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Introduction

Dear readers,
In our regular autumnal issue of Journal of Exeptional People we have included a total 
of ten contributions, which we have divided this time into several groups according 
to the method and form of presentation of selected topics.

The first two contributions fall into the scientific studies category. The first focus-
es on the quality and continuity of collaboration between schools and educational 
counseling centers in the Czech Republic (L. Nováková), the second we received 
from Calabar, Nigeria, and is devoted to the inclusion of students with develop-
mental learning disabilities in basic education programs implemented in Nigeria 
(U. I. Paulinus, N. A. William, O. C. Fredluckson).

We have marked the next three contributions as case studies. A very interesting 
article was sent to us by N. Khodaverdi, H. Ashayeri, and P. Maftoon. Their article is 
a qualitative case study focusing on teaching English as a foreign language through 
behavioral and cognitive interventions to two verbal Iranian Persian-speaking school-
age children with autism. The following contribution by Czech authors is titled 
Impact of mindfulness-based music therapy on physiological functions and subjec-
tive perception in college students. It contains two single case studies of clients with 
multiple sclerosis and anxiety disorder. ( J. Kantor, J. Janková, Z. Vilímek J. Kantor). 
The following case study focuses on the problem of a child with a diagnosed orofacial 
cleft in connection with speech and language therapy intervention ( A. Hlavinková, 
M. Šmerková, K. Vitásková).

The following two articles are overview essays. They were sent to us by the Czech 
author T. Telekyová. In the first of them she deals with the use of expressive and psy-
chotherapeutic interventions and the possibilities of their integration in the school 
environment, in her second contribution she focuses on the person with intellectual 
disabilities and the need for their self-realization. The third overview essay was sent 
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to us by a team of workers from the Faculty of Education in Ústí nad Labem (Czech 
Republic). Their article focuses on the problem of school failure among children en-
tering the first grade of regular primary schools. ( B. Lanková, M. Vostrý, I. Pešatová, 
H. Finkousová, V. Chytrý).

After these contributions, we included a scoping review by D. Majerechová and 
L. Sokolová entitled Well-being interventions for learners with special educational 
needs in schools, and last issue of our Journal of Exceptional People concludes with 
a contribution that is a systematic reviewed protocol and focuses on experiences 
with inclusive education from the perspective of learners with visual impairment and 
their parents ( L. Hovorková, A. Smrčková, D. Sedláčková, V. Růžičková, J. Kantor, 
L. Belkin, Z. Svobodová).

I believe that you will appreciate these articles not only for their expertise, but 
that they will also be a benefit and inspiration for your own special education work 
or study.

JEP Executive Editor Pavel Svoboda
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Implementation of support measures in 
primary schools in the Czech republic: 
The importance of cooperation with 
educational counseling centers

(scientific article)

Lenka Nováková

Abstract: Effective implementation of support measures in the school environment is 
conditioned by a range of factors — from systemic frameworks and legislation, through 
the availability and cooperation of involved stakeholders, to everyday pedagogical 
practice. What proves crucial is not only the educational recommendations themselves 
but also the quality and continuity of collaboration between schools and educational 
counseling centers. This article focuses on how this cooperation functions within the 
Czech education system, how it influences the actual provision of support for students 
with special educational needs, and what barriers emerge in this area. It presents the 
experiences, perspectives, and recommendations of special education professionals from 
educational counseling centers regarding the implementation of support measures, col-
laboration with schools, and the obstacles that may negatively impact the creation of 
optimal learning conditions for students in need of support. The article also reflects on 
broader systemic frameworks and their impact on continuity of support, thereby con-
tributing to the international discussion on the implementation of inclusive measures 
in education.

Keywords: inclusive education, support measures, special educational needs, primary 
school, special educator, educational counseling center

1  Introduction
In recent decades, education systems have shifted significantly toward an inclusive ap-
proach to education, with the core principle being the provision of equal and quality 
education for all, regardless of individual needs. Inclusive education is promoted as 
a key approach within global education systems and is supported by a framework of 
support measures. These measures are intended to ensure that students with special 
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educational needs (hereafter SEN) have equal access to education. The goal is to en-
able students with SEN to fully participate in learning within mainstream primary 
schools. In this context, the implementation of support measures plays a crucial role.

Legislation in the Czech Republic defines various levels of support and sets con-
ditions for both the granting and provision of support measures. A key factor in 
their effective implementation in practice is the cooperation between schools and 
educational counseling centers. This collaboration can help overcome common chal-
lenges in practice—such as a lack of professional staff, limited material resources, 
or uncertainty and reserved attitudes among some stakeholders in the educational 
process. Well-structured communication and continuity in the partnership between 
schools and counseling centers significantly contribute to the effective provision of 
support for students.

The findings presented in this article are a partial outcome of a broader research 
study The right to education is one of the fundamental human rights and serves 
as an indicator of a society’s level of development. In recent decades, a significant 
shift toward an inclusive approach in education has been observed, emphasizing 
the equal right of all children to quality education, regardless of their individual 
abilities, health status, or socio-cultural background. This approach, anchored both 
in international documents (e.g., the Salamanca Statement, 1994; UN Convention 
on the Rights of Persons with Disabilities, 2006) and in the national legislation of 
many countries, has become a key element of educational policy. Inclusive educa-
tion is now seen not only as a means of promoting equality and respect for human 
rights but also as a vital component in the pursuit of greater social justice (Slowík, 
2023; Mag et al., 2017). Increasing attention is being paid to child development and 
the importance of childhood. Inclusive education is evolving into a complex field, 
addressed by numerous scholarly publications and scientific studies. The range of 
support services and educational programs aimed at providing quality education for 
all children is gradually expanding (Vítková, 2004). Research has already shown that 
inclusive education brings several positive aspects to the learning environment, such 
as the development of empathy, support for collaboration, and mutual understanding 
among classmates (Mag et al., 2017).

1.1  Inclusive education in the contemporary education system
Support measures represent one of the key tools for realizing inclusive principles 
in education. Their goal is to eliminate or at least reduce educational barriers and 
promote active engagement in the learning process (Vítková, 2004; Lechta, 2016). In 
most countries, a support system for students with special educational needs (SEN) 
has already been firmly established and is continuously evaluated through research 
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and assessment. In other countries, such as Slovakia, this system is still in the process 
of formation and practical implementation (Ministerstvo školstva, výskumu, vývoja 
a mládeže Slovenskej republiky, 2023).

Inclusive education has been a dynamic process in the Czech Republic since 
the 1990s, following a change in the political regime. The Czech Republic is one of 
the countries where the implementation of inclusive education occurred relatively 
late and gradually (Vítková, 2004; Michalík & Voženílek, 2022). Like elsewhere, this 
development is shaped by the cultural, social, and educational conditions of the par-
ticular country, while also responding to supranational demands (Němec, Květoňová 
& Hájková, 2024). A major milestone in improving conditions for students with SEN 
was the 2016 education reform, which significantly affected the system of support 
measures and their funding. These changes had a profound impact on the daily 
functioning of schools, teachers, and children. The most significant innovation was 
an amendment to the Education Act that introduced entitlement-based funding for 
support measures – such as teaching assistants, special learning aids, or individual-
ized support. Support for students was systematized into five levels according to the 
degree of need. This reform expanded the range of students identified as having SEN, 
ensuring that support is provided to all who objectively need it. It also strengthened 
collaboration between schools and educational counseling centers (ŠPZ), which now 
play a central role by issuing recommendations that entitle students to specific sup-
port (Michalík & Voženílek, 2022). These changes marked a fundamental shift in 
the approach to educating children with SEN and helped move the Czech education 
system toward a more inclusive and systemic model. The aim was to build a transpar-
ent, stable, and fair support system for all students in need, regardless of diagnosis 
or social background.

According to Bartoňová et al. (2016), the success of special education support 
lies not only in timely and accurate identification of difficulties but also in providing 
appropriate interventions tailored to individual needs. A well-functioning and well-
designed support system is thus a key factor. However, practice shows that the im-
plementation of these measures is not without challenges – schools often face limited 
staffing, organizational, and financial resources (Národní pedagogický institut, 2022).

Educational counseling centers (ŠPZ) play a key role in providing support. They 
conduct assessments that lead to specific support recommendations and subsequently 
monitor progress in education. Throughout this process, they provide methodologi-
cal guidance to teachers and other school staff and offer consultations to parents 
(Vyhláška č. 72/2005 Sb., o poskytování poradenských služeb ve školách a školských 
poradenských zařízeních).

Although special educators have a major influence on the course of inclusive 
education and the creation of conditions for students with SEN, their perspective is 
often overlooked in scholarly literature and research (e.g., Boesley & Crane, 2018). 
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Yet professionals working in counseling centers play a crucial role and have vital in-
sights into the needs of students with SEN, the availability of support, and how that 
support is implemented in practice. They are aware of the system’s limitations and 
know where improvement is needed. These professionals are in direct contact with 
all key stakeholders in the educational process and serve as intermediaries between 
educational institutions, parents, and other agencies. Their perspective is essential 
in assessing how functional and sustainable the current support model is – not only 
within a national context but also from an international perspective. Their insights 
can help identify the strengths and weaknesses of the current conditions for educat-
ing students with SEN, and as such, provide valuable input for improving inclusive 
education.

1.2 � Support measures in the education of pupils with special 
educational needs

Support measures are a set of interventions, tools, and services aimed at ensuring 
equal access to education and active participation in the educational process. These 
measures can take various forms – from adjustments in teaching methods and edu-
cational organization, to personnel support and modifications of instruction and 
assessment. Their implementation is grounded in the principle of individualization, 
which takes into account the specific needs of each pupil.

In the Czech Republic, support measures are defined in § 16 of the Education Act 
and are structured into five levels according to pedagogical and financial demands. 
The first level includes measures that schools can provide independently, without the 
recommendation of a school counseling facility. Higher levels of support are granted 
based on expert recommendations and may include, for example, a teaching assis-
tant, special education teacher, adapted textbooks, interpreter services, and more. 
These measures are state-funded (Zákon č. 561/2004 Sb., o předškolním, základním, 
středním, vyšším odborném a jiném vzdělávání).

The entire process of education involving support measures includes identification 
by the school, diagnosis by school counseling facilities and other professional institu-
tions, followed by the recommendation of appropriate forms of support. This process 
involves administrative procedures, cooperation with the school, and ultimately the 
implementation of the support within the school environment. School counseling 
facilities play a key role—they provide expert recommendations and methodologi-
cal guidance.

The effectiveness of support measures is influenced not only by their formal 
recommendation but also by several additional factors that may pose challenges 
to their successful implementation. These include attitudes toward inclusion, the 
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preparedness of teachers to educate pupils with diverse needs, the availability of 
support staff, and material resources.

1.3 � The role of school counseling facilities in the support process 
for pupils with special educational needs

School counseling facilities are a key component of the education system and the 
support framework for pupils with special educational needs in the Czech Republic. 
Their responsibilities are defined by legislation and include professional diagnostics, 
intervention, and counseling services provided to pupils, their families, and schools. 
Their role in the education of pupils with SEN is indispensable, particularly in the 
implementation of support measures. The outcome of their counseling activities is 
the issuance of specific recommendations, and they also monitor the implementation 
of these measures in practice (Vyhláška č. 72/2005 Sb., o poskytování poradenských 
služeb ve školách a školských poradenských zařízeních). 

