the desired results. It is now 
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clear to the authors that just applying the same laws and theories used when analyz-
ing spoken languages to Czech Sign language, is not an automatic solution to this 
dilemma. Th e sampling shown in this book seems to allow for good analysis on the 
surface, but there are pieces of the linguistic puzzle missing. Th e missing pieces are 
frequently missed by non-native speakers of Czech Sign language or of any signed 
language. Th ese missing parts are oft en dismissed as not part of the language, but 
rather nonverbal components as listed in the fi rst chapter. However, as many studies 
have pointed out these elements are indeed part of the language, such as nonmanual 
movements (mouth morphemes), eyebrow movements, head tilts, torso tilts-turns, 
eye gaze, spatial location of the sign, hand movement within the space, movement 
away from another sign shown in the passive hand, etc.

Th is author notes that many of the shortcomings in the methodology and sub-
sequent lackluster results could have been avoided. Th is study and many studies have 
suff ered from this problem. Th e solution is to involve the native speaking community 
in the study. One of the authors in the team should have been Deaf, not only deaf, 
but a person whose identity is Deaf. A Deaf whose fi rst language is CZJ and whose 
fi rst culture is Deaf. Such a person would be able to point out language connections 
and any discrepancies in the study or analysis.

This book is a good read for those in the field of linguistics or Deaf studies. 
However, the content may be too technical for the average layperson. Th is book is 
a good stepping off  point for further studies to learn and improve such research in 
the fi eld of signed language linguistics.
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Basic information about the JEP

Journal of Exceptional People (JEP) should be based on 2 twice a year publishing 
period in both electronic and traditional – printed form. To guarantee professional 
standards of the Journal we have applied to the front of special needs teachers, psy-
chologists, therapists and other professionals in the U.S., Finland, Spain, Slovakia, 
Hungary, China, Russia, Poland and other countries. Above mentioned scientifi c 
journal aspires to be registered into the international database of impacted periodicals 
(Journal Citation Reports).

Journal of Exceptional People (JEP) will provide research studies and articles on 
special education of exceptional people. Th is area covers individuals with disabilities 
and, on the other hand, gift ed persons. Th e Journal will focus on publishing studies 
and articles in the fi eld of education, social science (sociology) and psychology, spe-
cial thematic issues and critical commentaries. Th e publishing language of the Journal 
of Exceptional People is to be English exclusively.

Th e periodical is going to be published since the year 2012 by the Institute of 
Special – pedagogical Studies at Palacky University in Olomouc.

Instructions for authors

Scope of the article is strictly given – must not be more than 20 pages formatted 
according template (including list of references, images, tables and appendices). Th e 
body of the text shall be written in letters of Times New Roman size 11 b. Diff erent 
styles are undesirable, use the normal template and also please avoid numbering of 
pages. Th e fi nal version of the articles ought to be formatted to the paragraphs. Th e 
Editorial Board reserves the right to refuse contributions.

The file should be saved under the same name with the surname of the first 
author and sent in a format with the extension .doc or .docx (MS Word 2007 and 
upper versions). Before sending a fi le with the paper it is required to scan for pos-
sible in fections or viruses. Authors are responsible for content and linguistic aspects 
of the contributions. Please, do not number pages. Images, graphs and tables should 
be numbered according to the example (Figure 1: Preparatory exercise [Times New 
Ro man 11 b, italics]). 

It is highly recommended to spend the necessary time correcting the paper – 
every mistake will be multiplied. Posted papers unsuitable for printing will not be 
published! Ensure appropriate division and balance between the various parts of the 
contribution and aesthetic placement of pictures and diagrams as well as their quality. 
Terminological correctness and formality are required.
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Please note that publication of papers in the Journal will be free of charge.
Section headings should be numbered and written, as described in following ma-

nual: standard signs, symbols and abbreviations are to be used only. Monosyllabic 
preposition are ought not to fi gure at the end of the line, but at the beginning of the 
next line – they can be shift ed using the “hard returns” CTRL + SHIFT + SPACE. 

Th e list of literature and references to resources ought to follow these norms and 
directives: ČSN ISO 690 and ČSN ISO 690-2 or Publication Manual of the American 
Psychological Association APA. 

Completed contribution shall be sent in an electronic form to the mail address: 
dan.bibaged@centrum.cz. In the subject line of the e-mail note: JEP – contribution. 

Compliance with publication ethics

JEP editorial board ensures compliance with publication ethics and does this in 
a fol lowing way:

Editors board guarantees: 
• Th at in the review process the author does not know the identity of the reviewer, 

and vice versa.
• Th e reviewer and contributor does not come from the same organization or in-

stitution. 
• Th at if it is proven that there were some editorial or author’s errors in the pub-

lished article, this fact will be published in the next issue.

Authors agree to the following: 
• Th at their presented texts are original works. 
• Th at they state the references in accordance to standard specifi cations for citing 

sources (standards ISO 690, ISO 690-2 or the Publication Manual of the American 
Psychological Association APA).

The criterion relating to the quality of articles

Content criteria: 
• Does the authors state the current state of knowledge? 
• Is the chosen topic a new one? 
• Is the article comprehensive enough? 
• Did the author use appropriate terminology? 
• Are the sample and the methods used in scientifi c papers adequately described? 
• Are the quantitative or qualitative methodology and interpretation of results reli-

able? 
• Does the text have clear conclusions? 
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Formal criteria:
• Did the author comply with the standard division of the article (abstracts, key-

words, literature, …). 
• Is the text clearly divided into chapters? 
• Are the tables and graphs clear and understandable? 
• Is the text not too long or too short? 
• Is the list of used citation sources (literature) not disproportionately large?

Recommendations – Editors conclusions

• Text will be published. 
• Text will be published aft er minor modifi cations. 
• Text will be published aft er reworking. 
• Text will be reviewed again. 
• Text will not be published.