School counseling facilities include Pedagogical-Psychological Counseling 
Centers (PPP) and Special Pedagogical Centers (SPC). The clientele of these institu-
tions differs and, like their scope of activities, is defined by the relevant educational 
legal regulations. Both facilities have a direct impact on the pupil’s educational pro-
cess, based on the recommendations they issue, which serve as the foundation for 
support in education. Professional assessments are conducted by psychologists and 
special educators who evaluate the educational needs and recommend specific forms 
of support. They also act as important mediators between the school and the family, 
help develop individualized education plans, and provide schools with methodologi-
cal guidance in implementing the recommended measures. Effective cooperation 
between the primary school and the school counseling facility is crucial in ensuring 
support for pupils with special educational needs. This cooperation is essential not 
only for setting up support measures but also for their successful implementation 
and subsequent evaluation (Valenta & Michalík, 2012).

Research examining the work of school counseling facilities shows that their role 
is sometimes burdened by systemic limitations. These primarily include personnel 
shortages, lack of sufficient staff capacity to provide the required support, and long 
waiting times for assessments (Czech School Inspectorate, 2024). These limitations 
can negatively affect the timeliness of support as well as the quality of recommen-
dations. Continuity of ongoing support is also important, as it ensures stable and 
consistent support tailored to the pupil’s individual needs, which can be disrupted 
by these constraints. Cooperation between the educational institution and the staff 
of the school counseling facility is therefore highly important.

From an international perspective, various models of counseling support exist 
for pupils, their parents, and educational staff regarding the education of pupils with 
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special educational needs—ranging from centralized systems to specialized integrated 
school teams or mixed models of both. The Czech system, based on school counseling 
facilities, is distinctive due to its institutional separation from schools, which has 
both advantages and disadvantages. Research focusing on the perspective of school 
counseling facility staff can provide valuable insights into how these institutions 
actually influence inclusion in mainstream schools, what challenges they perceive in 
their work, and what could contribute to a more effective support system.

2  Research methodology
The partial part of the research presented in this article is based on a qualitative 
research approach, specifically the method of semi-structured interviews. The ad-
vantage of qualitative research methods lies in their ability to delve deeper into the 
studied issue and to understand how individuals perceive and experience it. The 
data obtained are not converted into numerical form but are thoroughly analyzed 
in order to capture the complexity of the phenomena and provide a comprehensive 
understanding. The aim of the chosen approach is to understand the experiences, 
attitudes, and opinions (Reichel, 2007) of the ŠPZ staff.

The aim of the research is to explore how collaboration between primary schools 
and school counselling facilities takes place in the process of setting up and providing 
support measures, to identify factors that facilitate or hinder this cooperation, and to 
propose recommendations for its more effective implementation based on the findings. 
The research conclusions present experiences and attitudes, as well as the identified 
factors influencing the implementation of support measures.

The focus of the research is based on an analysis of academic literature and previ-
ous studies, founded on the conclusion that the perspectives of these actors in inclu-
sive education represent an important yet insufficiently explored area. The research 
is grounded in the belief that this professional perspective is a valuable—and so 
far under-researched—source of knowledge that can contribute both to improving 
practice and to critically evaluating the current framework of inclusive support.

Research questions:
1.	 How does collaboration between school counselling facilities and primary schools 

take place in the process of setting up and implementing support measures?
2.	 What factors influence the quality and effectiveness of cooperation between the 

school and the counselling facility?
3.	 What are the experiences of teaching staff with the collaboration with the school 

counselling facility, and what changes would they suggest to improve it?
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2.1  Research sample
The selection of the research sample represents a key phase of the entire research 
process. In this study, a combination of convenience and purposive sampling was 
applied. The inclusion criteria for participation in the research (Skutil, 2011) were 
based on the participants’ professional specialization and workplace:
•	 Profession: special education teacher, 
•	 Workplace: school counselling facility

The research sample consists of special educators working in school counselling facili-
ties. These are key professionals involved in the planning and monitoring of support 
measures for students with special educational needs. The selection of participants 
was conducted through stratified purposive sampling, taking into account their direct 
experience with the studied issue. The total number of participants involved in the 
research was 34.

This target group was chosen because it represents key stakeholders in the educa-
tion of students with special educational needs. Special educators working in counsel-
ling facilities can offer valuable insights into the current support system and provide 
practical information regarding the individual needs of students. Informants were 
invited to participate in the research through email communication, phone contact, 
and subsequent in-person meetings. The interviews and subsequent data analysis 
were carried out between June 2024 and May 2025.

Ethical considerations were strictly adhered to. Participants were informed in 
advance about the aim of the research, the data collection and analysis procedures, 
and the fact that the interview would be recorded as an audio file using a mobile 
application. They were also assured of the anonymity of data processing and their 
right to refuse to answer any question or withdraw from the research at any time. 
All participants signed an informed consent form agreeing to the audio recording, 
which also included information on the handling of the recorded material.

2.2  Analysis of the collected data
The interviews were recorded and subsequently transcribed verbatim, then analyzed 
using the method of thematic analysis. Thematic analysis is a qualitative research 
method aimed at identifying, examining, and interpreting recurring patterns—re-
ferred to as themes—within a data set (Braun & Clarke, 2006). Braun and Clarke 
(2006) define a theme as a collection of meanings or ideas related to the research 
question that appear repeatedly in the analyzed data.

With respect to the specific research focus, the goal was to identify recurring 
themes, patterns, and key insights related to the implementation of support measures 
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in the context of collaboration between educational institutions and school counsel-
ling facilities.

Thematic analysis was first applied individually to the data obtained from each 
participant. This was followed by a comparative analysis of the identified themes 
and subthemes, aiming to reveal overarching meaning units that emerged across 
the individual cases.

2.3  Results
The analysis of interviews with special educators from school counselling facili-
ties clearly shows that the quality of collaboration between them and educational 
institutions plays a crucial role in creating the conditions necessary for educating 
students with special educational needs, throughout the entire process. This begins 
with the initial information the school provides about the student for identifying 
special educational needs, continues with the planning of support measures, and 
extends to their effective implementation.

Collaboration is typically carried out through specific individuals—most often one 
key staff member at the school who serves as the main point of contact. This person 
is usually the school’s special educator, or in their absence, the guidance counsellor 
responsible for students with SEN.

Participants consistently mentioned that the success and continuity of cooperation 
are also significantly influenced by the „human factor“—that is, openness toward 
the counselling facility as an institution and toward its recommendations, as well 
as personal engagement. In cases where stable and open professional cooperation 
developed between the school and SPC staff, it was possible to ensure coordinated 
support based on the student’s needs. This led to more responsive reactions to stu-
dents’ current needs, meaningful implementation of support measures, and thus 
more effective adaptation of educational conditions.

Mutual communication and methodological guidance usually take place through 
joint consultations via email, phone calls, and personal visits to the school. In some 
cities, joint meetings are also held between SPC staff—particularly from Pedagogical-
Psychological Counselling Centres (PPP)—and representatives of local schools, such 
as special educators or guidance counsellors. This form of collaboration is seen by 
special educators as beneficial; however, its implementation is often significantly 
limited by time constraints.

Conversely, in situations where the educational institution perceived the SPC 
more as a supervisory authority, showed resistance to external actors, maintained 
only formal or interrupted communication, or frequently changed its contact person, 
participants reported reduced motivation for collaboration and more challenging 
implementation of support. These findings indicate that mutual trust between the 
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school and the SPC staff is a significant factor influencing the development of inclu-
sive conditions in schools.

3  Conclusion
Inclusive education represents a pathway toward more equal opportunities for all 
students, regardless of their abilities or disadvantages. Its continued development re-
quires not only systemic support and adequate resources but, above all, the cultivation 
of interpersonal relationships within the school environment and cross-professional 
collaboration. Only in this way can we achieve truly functional and equitable educa-
tion that reflects the diverse needs of today’s society.

High-quality and open cooperation between schools and school counselling facili-
ties is a fundamental prerequisite for the effective support of students with special 
educational needs. The key elements of such collaboration include trust, willingness 
to communicate, and the personal engagement of all involved actors. Relationships 
based on respect and shared responsibility enable the creation of an environment 
that responds flexibly to the individual needs of students and contributes to fulfilling 
the principles of inclusive education.

Thus, collaboration should be understood not merely as an organizational element 
but as a fundamental condition for implementing inclusive strategies in practice. 
Strengthening long-term and trustworthy relationships between schools and school 
counselling services appears to be a crucial step in overcoming the well-known gap 
between educational policy and actual practice.
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Intersection of socio-cognitive teachers 
variable with inclusion of pupils with learning 
disabilities in basic education programme 
in Calabar metropolis (Nigeria)

(scientific article)

Udo Idorenyin Paulinus, Nene Amos William, Ojie C. Fredluckson

Abstract: Inclusive education programme for pupils with learning disabilities has been 
an issue of concern given the profile of the disability and how it manifests in the class-
room. The success of this relies heavily on some key indices driven by critical socio-
cognitive characteristics of the teachers as stakeholders in the implementation process. 
Therefore, this research explores the intersection of knowledge, perception and attitudes 
of teachers with the inclusion of children with students with learning disabilities in ba-
sic education programme in Calabar metropolis of Cross River State. A survey design 
was adopted, 151 respondents comprising of primary school teachers were sampled in 
multiple stages from two local government areas that make up Calabar Metropolis. 
Four hypotheses were formulated and tested at 0.05 level of significance. Self-designed 
instrument with reliability coefficients ranging from 0.80 to 0.87 provided initial support 
for the reliability. The instrument was used to garner insight into knowledge, percep-
tion and attitudes of the teachers to determine their relationship and contribution to 
inclusion of pupils with learning disabilities in basic education programme. The data 
collected were analyzed using Pearson Product Moment Correlation and regression 
analysis. The findings revealed that knowledge, perception and attitudes of the teachers 
have a significant relationship and play a vital role in the inclusion of these children. 
It was recommended, amongst others, that the government and other relevant stake-
holders should develop and implement training programmes to equip teachers with 
fundamentals of learning disabilities, best inclusive practices for successful inclusion of 
the pupils in basic education programme in the Metropolis.

Keywords: Inclusion, basic education, learning disabilities



18	 Articles� Journal of Exceptional People, Volume 14, Number 27, 2025

1  Introduction
Today, Nigeria sees education as one of the fundamental rights of every child irre-
spective of his/her mental or physical state, ability and disability. This in fact is the 
basic premise on which the Federal Government directives on the Universal Basic 
Education (UBE) programme as it relates to children with special needs are based. 
Government recognizes education as the most important instrument of change. This 
implies that every Nigerian child has to receive at least the relevant basic education 
that would make him contribute meaningfully to the process of change (Adeyemi, 
2020). Education is thus seen as the bedrock for successful living. For children with 
visual impairment, however, the opportunity to be educated alongside their sighted 
counterparts in an inclusive classroom is not readily available due to a number of 
factors. 

According to Okonkwo (2021), inclusion of children with learning disabilities in 
basic education programme has been a topic of increasing interest and importance in 
recent years. Teachers are at the forefront in the implementation of inclusive educa-
tion. Thus, the socio-cognitive characteristics of teachers often take the centre stage 
in this implementation process. Socio-cognitive characteristics of teachers encompass 
a range of traits and behaviors shaped by social and cognitive factors, influencing 
their teaching practices and interactions with students (Ude, 2022). Socio-cognitive 
characteristics such as knowledge, perception and attitudes collectively contribute to 
teachers’ effectiveness in promoting pupils learning, fostering positive relationships, 
and creating supportive and inclusive learning environments. Therefore, the success 
of inclusive education relies heavily on the knowledge, perception, and attitudes 
of teachers towards students with visual impairment. Understanding how teachers 
perceive and approach the inclusion of these learners is crucial for creating an in-
clusive and supportive learning environment. Thus, understanding the knowledge, 
perception, and attitudes of teachers towards the inclusion of children with learning 
disabilities is crucial in promoting inclusive education. Research has shown that 
teachers’ knowledge about the disability and their attitudes towards inclusion play 
a significant role in the successful integration of children with learning disabilities 
into basic education (Nwosu, 2023). Teachers who have a better understanding of 
conceptual frame work of learning disabilities are more likely to provide appropri-
ate accommodations and support for these students, leading to better academic and 
social outcomes (Okeke, 2022). Their knowledge and understanding of the specific 
needs and challenges faced by these pupils are essential in providing appropriate sup-
port. However, studies have shown that many teachers lack the necessary knowledge 
and skills to effectively include children with this special need conditions in their 
classrooms (Ibe, 2023).
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Some common areas where teachers’ knowledge might be lacking include un-
derstanding the various types, manifestation and impact of disabilities on learning 
and development, and the use of appropriate instructional strategies and assistive 
technologies. Furthermore, they may not be aware of the legal rights and responsi-
bilities associated with inclusive education (Ude, 2022). Therefore, it is vital to assess 
teachers’ knowledge base to identify gaps and develop appropriate training programs 
to improve their understanding of inclusive practices for children. Similarly, percep-
tions of teachers towards inclusion of pupils with learning disabilities can also impact 
the overall success of inclusive education. Perception refers to the way individuals 
interpret and make sense of their experiences and the world around them. Teachers’ 
perceptions of inclusive education can significantly influence their implementation 
of inclusive practices in the classroom. Positive attitudes towards inclusion can lead 
to a more welcoming and supportive classroom environment, while negative at-
titudes can create barriers to the successful integration of children in classroom 
(Okafor, 2021). It is important for educators to recognize and address any biases 
or misconceptions they may have about learning disabilities in order to create an 
inclusive and equitable learning environment for all students.

Research has shown that some teachers hold negative perceptions towards the 
inclusion of children with disabilities (Onuoha, 2020). These negative perceptions 
may stem from a lack of confidence in their ability to meet the needs of these children 
or concern about the impact on the learning experiences of other learners in the 
classroom. Teachers may also be apprehensive about the additional workload and re-
sources required to support children with learning disabilities effectively (Eze, 2024). 
However, it is important to note that not all teachers hold negative perceptions to-
wards inclusion. Some teachers view inclusivity as an opportunity to enhance diver-
sity and promote empathy amongst students. They recognize that inclusion can lead 
to positive social and emotional outcomes for all students, including those with other 
disabilities (Obi, 2024). Therefore, exploring and understanding these perceptions 
can provide insights into the barriers and facilitators of inclusion in the classroom.

Another key factor that impact the implementation of inclusive education for 
children with learning disabilities is attitudes. Attitudes refer to the emotions, opin-
ions, and evaluations individuals hold towards a particular object, person, or con-
cept. Attitudes can shape behaviors and actions, and they play a significant role in 
determining the success of inclusive education for children with learning disabilities 
in basic education. Studies have suggested that teacher’s attitudes towards inclusive 
education are influenced by various factors, including their personal beliefs, experi-
ences, and training. Some teachers may hold positive attitudes towards inclusion 
and be motivated to create a supportive and inclusive learning environment for all 
students. On the other hand, teachers with negative attitudes may exhibit resistance 
or reluctance in accepting and implementing inclusive practices (Adeyemi, 2020).
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Teachers’ attitudes are also influenced by the support they receive from their schools, 
colleagues, and parents. Lack of support from colleagues and administrative staff can 
negatively impact teachers’ attitudes and their willingness to engage in inclusive prac-
tices. Therefore, understanding teachers’ attitudes towards the inclusion of children 
with learning disabilities is critical in shaping future strategies and interventions to 
enhance the success of basic inclusive education. 

The existing literature on the knowledge, perception, and attitudes of teachers 
towards the inclusion of children with this disability in the metropolis is limited. 
While some studies have explored the general attitudes and perceptions towards 
inclusive education in Nigeria, very few have focused specifically on the inclusion of 
children with learning disabilities. Thus, there is a need for research to understand 
the specific challenges and opportunities associated with the inclusion of students 
in regular schools. This is because inclusion of children with learning disabilities is 
a crucial aspect of creating equal opportunities for all students. Understanding the 
knowledge, perceptions, and attitudes of teachers towards inclusion is essential in 
identifying the barriers and facilitators to the successful implementation of inclusive 
education. By addressing the gaps in teachers’ knowledge, promoting positive percep-
tions, and fostering inclusive attitudes, we can create a more inclusive and equitable 
education system for all students, including those with learning disabilities.

2  Statement of the problem
The launching of the UBE programme by the Federal Government of Nigeria in the 
90s was meant to open access to basic education for all children including those with 
learning disabilities. The policy was aligned with global inclusive education policy 
which has been recognised globally as the most effective means of providing educa-
tion for children with special needs.. However, studies have corroborated experiences 
and have shown that pupils with learning disabilities are seemingly not maximizing 
their potentials and benefits of inclusion due to some of the factors poor teachers’ 
knowledge, perception and attitudes. Inadequate understanding of and misconcep-
tions about the disability as well as negative attitudes towards pupils and inclusive 
basic education programme significantly hinder the success of basic education which 
primarily should increase access to education for all children. These barriers have 
deepened the gap in access and equity to basic education consequently deny them 
right to quality, contribution to national and global development. It has also in-
creased psych-social problems associated with lack access to quality basic education 
for productivity life in adulthood just as been responsible for poor implementation 
of inclusive education in area.
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3  Purpose of the study
The thrust of the study was to examine the knowledge, perception and attitudes of 
teachers toward the inclusion of pupils with learning disabilities in basic education 
programme in Calabar Metropolis, Cross River State Nigeria. Specifically, the aims 
are:
	 i.	 To find out the relationship between teachers’ knowledge and inclusion of pupils 

with learning disabilities in basic education programme.
	ii.	 To determine the relationship between teachers’ perception and inclusion of 

pupils with learning disabilities in basic education programme.
	iii.	 To examine the relationship between teachers’ attitudes and inclusion of pupils 

with learning disabilities in basic education programme.
	iv.	 To examine the joint contribution of teachers’ knowledge, perception and at-

titudes to inclusion of pupils with learning disabilities in basic education pro-
gramme.

4  Statement of hypotheses
The following hypotheses were formulated and tested at 0.05 level of significance 
1.	 There is no significant relationship between teachers’ knowledge and inclusion of 

pupils with learning disabilities in basic education programme
2.	 There is no significant relationship between teachers’ perception and inclusion of 

pupils with learning disabilities in basic education programme
3.	 There is no significant relationship between teachers’ attitudes and inclusion of 

pupils with learning disabilities in basic education programme
4.	 There is no significant joint contribution of teachers’ knowledge, perception and 

attitudes to inclusion of pupils with learning disabilities in basic education pro-
gramme

5  Methodology
This study adopted the descriptive survey research design. This approach was con-
sidered most appropriate for this study because it focuses on the collection of factual 
information that describes an existing phenomenon. Survey researches focus on 
people, the vital facts about people and their beliefs, opinions, attitudes, motivations 
and behaviour. This research design is therefore very relevant here since this was 
a study on people’s attitudes.
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Population and sampling technique
The population for the study was all the primary schools’ teachers in Calabar Me-
tropolis of Cross River State with an estimated number of about 111,290 in 2022/2023 
school session (dokuo, 2022). The sample for the study comprised one hundred and 
fifty-one (151) male and female teachers sampled through multiple stages from two 
local government areas that make up Calabar Metropolis. Random sampling tech-
nique by balloting was used to select the 10 schools from each selected ward in the 
two local government areas. Simple random sampling was used to select at the least 
5 teachers from each of the selected schools.

Instrument for data collection 
A 25 item self- designed questionnaire titled Indices of Classroom Inclusion (ICI) 
was designed to measure teachers’ knowledge, perception and attitudes towards the 
inclusion pupils with learning disabilities in basic education programme. This instru-
ment consisted of section A and B. Section A required the respondents to supply their 
demographic information while Section B consisted of 25 statements that required 
the respondents to rate their opinions across a 4-point scale from Strongly Agree to 
Strongly Disagree to allow for better understanding of the situation.
 
Validation of the instruments
The instrument was presented to two professionals in the Department of Special 
Education, submitted to Directorate of Research, University of Calabar and Quality 
Assurance of Ministry of Education for vetting and compliance to ethical issues and 
approved.

Reliability of the instruments 
The Cronbach Alpha reliability method was used to establish the reliability of the 
instrument for this study. Indices of Classroom Inclusion (ICI) was administered to 
10% of the sample sampled from schools that was not to be selected for the study 
in the same local government area. The instrument was administered and retrieved 
within two days. The responses were coded in SPSS and using Cronbach Alpha reli-
ability method. The reliability estimates are presented in the table below:

Table 1: Summary of the reliability estimates of SESS

S/No Variable N Cronbach’s Alpha

1 Inclusion of children with learning disabilities 10 0.80

2 Teachers’ knowledge 10 0.87

3 Teachers’ perception 10 0.81

4 Teachers’ attitudes 10 0.84
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Procedure for Data Collection 
The researcher trained and made use of 3 research assistants from the local govern- 
ment area. The purpose of the study was explained to respondents before they 
were invited to fill in the questionnaire. Out of the 170 questionnaires distributed,  
151 usable responses were returned (88.8% response rate).

Method of Data Analysis
Descriptive statistics was used to analyse the demographic data in section A, while 
inferential statistics of Pearson Product Moment Correlation were used to determine 
the significant relationship while Multiple Regression Analysis (MRA) was used to 
determine the joint constitution. 

6  Presentation of results
This study examined knowledge, perception and attitude of teachers towards in-
clusion pupils with learning disabilities in basic education programme in Calabar 
Metropolis Cross River State, Nigeria. The results are presented in a descriptive form 
using tables of frequencies and percentages, Pearson Product Moment Correlation 
(PPMC) and Multiple Regression Analysis. 

6.1  Demographic data

Table 2: Distribution of the respondents by gender

Gender Frequencies Percentage

Male 54 35.8

Female 97 64.2

Total 151 100.0

Table 2 above shows that the male respondents are 54 (35.8%) while their female counterparts are 97 (64.2%). This implies that majority of the 
respondents were female.

6.2  Testing hypotheses 
1.	 There is no significant relationship between teachers’ knowledge and inclusion of 

children with learning disabilities in basic education programme
2.	 There is no significant relationship between teachers’ perception and inclusion of 

children with learning disabilities in basic education programme
3.	 There is no significant relationship between teachers’ attitudes and inclusion of 

children with learning disabilities in basic education programme
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The three hypotheses, (1–3) were analyzed in a single model of the regression analysis 
and presented in a single table below: 

Table 3: Correlation between (teachers’ knowledge, perception and attitude) and inclusion 
of pupils with learning disabilities in basic education programme Calabar Metropolis, 
Cross River State

Variables Mean
Std. 

Deviation
N Df R P Remark 

Inclusion of children 
with visual impairment 

10.94 2.705

151 3

- - -

Knowledge 10.98 3.42 .685* .000 Sig.

Perception 9.72 3.32 .812* .000 Sig.

Attitude 10.30 1.59 .255* .000 Sig. 

* Correlation Significant at 0.05 level 
Table 3 revealed that there was significant relationship between the independent variables (Teachers’ knowledge, perception and attitude) and inclu-
sion of pupils with learning disabilities. That is acceptance of inclusive education programme has correlation with Knowledge (r = 0.685, P < 0.05), 
with Perception (r = 0.812, P < 0.05) and Attitude (r = 0.255, P < 0.05), since P was lesser than 0.05 level of significance, therefore, there was 
significant relationship between the independent variables (knowledge, perception, attitude) and acceptance of inclusive basic education programme 
in Calabar Metropolis of Cross River State. 

Hypothesis 4: There is no significant joint contribution of teachers’ knowledge, per-
ception and attitudes to inclusion of pupils with learning disabilities in basic educa-
tion programme.

Table 4: Summary of regression analysis of the combined prediction of the independent 
variables and the dependent variable. 

R R Square Adjusted R Square Std. Error of the Estimate

0.859 0.738 0.737 1.386

SUMMARY REGRESSION ANOVA

Sum of Square Df Mean Square F P Remark 

Regression 5636.809 3 1878.936
977.486 .000 Sig.Residual 2001.023 1041 1.922

Total 7637.832 1044

Table 4 above showed that there was a significant joint contribution of the independent variables (knowledge, perception, attitudes) and acceptance 
of inclusive education in Calabar Metepolis, Nigeria. The table also shows a coefficient of multiple correlations (R) of 0.859 and a multiple R Square 
of 0.738. This means that 73.7% (Adj. R2 = 0.737) of the variance in the acceptance of inclusive education is accounted by the independent variables, 
when taken together. The significance of the composite contribution was tested at p < 0.05 using the F-ratio at the degree of freedom (df = 3/1041). 
The table also shows that the analysis of variance for the regression yielded a F-ratio of 997.486 (sig. at 0.05 level). 
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7  Discussion of results
The findings in this study indicated that knowledge, perception and attitude correlate 
with inclusion of children with learning disabilities for basic education. In essence, 
it implies that the knowledge, perception and attitude of teachers predetermine the 
inclusion of learners with the disability in Nigeria. This supports the findings by 
Bunch & Valeo (2004) that indicated positive influence on the attitude of teachers 
towards inclusive programmes as it predicts the academic performance of students 
with special needs, who need support in their education. The present result however 
supports the outcome of the study by Ali, Mustapha & Jelas (2006) in a study of 
teacher’s perceptions towards inclusive education where it was found that teachers 
have positive perception about the implementation of inclusive education, hence, it 
promotes how well children with learning disabilities are accommodated in basic 
education programme to promote access to learning. Furthermore, the present re-
sult supports the result by Berry, Berst, Jund, Overton, Rondina& Tate (2011) who 
reported that there is a correlation between years of teaching experience and views 
on inclusion of children with special needs. The present study therefore brings to the 
fore the need for teachers to change their negative attitude, and perception towards 
inclusive programmes of pupils with learning disabilities in Nigeria. 

The findings in the present study corroborate the findings by Tumbo (2010), 
Kanpinga (2010) and Barners (2011) respectively. They both found out that positive 
perception towards persons with disabilities in an inclusive setting yields success 
on the part of the students. That is, the more teachers in an inclusive school see or 
perceive inclusion of persons with learning disabilities the more a good result is 
yielded from these students.

The study in Calabar Metropolis found that teachers’ knowledge, perception, and 
attitudes all play a significant role in the inclusion of pupils with learning disabilities 
in basic education programme. Teachers who had a better understanding of learn-
ing disabilities had positive attitudes towards inclusion, and perceived themselves as 
capable of teaching children with learning disabilities were more likely to success-
fully include these pupils in their classrooms for the programme. This highlights 
the importance of teacher training and support in promoting inclusive education 
for children with learning disabilities. The findings in this study corroborate the 
opinion of Concordia, Forlin & Sharma (2007) that attitude of teachers towards 
inclusive education is being influenced through training and retaining. This means 
that no matter the attitude that could be put up by a teacher, inclusive education can 
be influenced when special trainings are put in place. The present study showed that 
knowledge of teachers, perception towards inclusion and that attitude of teachers 
jointly influence inclusion of pupils with learning disabilities. To strengthen atti-
tude and perception, therefore, capacity building is necessary. However, the issue of 



26	 Articles� Journal of Exceptional People, Volume 14, Number 27, 2025

capacity building should not be limited to teachers but have to include other stake-
holders to ensure the true practice of inclusion. Past research has also shown that 
teachers’ knowledge, perception, and attitudes are important factors in the inclusion 
of children with learning disabilities in the basic education programme. However, 
the current study in the Metropolis adds to this body of literature by specifically 
examining the joint contribution of these factors. This provides a more nuanced 
understanding of the role that teachers play in inclusive education for pupils with 
learning disabilities. Attitude, perception and knowledge of teachers determine the 
extent to which children with learning disabilities were welcomed in the programme 
in the classroom. The present result shows that the three variables predetermined 
the inclusion of children with learning disabilities. This finding therefore negates 
the study conducted by Kilanowski-Press, Foote & Rinaldo (2020) which found out 
that attitude of teachers does not necessary determine the inclusion of persons with 
special needs in the regular classrooms. It can therefore be inferred that attitude, 
knowledge and perception of all and sundry predetermine the inclusion of pupils 
with disabilities in the regular classroom setting for uninterrupted learning. The 
findings of the study have important implications for policy and practice in inclusive 
education. By highlighting the joint contribution of teachers’ knowledge, perception, 
and attitudes, this study emphasizes the need for targeted interventions to support 
teachers in including children with pupils with learning disabilities in basic education 
programme. This could include professional development opportunities, resources 
and materials, and ongoing support from school administrators and special educa-
tion professionals.

While the findings of the study are valuable, it is important to acknowledge some 
limitations. The study was conducted in a specific region and may not be generalized 
to other contexts. Additionally, the study relied on self-report measures from teach-
ers, which may introduce bias. Moving forward, future research could use more ob-
jective measures of teachers’ knowledge, perception, and attitudes, and could explore 
the impact of other factors on the inclusion of children with learning disabilities.

8  Conclusion and Recommendations
In conclusion, the study has provided valuable insights into the joint contribution 
of teachers’ knowledge, perception, and attitudes to the inclusion of children with 
learning disabilities in basic education programme in the classrooms. By compar-
ing and contrasting these findings with past research, we can see the importance of 
teacher support and training in promoting inclusive basic education programme. 
It is therefore important to recommend among that Government should support 
teachers and other stakeholders in training and creating inclusive environments 
for all students especially those with learning disabilities to access basic education.
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Foreign language learning as a key to  
self-determination: a multiple case study 
of school-age persian-speaking students 
on autism spectrum disorder

(case study)

Neda Khodaverdi, Hassan Ashayeri, Parviz Maftoon

Abstract: Making individuals ready for future adult life is the basic premise of education. 
Self-determination can help individuals with disabilities to be ready to make choices. 
Learning a language other than one’s first language can promote self-determination by 
providing more job opportunities. This qualitative case study focuses on teaching Eng-
lish as a foreign language through behavioral and cognitive interventions to two verbal 
Iranian Persian-speaking school-age children with autism. Sam was taught based on 
behavioral intervention and Mani based on cognitive intervention techniques. 239 lan-
guage items including 120 tacting, 93 writing, 13 language functions, and 13 spelling 
items were taught during 24 sessions. The results show that cognitive intervention with 
a 2.9% difference is more effective. A model is proposed as a result of this study. The 
insights from the present study pose practical implications for the theory and pedagogy 
of teaching a foreign language to individuals with autism.
 
Keywords: autism spectrum disorder, behavioral intervention, cognitive intervention, 
foreign language learning, self-determination 

1  Introduction
Our understanding of disability has altered significantly since the late 19th century. 
Disability used to be seen as “menaces to society, threats to racial hygiene, and links 
to crime, poverty, promiscuity, and the decline of civilization.” (Wehmeyer, 2014, p. 5) 
Wehmeyer (2014) discusses the three disability movements of the professional, par-
ent, and self-advocacy eras during which the definition of disability, as well as, peo-
ple’s and professionals’ perspectives towards the concept of disability have changed. 
It has taken decades to move from the ideas of institutionalization and even dein-
stitutionalization to self-determination, empowerment and disability rights. In our 
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recent understanding of disability within the third wave of the disability movement, 
individuals with disabilities started to claim their voice (Wehmeyer, 2014). Thinking 
about Hegel’s triad of thesis, antithesis, and synthesis, mentioned by Vandenberg 
(1992), one can picture the similarities of Wehmeyer’s (2014) three movements and 
Hegel’s triad. The anomalies of the concept of disability began to show up during the 
second movement wave -parents’ era- which is in line with Hegel’s idea of antithesis. 
Kuhn (1962) discusses that a crisis can cause the stereotypes to loosen up and this 
can cause a paradigm shift to occur. Regarding the disability concept, stereotypes 
have been loosening up and our 21st-century understanding of disability has changed. 
Foreign language teachers can play a life-altering role within this current period of 
self-advocacy. 

Autism Spectrum Disorder (ASD) with the prevalence of 1 in 36 (Centre for 
Disease Control and Prevention, 2019) has been defined as a disability with signs of 
social communication impairments and restricted, repetitive patterns of behavior 
by the American Psychiatric Association (2013) in DSM-5. As it is to be shown in 
this article, language intervention can have a crucial role in alleviating the effects of 
the social impairments of individuals with ASD via promoting self-determination 
and choice-making, both of which are recommended practices (Agran & Hughes, 
2014). Learning a language other than one’s first language can also create future 
job opportunities. Furthermore, disability can be seen as both the cause and the 
consequence of poverty due to their overlap (Blanchett, 2008; Emerson, 2007). In 
a country like Iran, as well as, in many other non-English speaking countries where 
knowing English is a privilege concerning job opportunities, individuals with ASD 
should also have the choice of learning it. 

Of the two unique characteristics of human beings -tool-making and language 
skills- the latter plays an instrumental role in communication as Balconi (2010) 
states. Delving into the ASD literature, one realizes that the number of studies on first 
language acquisition of individuals with ASD outweighs the ones on second/foreign 
language learning. Although there are studies on disability and second language 
learning (Alemi & Bahramipour, 2019; Alemi, Meghdari, Mahboub Basiri & Taheri, 
2015; Kleinert, Klyde, Rego & Gibson, 2007; Sparks, 2016), as well as, studies on ASD 
and second language learning (Iarocci, Hutchison & O’Toole, 2017; AUTHOR; Oda, 
2010; Padmadevi & Artini, 2017; Velisek-Brasko, 2014; Wire, 2005; Yahya, Yunus & 
Toran, 2013) none of them compares the effectiveness of behavioral and cognitive 
language interventions concerning the seven skill types of motor imitation, echoic, 
manding, tacting, writing, role-playing, and spelling. A recent study in the Czech 
Republic aims at exploring foreign language learning experience of individuals with 
autism (Zerzova, 2025), but it has not focused on practical aspects of teaching. The 
current study attempts to investigate the capability of Persian-speaking school-age 
children with ASD to learn English as a foreign language through practical classroom 
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teaching and the effectiveness of the behavioral and cognitive intervention in teach-
ing English to them.

Verbal Behavior Analysis (VBA), which is rooted in behaviorism, is based on 
Applied Behavior Analysis (ABA), and it also expands to include Skinner’s ideas 
(Barbera & Rasmussen, 2007). As Reichow and Volkmar (2010) state, ABA inter-
ventions receive much support from researchers. Prompting and reinforcement are 
the most common features of ABA which are being used in interventions (Schertz 
& Odom, 2007). Barbera and Rasmussen (2007) categorize language skills into ex-
pressive and receptive skills. The former includes tacting, echoic, intraverbal, and 
manding skills and the latter includes two major categories of imitation and visual 
performance skills. The imitation skill by itself consists of motor-imitation skills and 
object-imitation skills.

Contrary to behaviorism, learning is not seen as a process of habit formation in 
cognitivism. Communicative Language Teaching (CLT) which “in reality consists 
of a family of approaches” (Nunan, 2004, p. 7) with Task-Based Language Teaching 
(TBLT) as a way of translating its principles into practice (Vilches, 2003) was used 
in this study as the cognitive intervention. TBLT, as Nunan (2004) emphasizes, em-
powers need-based approaches, learning through interaction, learning processes, 
enhancement of the learner’s personal experiences as a contributing factor to learn-
ing, and the link between learning and using the learned items outside the classroom. 
The present study suggests behavioral and cognitive language interventions to teach 
English as a foreign language to children with ASD. 

The current study presents the results of the second phase of a longitudinal six-
month study by referring to the results of the first phase as well. The original study 
was conducted in two phases. The focus of the first phase was motor imitation, echoic, 
tacting, and manding skills. In the second phase the focus shifted to alphabet teach-
ing, letter and word writing, and language function learning in addition to the first 
phase’s skills. To get the bigger picture, the author summarizes the first phase’s results 
and processes. 

2  Method
2.1  Setting
All the sessions were held on two specific weekdays at a regular time at a private 
language institute. Each teaching session lasted 45 minutes. The days and the time 
of the class were kept unchanged all through the study. Every aspect of the physi-
cal atmosphere of the classroom such as its furniture, props, teaching materials, 
and even the snacks were considered meticulously to lower the probability of the 
learner’s distraction. A camcorder was fixed on a tripod, and a voice recorder was 
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placed on a chair close to the teaching table. Since the floor of the classroom was 
parqueted in dark brown, a wooden table and two easily-portable stools with the 
same color were made specifically for the course to decrease distraction. A cotton 
bag and a colorful bucket were used to keep the teaching papers and props inside, 
out of the learner’s sight. A photo of the teacher was sent to the learners some weeks 
before the course began to help them become familiar with her in advance.

2.2  Participants
Yin (2003) emphasizes that multiple case studies, even with two participants, are 
preferable over single case studies; therefore, two verbal Persian-speaking boys with 
ASD were invited to participate. As Yin (2014) argues, the term purposive sampling 
can be misleading as it may make the false impression that cases come from a popu-
lation of a very similar nature, which in case of individuals with ASD, is impossible. 
Therefore, the use of this term is avoided here.

Sam is a ten-year-old boy who received his autism diagnosis when he was three 
and Mani is a nine-year-old boy who got his diagnosis when he was 18 months. Both 
participants were born in Persian-speaking families and none had received any for-
mal English instruction before. The usage of the participants’ real name is avoided. 

2.3  Instruments
The first questionnaire is a researcher-made one, which includes various sections of 
biography, history, medical assessment, limitations and disabilities, the amount of 
social interaction with family members, friends, and school teachers, the onset of 
autism symptoms, previous rehabilitation courses, favorite snacks, games, and toys, 
in addition to other specific issues that their mothers felt the need to explain more 
about. 

A researcher-made first language assessment tool which was inspired by the book 
entitled -The Verbal Behavior Approach: How to Teach Children with Autism and 
Related Disorders- by Barbera and Rasmussen (2007) was used to assess the par-
ticipant’s expressive and receptive language skills capability. The former includes 
tacting, echoic, intraverbal, and manding skills and the latter includes the two ma-
jor categories of imitation and visual performance skills. Imitation skills consist of 
motor-imitation and object-imitation skills. Visual performance skills include the 
four subcategories of matching to identical samples, sorting, completing puzzles, 
and designing with LEGOs. This instrument was used once before the first session 
of the course to assess the cases’ first language and once after the course to assess 
participants’ progress in both Persian and English.

A consent form was signed by learners’ parents before the commencement of the 
course. They were informed that they could quit the study in case of experiencing 
any problem concerning their child’s first language progress. 
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2.4  Research design
A case study is used to gain holistic and meaningful characteristics of a real-life event 
(Yin, 2003). The present one is a qualitative, embedded multiple case study since two 
learners participated in it. As Yin (2014) states these case studies are preferred over 
single-case studies because it increases the chances of carrying out a representative 
case study. 

3  Procedure
The researcher developed dynamic short-term and long-term protocols, incorporat-
ing a holistic view of lesson plans. Since the main aim of this study was conducting 
a course as typical as possible compared to an everyday language course, both expres-
sive and receptive language skills were considered. Motor imitation or following the 
language commands, echoic or repetition, tacting or labelling, manding or asking, as 
well as, writing and spelling were taken into consideration while writing the protocol. 

Color-coding was implemented to ensure the clear differentiation of each partici-
pant’s documents. For each session, two lesson plans were developed- one utilizing 
VBA for Sam’s class and another employing TBLT for Mani’s class. Having watched 
each session’s recording, the researcher wrote a memo card. All teaching materials 
were prepared session by session based on the researcher’s reflection on the previ-
ous session. 

The assessment was conducted in two ways. Every session all the language items 
which were taught during the previous session were assessed. Two comprehensive 
end-of-the-phase assessments were also administered. One after three months or the 
end of the first phase, and the other one after six months by the end of the second 
phase. For every single language item, which was taught, three successful consecu-
tive sessions were considered as the criteria to count it as learned. If the learner had 
inconsistency in remembering any language item, the process of teaching that item 
and the three follow-up assessment sessions were repeated. The two categories of 
learned and unlearned were considered for every language item. A tick mark stood 
for learned and a cross for unlearned. Every three consecutive sessions were tallied 
by a highlighter in the assessment forms. All the assessment data has been archived 
for future reference.

Before starting the course, one session was arranged for assessing the partici-
pant’s first language regarding all the receptive and expressive skills. To this end, 
a researcher-made assessment inspired by Barbera and Rasmussen’s (2007) book, 
which was written originally for teaching a first language to individuals with ASD, 
was used. 
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The sessions were held individually. Participants attended 14 teaching sessions 
during the first phase and 24 teaching sessions during the second phase, as well as one 
comprehensive assessment during session 15 and another one in sessions 40 and 41. 
The first language assessment was replicated after nearly a year. 

Sam was taught based on full prompting, partial prompting, and no prompting. 
M&Ms and jellybeans were used for strengthening the desired behavior, but since he 
received too many snacks per session, the reinforcement was substituted with beads 
of various colors of a wooden abacus after three sessions. Sam received one bead for 
every correct answer. He received a red bead for every ten correct answers. 

In contrast, TBLT in the context of CLT was used to teach Mani. Each language 
item was introduced through labelling its picture. Then the teacher-made flashcards 
were laid on the table, and Mani was asked to point to the ones which were referred 
to by the teacher. Afterward, the teacher stuck all the cards on the board. Mani was 
asked to run to the board and touch the ones that the teacher referred to and come 
back quickly or slowly. Various other tasks were used in Mani’s class. 

4  Results
The main research questions which had inspired the research team to undertake this 
qualitative case study were: Are Iranian Persian-speaking school-aged students with 
ASD able to learn English as a foreign language? And if yes, which type of language 
intervention is more effective?

The results reveal that the answer to the first question is yes. Evidence exists 
which indicates that the process which had been happening in the learner’s mind 
was learning and not just mechanical repetition. The data accumulated from differ-
ent sources including recorded videos and audios, the teacher’s reflection, formative 
and summative assessments, and learners’ mothers’ weekly and sometimes session by 
session reports show a convergence of the result. The results of the first phase show 
that among 103 language items including 23 motor imitation, 22 echoic, 50 tacting, 
and 8 manding items Sam had 9 and Mani no instances of failure (AUTHOR). Motor 
imitation, echoic, tacting, and manding skills were introduced during the first phase 
on the first, second, fourth, and sixth week, respectively. Writing skills, role-playing/
manding skills, and spelling skills were introduced during the second phase on the 
tenth, eleventh, and eighteenth week, respectively. The results are presented in three 
sections of first language assessment, formative, and summative assessments. The 
formative assessments include the results of all the session by session assessments 
and the summative ones present the assessment results which were carried out after 
three months -the end of the first phase-, after six months- the end of the second 
phase-, and after nearly a year. 
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4.1  First language assessment 
The first language assessment was carried out in Persian during the first session of 
the course in six main categories and their related subcategories. In the tacting or 
labelling section, the teacher showed some flashcards and 3-dimensional objects 
to the learners to label. In the echoic part, the learners were asked to repeat after 
the teacher while looking at some other new flashcards. Both learners labelled and 
repeated all the items successfully. 

For the intraverbal or fill in the blank part, the learners were asked to complete 
four sentences in Persian which start with their names. Their answers can be seen 
in parentheses in Table 1. Sam’s answers are typical; however, Mani completed the 
first sentence with a bit odd ending. Sentence three shows that he had problems with 
Persian suffixes which must agree with the subject. As it can be seen, when there is 
no need for any suffix, as in sentence four, he successfully filled in the blank.

In order to check whether learners can mand or not, the teacher showed a red 
box of M&Ms to them, and while she was shaking it, she motivated them to ask for 
some M&Ms. The same procedure was followed with a bottle of water and a big 
green bucket with a red ball inside. The results can be found in Table 2. It can be 
recognized from Sam’s sentences that he had problems with the correct usage of 
verbs. Sam used the verb “

 
 
 

procedure was followed with a bottle of water and a big green bucket with a red ball inside. 
The results can be found in Table 2. It can be recognized from Sam’s sentences that he had 
problems with the correct usage of verbs. Sam used the verb “دادن” (to give) instead of “گرفتن” 
(to take), and he used the prefabricated pattern of “؟...  for (?… Do you let me) ”اجازه می دی 
every request that he wanted to make.  

It can be concluded that Mani had serious problems with manding or asking for things. He 
was not able to use a complete sentence to ask for the bottle of water. He even did not have any 
cliché way of asking for things. He, desperately, was using wrong verbs, too.  

 
Table 1: Fill in the blanks or intraverbal skill in Persian  

English translation Original Persian sentences 
Sam  
Sam ... in his bed. (slept)  (خوابيد) ... سام توی تختش 
Sam …an ice-cream. (ate)  (خورد) ... سام بستنی را 
Sam eats his food with… (a spoon)  (قاشق) .سام با ... غذا می خورد 
Sam plays with…(a ball) (توپ) .سام با ... بازی می کند  
Mani 
Mani ... in his bed. (looked) (نگاه کرد) ... مانی توی تختش 
Mani …an ice-cream. (ate)  (خورد) ... مانی بستنی را 
Mani eats his food with… (my mom) (مامانم) .مانی با ... غذا می خورد 
Mani plays with…(Amirali -a Persian name) (اميرعلی) .مانی با ... بازی می کند  

 
Concerning the receptive language skills, the assessment started with object imitation 

skills. The teacher tapped the pencil on the table and instructed the learners in Persian to do so. 
The teacher threw the ball and asked them to do so. For assessing motor imitation skills, the 
teacher stood up and jumped, clapped her hands and snapped her fingers and instructed the 
learner with the simple sentence of “Do it please.” For visual performance skills, four activities 
of matching, sorting, completing a puzzle, and designing with LEGOs were considered. Both 
participants did all of them successfully. 
 

Table 2: Manding in Persian 

English translation Original Persian sentences 
Sam  
A bean, M&M, Do you let me eat an M&M?  لوبيا، اسمارتيز، اجازه می دی اسمارتيز بخورم؟ 
Madam, do you let me give water?  خانم اجازه می دی آب بدم؟ 
Do you let me give the ball? اجازه می دی توپ رو بدم؟ 
Mani 
In summer I have to eat. I have to eat a brown 
M&M. I have to eat a blue M&M. 

تابستون بايد بخورم. اسمارتيز قهوه ای بايد بخورم. بايد  
 اسمارتيز آبی بخورم. 

I have to shoot it. No No No … I have to keep 
it. 

 بايد شوت کنم. نه نه نه... بايد نگهش دارم. 

     
All in all, Sam was successful in all the skills except for manding to some degree and the 

usage of correct lexical items. Mani showed no serious problem in the above-mentioned skills 
except in filling in the blanks and manding. Hence, the researcher decided to start the course 
with receptive skills, and postponed the productive ones to the sessions when the learners feel 
ready for production.  
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skills. The teacher tapped the pencil on the table and instructed the learners in Persian to do so. 
The teacher threw the ball and asked them to do so. For assessing motor imitation skills, the 
teacher stood up and jumped, clapped her hands and snapped her fingers and instructed the 
learner with the simple sentence of “Do it please.” For visual performance skills, four activities 
of matching, sorting, completing a puzzle, and designing with LEGOs were considered. Both 
participants did all of them successfully. 
 

Table 2: Manding in Persian 

English translation Original Persian sentences 
Sam  
A bean, M&M, Do you let me eat an M&M?  لوبيا، اسمارتيز، اجازه می دی اسمارتيز بخورم؟ 
Madam, do you let me give water?  خانم اجازه می دی آب بدم؟ 
Do you let me give the ball? اجازه می دی توپ رو بدم؟ 
Mani 
In summer I have to eat. I have to eat a brown 
M&M. I have to eat a blue M&M. 

تابستون بايد بخورم. اسمارتيز قهوه ای بايد بخورم. بايد  
 اسمارتيز آبی بخورم. 

I have to shoot it. No No No … I have to keep 
it. 

 بايد شوت کنم. نه نه نه... بايد نگهش دارم. 

     
All in all, Sam was successful in all the skills except for manding to some degree and the 

usage of correct lexical items. Mani showed no serious problem in the above-mentioned skills 
except in filling in the blanks and manding. Hence, the researcher decided to start the course 
with receptive skills, and postponed the productive ones to the sessions when the learners feel 
ready for production.  

 
4.2 Formative assessments     

Sam …an ice-cream. (ate)

 
 
 

procedure was followed with a bottle of water and a big green bucket with a red ball inside. 
The results can be found in Table 2. It can be recognized from Sam’s sentences that he had 
problems with the correct usage of verbs. Sam used the verb “دادن” (to give) instead of “گرفتن” 
(to take), and he used the prefabricated pattern of “؟...  for (?… Do you let me) ”اجازه می دی 
every request that he wanted to make.  

It can be concluded that Mani had serious problems with manding or asking for things. He 
was not able to use a complete sentence to ask for the bottle of water. He even did not have any 
cliché way of asking for things. He, desperately, was using wrong verbs, too.  

 
Table 1: Fill in the blanks or intraverbal skill in Persian  

English translation Original Persian sentences 
Sam  
Sam ... in his bed. (slept)  (خوابيد) ... سام توی تختش 
Sam …an ice-cream. (ate)  (خورد) ... سام بستنی را 
Sam eats his food with… (a spoon)  (قاشق) .سام با ... غذا می خورد 
Sam plays with…(a ball) (توپ) .سام با ... بازی می کند  
Mani 
Mani ... in his bed. (looked) (نگاه کرد) ... مانی توی تختش 
Mani …an ice-cream. (ate)  (خورد) ... مانی بستنی را 
Mani eats his food with… (my mom) (مامانم) .مانی با ... غذا می خورد 
Mani plays with…(Amirali -a Persian name) (اميرعلی) .مانی با ... بازی می کند  

 
Concerning the receptive language skills, the assessment started with object imitation 

skills. The teacher tapped the pencil on the table and instructed the learners in Persian to do so. 
The teacher threw the ball and asked them to do so. For assessing motor imitation skills, the 
teacher stood up and jumped, clapped her hands and snapped her fingers and instructed the 
learner with the simple sentence of “Do it please.” For visual performance skills, four activities 
of matching, sorting, completing a puzzle, and designing with LEGOs were considered. Both 
participants did all of them successfully. 
 

Table 2: Manding in Persian 

English translation Original Persian sentences 
Sam  
A bean, M&M, Do you let me eat an M&M?  لوبيا، اسمارتيز، اجازه می دی اسمارتيز بخورم؟ 
Madam, do you let me give water?  خانم اجازه می دی آب بدم؟ 
Do you let me give the ball? اجازه می دی توپ رو بدم؟ 
Mani 
In summer I have to eat. I have to eat a brown 
M&M. I have to eat a blue M&M. 

تابستون بايد بخورم. اسمارتيز قهوه ای بايد بخورم. بايد  
 اسمارتيز آبی بخورم. 

I have to shoot it. No No No … I have to keep 
it. 

 بايد شوت کنم. نه نه نه... بايد نگهش دارم. 

     
All in all, Sam was successful in all the skills except for manding to some degree and the 

usage of correct lexical items. Mani showed no serious problem in the above-mentioned skills 
except in filling in the blanks and manding. Hence, the researcher decided to start the course 
with receptive skills, and postponed the productive ones to the sessions when the learners feel 
ready for production.  

 
4.2 Formative assessments     

Sam eats his food with… (a spoon)

 
 
 

procedure was followed with a bottle of water and a big green bucket with a red ball inside. 
The results can be found in Table 2. It can be recognized from Sam’s sentences that he had 
problems with the correct usage of verbs. Sam used the verb “دادن” (to give) instead of “گرفتن” 
(to take), and he used the prefabricated pattern of “؟...  for (?… Do you let me) ”اجازه می دی 
every request that he wanted to make.  

It can be concluded that Mani had serious problems with manding or asking for things. He 
was not able to use a complete sentence to ask for the bottle of water. He even did not have any 
cliché way of asking for things. He, desperately, was using wrong verbs, too.  

 
Table 1: Fill in the blanks or intraverbal skill in Persian  

English translation Original Persian sentences 
Sam  
Sam ... in his bed. (slept)  (خوابيد) ... سام توی تختش 
Sam …an ice-cream. (ate)  (خورد) ... سام بستنی را 
Sam eats his food with… (a spoon)  (قاشق) .سام با ... غذا می خورد 
Sam plays with…(a ball) (توپ) .سام با ... بازی می کند  
Mani 
Mani ... in his bed. (looked) (نگاه کرد) ... مانی توی تختش 
Mani …an ice-cream. (ate)  (خورد) ... مانی بستنی را 
Mani eats his food with… (my mom) (مامانم) .مانی با ... غذا می خورد 
Mani plays with…(Amirali -a Persian name) (اميرعلی) .مانی با ... بازی می کند  

 
Concerning the receptive language skills, the assessment started with object imitation 

skills. The teacher tapped the pencil on the table and instructed the learners in Persian to do so. 
The teacher threw the ball and asked them to do so. For assessing motor imitation skills, the 
teacher stood up and jumped, clapped her hands and snapped her fingers and instructed the 
learner with the simple sentence of “Do it please.” For visual performance skills, four activities 
of matching, sorting, completing a puzzle, and designing with LEGOs were considered. Both 
participants did all of them successfully. 
 

Table 2: Manding in Persian 

English translation Original Persian sentences 
Sam  
A bean, M&M, Do you let me eat an M&M?  لوبيا، اسمارتيز، اجازه می دی اسمارتيز بخورم؟ 
Madam, do you let me give water?  خانم اجازه می دی آب بدم؟ 
Do you let me give the ball? اجازه می دی توپ رو بدم؟ 
Mani 
In summer I have to eat. I have to eat a brown 
M&M. I have to eat a blue M&M. 

تابستون بايد بخورم. اسمارتيز قهوه ای بايد بخورم. بايد  
 اسمارتيز آبی بخورم. 

I have to shoot it. No No No … I have to keep 
it. 

 بايد شوت کنم. نه نه نه... بايد نگهش دارم. 

     
All in all, Sam was successful in all the skills except for manding to some degree and the 

usage of correct lexical items. Mani showed no serious problem in the above-mentioned skills 
except in filling in the blanks and manding. Hence, the researcher decided to start the course 
with receptive skills, and postponed the productive ones to the sessions when the learners feel 
ready for production.  

 
4.2 Formative assessments     

Sam plays with…(a ball)

 
 
 

procedure was followed with a bottle of water and a big green bucket with a red ball inside. 
The results can be found in Table 2. It can be recognized from Sam’s sentences that he had 
problems with the correct usage of verbs. Sam used the verb “دادن” (to give) instead of “گرفتن” 
(to take), and he used the prefabricated pattern of “؟...  for (?… Do you let me) ”اجازه می دی 
every request that he wanted to make.  

It can be concluded that Mani had serious problems with manding or asking for things. He 
was not able to use a complete sentence to ask for the bottle of water. He even did not have any 
cliché way of asking for things. He, desperately, was using wrong verbs, too.  

 
Table 1: Fill in the blanks or intraverbal skill in Persian  

English translation Original Persian sentences 
Sam  
Sam ... in his bed. (slept)  (خوابيد) ... سام توی تختش 
Sam …an ice-cream. (ate)  (خورد) ... سام بستنی را 
Sam eats his food with… (a spoon)  (قاشق) .سام با ... غذا می خورد 
Sam plays with…(a ball) (توپ) .سام با ... بازی می کند  
Mani 
Mani ... in his bed. (looked) (نگاه کرد) ... مانی توی تختش 
Mani …an ice-cream. (ate)  (خورد) ... مانی بستنی را 
Mani eats his food with… (my mom) (مامانم) .مانی با ... غذا می خورد 
Mani plays with…(Amirali -a Persian name) (اميرعلی) .مانی با ... بازی می کند  

 
Concerning the receptive language skills, the assessment started with object imitation 

skills. The teacher tapped the pencil on the table and instructed the learners in Persian to do so. 
The teacher threw the ball and asked them to do so. For assessing motor imitation skills, the 
teacher stood up and jumped, clapped her hands and snapped her fingers and instructed the 
learner with the simple sentence of “Do it please.” For visual performance skills, four activities 
of matching, sorting, completing a puzzle, and designing with LEGOs were considered. Both 
participants did all of them successfully. 
 

Table 2: Manding in Persian 

English translation Original Persian sentences 
Sam  
A bean, M&M, Do you let me eat an M&M?  لوبيا، اسمارتيز، اجازه می دی اسمارتيز بخورم؟ 
Madam, do you let me give water?  خانم اجازه می دی آب بدم؟ 
Do you let me give the ball? اجازه می دی توپ رو بدم؟ 
Mani 
In summer I have to eat. I have to eat a brown 
M&M. I have to eat a blue M&M. 

تابستون بايد بخورم. اسمارتيز قهوه ای بايد بخورم. بايد  
 اسمارتيز آبی بخورم. 

I have to shoot it. No No No … I have to keep 
it. 

 بايد شوت کنم. نه نه نه... بايد نگهش دارم. 

     
All in all, Sam was successful in all the skills except for manding to some degree and the 

usage of correct lexical items. Mani showed no serious problem in the above-mentioned skills 
except in filling in the blanks and manding. Hence, the researcher decided to start the course 
with receptive skills, and postponed the productive ones to the sessions when the learners feel 
ready for production.  

 
4.2 Formative assessments     

Mani

Mani … in his bed. (looked)

 
 
 

procedure was followed with a bottle of water and a big green bucket with a red ball inside. 
The results can be found in Table 2. It can be recognized from Sam’s sentences that he had 
problems with the correct usage of verbs. Sam used the verb “دادن” (to give) instead of “گرفتن” 
(to take), and he used the prefabricated pattern of “؟...  for (?… Do you let me) ”اجازه می دی 
every request that he wanted to make.  

It can be concluded that Mani had serious problems with manding or asking for things. He 
was not able to use a complete sentence to ask for the bottle of water. He even did not have any 
cliché way of asking for things. He, desperately, was using wrong verbs, too.  

 
Table 1: Fill in the blanks or intraverbal skill in Persian  

English translation Original Persian sentences 
Sam  
Sam ... in his bed. (slept)  (خوابيد) ... سام توی تختش 
Sam …an ice-cream. (ate)  (خورد) ... سام بستنی را 
Sam eats his food with… (a spoon)  (قاشق) .سام با ... غذا می خورد 
Sam plays with…(a ball) (توپ) .سام با ... بازی می کند  
Mani 
Mani ... in his bed. (looked) (نگاه کرد) ... مانی توی تختش 
Mani …an ice-cream. (ate)  (خورد) ... مانی بستنی را 
Mani eats his food with… (my mom) (مامانم) .مانی با ... غذا می خورد 
Mani plays with…(Amirali -a Persian name) (اميرعلی) .مانی با ... بازی می کند  

 
Concerning the receptive language skills, the assessment started with object imitation 

skills. The teacher tapped the pencil on the table and instructed the learners in Persian to do so. 
The teacher threw the ball and asked them to do so. For assessing motor imitation skills, the 
teacher stood up and jumped, clapped her hands and snapped her fingers and instructed the 
learner with the simple sentence of “Do it please.” For visual performance skills, four activities 
of matching, sorting, completing a puzzle, and designing with LEGOs were considered. Both 
participants did all of them successfully. 
 

Table 2: Manding in Persian 

English translation Original Persian sentences 
Sam  
A bean, M&M, Do you let me eat an M&M?  لوبيا، اسمارتيز، اجازه می دی اسمارتيز بخورم؟ 
Madam, do you let me give water?  خانم اجازه می دی آب بدم؟ 
Do you let me give the ball? اجازه می دی توپ رو بدم؟ 
Mani 
In summer I have to eat. I have to eat a brown 
M&M. I have to eat a blue M&M. 

تابستون بايد بخورم. اسمارتيز قهوه ای بايد بخورم. بايد  
 اسمارتيز آبی بخورم. 

I have to shoot it. No No No … I have to keep 
it. 

 بايد شوت کنم. نه نه نه... بايد نگهش دارم. 

     
All in all, Sam was successful in all the skills except for manding to some degree and the 

usage of correct lexical items. Mani showed no serious problem in the above-mentioned skills 
except in filling in the blanks and manding. Hence, the researcher decided to start the course 
with receptive skills, and postponed the productive ones to the sessions when the learners feel 
ready for production.  

 
4.2 Formative assessments     

Mani …an ice-cream. (ate)

 
 
 

procedure was followed with a bottle of water and a big green bucket with a red ball inside. 
The results can be found in Table 2. It can be recognized from Sam’s sentences that he had 
problems with the correct usage of verbs. Sam used the verb “دادن” (to give) instead of “گرفتن” 
(to take), and he used the prefabricated pattern of “؟...  for (?… Do you let me) ”اجازه می دی 
every request that he wanted to make.  

It can be concluded that Mani had serious problems with manding or asking for things. He 
was not able to use a complete sentence to ask for the bottle of water. He even did not have any 
cliché way of asking for things. He, desperately, was using wrong verbs, too.  

 
Table 1: Fill in the blanks or intraverbal skill in Persian  

English translation Original Persian sentences 
Sam  
Sam ... in his bed. (slept)  (خوابيد) ... سام توی تختش 
Sam …an ice-cream. (ate)  (خورد) ... سام بستنی را 
Sam eats his food with… (a spoon)  (قاشق) .سام با ... غذا می خورد 
Sam plays with…(a ball) (توپ) .سام با ... بازی می کند  
Mani 
Mani ... in his bed. (looked) (نگاه کرد) ... مانی توی تختش 
Mani …an ice-cream. (ate)  (خورد) ... مانی بستنی را 
Mani eats his food with… (my mom) (مامانم) .مانی با ... غذا می خورد 
Mani plays with…(Amirali -a Persian name) (اميرعلی) .مانی با ... بازی می کند  

 
Concerning the receptive language skills, the assessment started with object imitation 

skills. The teacher tapped the pencil on the table and instructed the learners in Persian to do so. 
The teacher threw the ball and asked them to do so. For assessing motor imitation skills, the 
teacher stood up and jumped, clapped her hands and snapped her fingers and instructed the 
learner with the simple sentence of “Do it please.” For visual performance skills, four activities 
of matching, sorting, completing a puzzle, and designing with LEGOs were considered. Both 
participants did all of them successfully. 
 

Table 2: Manding in Persian 

English translation Original Persian sentences 
Sam  
A bean, M&M, Do you let me eat an M&M?  لوبيا، اسمارتيز، اجازه می دی اسمارتيز بخورم؟ 
Madam, do you let me give water?  خانم اجازه می دی آب بدم؟ 
Do you let me give the ball? اجازه می دی توپ رو بدم؟ 
Mani 
In summer I have to eat. I have to eat a brown 
M&M. I have to eat a blue M&M. 

تابستون بايد بخورم. اسمارتيز قهوه ای بايد بخورم. بايد  
 اسمارتيز آبی بخورم. 

I have to shoot it. No No No … I have to keep 
it. 

 بايد شوت کنم. نه نه نه... بايد نگهش دارم. 

     
All in all, Sam was successful in all the skills except for manding to some degree and the 

usage of correct lexical items. Mani showed no serious problem in the above-mentioned skills 
except in filling in the blanks and manding. Hence, the researcher decided to start the course 
with receptive skills, and postponed the productive ones to the sessions when the learners feel 
ready for production.  

 
4.2 Formative assessments     

Mani eats his food with… (my mom)

 
 
 

procedure was followed with a bottle of water and a big green bucket with a red ball inside. 
The results can be found in Table 2. It can be recognized from Sam’s sentences that he had 
problems with the correct usage of verbs. Sam used the verb “دادن” (to give) instead of “گرفتن” 
(to take), and he used the prefabricated pattern of “؟...  for (?… Do you let me) ”اجازه می دی 
every request that he wanted to make.  

It can be concluded that Mani had serious problems with manding or asking for things. He 
was not able to use a complete sentence to ask for the bottle of water. He even did not have any 
cliché way of asking for things. He, desperately, was using wrong verbs, too.  

 
Table 1: Fill in the blanks or intraverbal skill in Persian  

English translation Original Persian sentences 
Sam  
Sam ... in his bed. (slept)  (خوابيد) ... سام توی تختش 
Sam …an ice-cream. (ate)  (خورد) ... سام بستنی را 
Sam eats his food with… (a spoon)  (قاشق) .سام با ... غذا می خورد 
Sam plays with…(a ball) (توپ) .سام با ... بازی می کند  
Mani 
Mani ... in his bed. (looked) (نگاه کرد) ... مانی توی تختش 
Mani …an ice-cream. (ate)  (خورد) ... مانی بستنی را 
Mani eats his food with… (my mom) (مامانم) .مانی با ... غذا می خورد 
Mani plays with…(Amirali -a Persian name) (اميرعلی) .مانی با ... بازی می کند  

 
Concerning the receptive language skills, the assessment started with object imitation 

skills. The teacher tapped the pencil on the table and instructed the learners in Persian to do so. 
The teacher threw the ball and asked them to do so. For assessing motor imitation skills, the 
teacher stood up and jumped, clapped her hands and snapped her fingers and instructed the 
learner with the simple sentence of “Do it please.” For visual performance skills, four activities 
of matching, sorting, completing a puzzle, and designing with LEGOs were considered. Both 
participants did all of them successfully. 
 

Table 2: Manding in Persian 

English translation Original Persian sentences 
Sam  
A bean, M&M, Do you let me eat an M&M?  لوبيا، اسمارتيز، اجازه می دی اسمارتيز بخورم؟ 
Madam, do you let me give water?  خانم اجازه می دی آب بدم؟ 
Do you let me give the ball? اجازه می دی توپ رو بدم؟ 
Mani 
In summer I have to eat. I have to eat a brown 
M&M. I have to eat a blue M&M. 

تابستون بايد بخورم. اسمارتيز قهوه ای بايد بخورم. بايد  
 اسمارتيز آبی بخورم. 

I have to shoot it. No No No … I have to keep 
it. 

 بايد شوت کنم. نه نه نه... بايد نگهش دارم. 

     
All in all, Sam was successful in all the skills except for manding to some degree and the 

usage of correct lexical items. Mani showed no serious problem in the above-mentioned skills 
except in filling in the blanks and manding. Hence, the researcher decided to start the course 
with receptive skills, and postponed the productive ones to the sessions when the learners feel 
ready for production.  

 
4.2 Formative assessments     

Mani plays with…(Amirali -a Persian name)

 
 
 

procedure was followed with a bottle of water and a big green bucket with a red ball inside. 
The results can be found in Table 2. It can be recognized from Sam’s sentences that he had 
problems with the correct usage of verbs. Sam used the verb “دادن” (to give) instead of “گرفتن” 
(to take), and he used the prefabricated pattern of “؟...  for (?… Do you let me) ”اجازه می دی 
every request that he wanted to make.  

It can be concluded that Mani had serious problems with manding or asking for things. He 
was not able to use a complete sentence to ask for the bottle of water. He even did not have any 
cliché way of asking for things. He, desperately, was using wrong verbs, too.  

 
Table 1: Fill in the blanks or intraverbal skill in Persian  

English translation Original Persian sentences 
Sam  
Sam ... in his bed. (slept)  (خوابيد) ... سام توی تختش 
Sam …an ice-cream. (ate)  (خورد) ... سام بستنی را 
Sam eats his food with… (a spoon)  (قاشق) .سام با ... غذا می خورد 
Sam plays with…(a ball) (توپ) .سام با ... بازی می کند  
Mani 
Mani ... in his bed. (looked) (نگاه کرد) ... مانی توی تختش 
Mani …an ice-cream. (ate)  (خورد) ... مانی بستنی را 
Mani eats his food with… (my mom) (مامانم) .مانی با ... غذا می خورد 
Mani plays with…(Amirali -a Persian name) (اميرعلی) .مانی با ... بازی می کند  

 
Concerning the receptive language skills, the assessment started with object imitation 

skills. The teacher tapped the pencil on the table and instructed the learners in Persian to do so. 
The teacher threw the ball and asked them to do so. For assessing motor imitation skills, the 
teacher stood up and jumped, clapped her hands and snapped her fingers and instructed the 
learner with the simple sentence of “Do it please.” For visual performance skills, four activities 
of matching, sorting, completing a puzzle, and designing with LEGOs were considered. Both 
participants did all of them successfully. 
 

Table 2: Manding in Persian 

English translation Original Persian sentences 
Sam  
A bean, M&M, Do you let me eat an M&M?  لوبيا، اسمارتيز، اجازه می دی اسمارتيز بخورم؟ 
Madam, do you let me give water?  خانم اجازه می دی آب بدم؟ 
Do you let me give the ball? اجازه می دی توپ رو بدم؟ 
Mani 
In summer I have to eat. I have to eat a brown 
M&M. I have to eat a blue M&M. 

تابستون بايد بخورم. اسمارتيز قهوه ای بايد بخورم. بايد  
 اسمارتيز آبی بخورم. 

I have to shoot it. No No No … I have to keep 
it. 

 بايد شوت کنم. نه نه نه... بايد نگهش دارم. 

     
All in all, Sam was successful in all the skills except for manding to some degree and the 

usage of correct lexical items. Mani showed no serious problem in the above-mentioned skills 
except in filling in the blanks and manding. Hence, the researcher decided to start the course 
with receptive skills, and postponed the productive ones to the sessions when the learners feel 
ready for production.  

 
4.2 Formative assessments     
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Concerning the receptive language skills, the assessment started with object imita-
tion skills. The teacher tapped the pencil on the table and instructed the learners in 
Persian to do so. The teacher threw the ball and asked them to do so. For assessing 
motor imitation skills, the teacher stood up and jumped, clapped her hands and 
snapped her fingers and instructed the learner with the simple sentence of “Do it 
please.” For visual performance skills, four activities of matching, sorting, complet-
ing a puzzle, and designing with LEGOs were considered. Both participants did all 
of them successfully.

Table 2: Manding in Persian

English translation Original Persian sentences

Sam 

A bean, M&M, Do you let me eat an M&M?

 
 
 

procedure was followed with a bottle of water and a big green bucket with a red ball inside. 
The results can be found in Table 2. It can be recognized from Sam’s sentences that he had 
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All in all, Sam was successful in all the skills except for manding to some degree and 
the usage of correct lexical items. Mani showed no serious problem in the above-
mentioned skills except in filling in the blanks and manding. Hence, the researcher 
decided to start the course with receptive skills, and postponed the productive ones 
to the sessions when the learners feel ready for production. 

4.2  Formative assessments
The second phase of this study started with teaching English alphabets and related 
vocabularies. 120 language items were taught via tacting skills. As Figures 1, 2 and 3 
show, Sam has nine instances of failure; however, Mani has three. Sam spent four 
sessions learning boy, carrot, cap, cow, the name of letter D, kitten, mango, and paper 
and five sessions for learning the word vase. Mani spent four sessions learning ball, 
frog, and goat. Both learners spent three successive sessions for the rest of the items. 



Journal of Exceptional People, Volume 14, Number 27, 2025		            Articles� 37

Figure 1: Tacting skill progress, phase 2

As Figures 4 and 5 show, 93 language items including numbers from 1 to 28, all Eng-
lish letters, the teacher’s name, both learners’ names, and 13 lexical items were taught 
as the writing skill. Sam had six instances of failure. He spent four sessions learning 
how to write uppercase I, lowercase l, lowercase q, and the word doll. 

Figure 2: Tacting skill progress, phase 2
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Figure 3: Tacting skill progress, phase 2

Sam, also, spent five sessions learning how to write lowercase b. He had and de-
veloped strong resistance to learning the spelling and writing of Mani’s real name; 
consequently, he Refused to write it. This was the only instance of language items that 
Sam did not learn at all. Mani had seven instances of failure. He spent four sessions 
learning how to write lowercase g, number 9, upper case M, lowercase m, lowercase p, 
and lowercase q, and he spent six sessions on lowercase b.

Figure 4: Writing skill progress, phase 2



Journal of Exceptional People, Volume 14, Number 27, 2025		            Articles� 39

It should be noted that alphabet teaching started during the 10th week. Letter writ-
ing was run parallel.
 

Figure 5: Writing skill progress, phase 2

Role-playing activities focused on language functions were integrated into the les-
son plans in week 11. Language functions can be considered as manding skills since 
most of the time the person who is involved in a dialogue will ask for something 
then he/she receives an answer. Table 3 shows the functions. As Figure 6 illustrates, 
both learners had only one case of failure, and that was about the usage of the article 
an in asking the question is it an …? They both spent four sessions learning that.

Spelling skills were introduced in the 18th week of the course. It was run parallel 
with writing the thirteen words which were the teacher’s name, learners’ names, dog, 
egg, man, cap, doll, hen, pen, book, fox, and box. Sam, as Figure 7 shows, had just 
one instance of failure which was the word book for which he needed four sessions 
to be able to spell it correctly. Besides, he did not spell Mani’s real name. Neither did 
he write it. On the contrary, Mani was 100 percent successful regarding this skill as 
Figure 7 shows.
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Table 3: Language functions

No. Language Functions No. Language Functions 

1 A. 	 Hello. What’s your name?
B. 	 Hello. I’m … 
A. 	 Goodbye.
B. 	 Goodbye. 

7 A: 	 How old are you?
B: 	 I’m ten years old.

2 A. 	 Hello. What’s your name?
B. 	 Hello. I’m … 
A. 	 Nice to meet you.
B. 	 Nice to meet you.
A. 	 Goodbye.
B. 	 Goodbye.

8 A: 	 Is it a …?
B: 	 Yes, it is. 

3 A: 	 How are you?
B: 	 Fine, thank you. And you?
A: 	 Fine, thank you.

9 A: 	 Is it a …?
B: 	 No, it isn’t. 

4 A: 	 What’s your first name?
B: 	 …
A: 	 What’s your last name?
B: 	 …

10 Is it a …?

5 A: 	 Where are you from?
B: 	 I’m from Tehran. 

11 Is it an …?

6 A: 	 What’s your address?
B: 	 18, Jordan Street.
A: 	 What’s your telephone number?
B: 	 88 78 98 12

12 How do you spell …?

13 Please write …
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Figure 6: Manding skill progress, phase 2

Figure 7: Spelling skill progress, phase 2

It is notable that Sam was not able to write doll, but he successfully spelled it as it 
can be seen in Figure 7. On the other hand, he had problems with spelling the word 
book although he faced no problems with its writing. Regarding Mani’s real name, 
Sam faced 100 percent failure in both spelling and writing it. The final results show 
that Sam had 18 instances of failure out of 239 language items which is 5.4 % of all. 
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He had 9 tacting failures out of 120, 6 writing failures out of 93, 1 role-playing or 
manding failure out of 13 and 2 spelling failures out of 13 items. Mani had 3, 7, 1 
and 0 instances of failure, respectively, which all in all is 11 out of 239 or 4.6% of all 
language items.

All through the two phases of the study, 342 language items were taught based 
on different skill types. During the first phase, 23 motor imitation language items, 
22 echoic items, 50 tacting, and 8 manding items were taught (AUTHOR). During 
the second phase, which lasted three months, 120 tacting items, 93 writing items, 
13 language functions, and 13 spelling items were taught as Table 4 shows. Sam had 
only 9 instances of failure and Mani no cases of failure during the first three months 
of the course (AUTHOR). Concerning the second phase, Sam’s cases of failure surged 
from 9 to 18 and Mani’s from 0 to 11. All in all, Sam had 27 instances of failure, and 
Mani had 11 considering both phases. 

Table 4: Instances of failure

Instances of failure

Skill type Number of language items Sam Mani

Tacting 120 9 3

Writing 93 6 7

Manding 13 1 1

Spelling 13 2 0

Total 239 18 11

Based on the general numeral findings of the study, it can be concluded that cogni-
tive intervention is more successful since among all the 342 language items which 
were taught in various skill types of motor imitation, echoic, tacting, role-playing, 
writing, and spelling, Sam had 27 instances of failure which is 7.8% of all; on the 
other hand, Mani had only 11 instances of failure which is 3.2% of all. Therefore, it 
can be concluded that cognitive intervention with about 4% fewer instances of failure 
appeared more successful than behavioral intervention. It should be noted that this 
finding can be influenced by many other environmental factors including the therapy 
sessions, art courses, school activities, parent’s guidelines and activities at home, etc. 
which are all unavoidable while having human beings as participants of a study since 
a human being cannot be placed in an experimental condition for learning. 

From a language teacher’s perspective, instances of failure in both cases are 
rare. Both learners, eventually, learned the language items. As mentioned, Sam had 
27 and Mani 11 instances of failure which does not mean that they had not learned 
these items. It, however, means that they needed more sessions to learn some of the 
items. From this viewpoint, it can be concluded that both cognitive and behavioral 
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interventions are highly effective for teaching English as a foreign language to chil-
dren with ASD. 

Based on the findings of the current study and the researcher’s intuition as the 
teacher of this study, the research team concluded that for presenting the new ob-
jectives of every session, it is better to start with behavioral intervention techniques 
but for the practice and production parts of the session cognitive interventions yield 
better results. At the same time the method of presenting the lessons, which should 
be item by item and in a piecemeal fashion, is more important than the type of in-
tervention. Accordingly, the following model has been proposed.

 

Item-based  
Method

Item-based  
Method

Behavioral  
Intervention

Cognitive  
Intervention

Presentation Practice & Production

Figure 8: A model for teaching English as a foreign language to individuals with ASD

4.3  Summative assessments
4.3.1  First summative assessment – After 3 months
The results of the first summative assessment reveal that among 23 motor imitation, 
22 echoic, 50 tacting, and 8 manding language items, the only language item that Sam 
was not able to recall was the word finger. However, Mani successfully remembered 
all items (AUTHOR).

4.3.2  Second summative assessment – After 6 months
The second summative assessment was conducted after a six-month exposure to 
English at the end of phase two. Because of high numbers of language items, this 
assessment was run in two consecutive sessions. In the first session, the first nine 
letters of the alphabet, their sounds, all their related words, all the thirteen language 
functions, as well as all the twenty-three commands, were assessed. In the second 
session, letters from J to Z, their sounds, and their written format, as well as their re-
lated vocabularies, were assessed. Sam and Mani both recalled all the language items, 
except for the words envelope and pig: Mani failed to remember them. They were able 
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to write all the English letters, and role play all the 13 language functions, regardless 
of who the initiator was. They also recalled all the commands from phase one. 

4.3.3  Peer assessment – After 6 months
Both participants attended this session together. Sam started to assess Mani the way 
that the teacher used to do. The teacher had the role of an assistant while they were 
assessing each other. Both learners were successful in using classroom language. 
They were speaking English together. Concerning the language functions, except for 
their first trial which was a failure, because they began echoing each other instead of 
reacting to one another, the rest of their conversations were successful. When Mani 
made a mistake, Sam sang the “no no no” song for him -the song that the teacher sang 
for them when they made a mistake. They were interacting in English- an instance 
of socialization that might never occur in their first language. As another activity, 
which was also performed successfully by both, the teacher asked Sam to write the 
capital letters and Mani to write the small letters on the board. Then, they were asked 
to provide the teacher with one oral example for each. Mani wrote “d” instead of “b;” 
consequently, Sam corrected him by saying “No.” Peer correction was happening 
in that session. At the end of this activity, Sam looked at Mani and said, “Give me 
a high-five.” As these instances show, natural interaction occurred between them in 
English. Hence, it can be concluded that Persian-speaking school-age children with 
ASD are capable of learning English as a foreign language. 

4.3.4  Third summative assessment – After 1 year
The third assessment was run nearly a year after participants finished their course. 
Although this session was the replication of the first language assessment admin-
istered before the course, using English as the medium of interaction instead of 
Persian during this session, can be considered as strong evidence that both learners 
can understand and communicate in English. The first obvious piece of evidence was 
the natural English greeting of learners with their teacher, and the second one was 
the natural English interaction that occurred between the teacher and each learner. 
Four letters of the alphabet were chosen randomly for the labelling step. Both learners 
remembered the letters, as well as their related words. With regard to fill-in-blanks 
or intraverbal skills, English sentences as well as Persian sentences, were chosen for 
which both learners gave correct answers. With respect to manding skill, in which 
Sam and Mani faced problems in the Persian pre-test, it can be said that they both 
successfully manded for the M&Ms and the ball in English. Sam manded for the 
ball by saying, “Let’s have ball.,” “Please ball.,” and “Give me the ball.” He asked for 
M&Ms by saying, “Please give it to me” and “Please give me chocolate.” After hav-
ing some M&Ms, he said, “These are chocolates. They are green, red, yellow, and 
blue.” Mani manded for the ball by saying, “Do you have ball?” “Give to me ball.,” 
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and “Give me the ball.” When the teacher showed him the M&M’s box, Mani said, 
“Give it to me.”

The language functions, as well as the spelling of some words, were also assessed 
in this session. Both participants were successful.

The results of this assessment session which had been held after nearly a year have 
been compatible with the previous results. Hence, this convergence of results can lead 
the research team again to this conclusion that Persian-speaking school-age children 
with ASD are capable of learning English as a foreign language. 

5  Discussion
The current research aimed to address the gap identified in the literature regarding 
teaching English as a foreign language to school-aged children who are on the au-
tism spectrum by making use of behavioral and cognitive approaches of teaching, 
and scrutinizing the issue by first investigating whether foreign language learning 
happens in them or not. Second, if learning happens, it is to what extent? Third, this 
study extended the research pertaining to a comparison of the behavioral approach 
and the cognitive approach in teaching a foreign language to these learners.

The findings of the research show that individuals with ASD have the capabil-
ity of learning English as a foreign language (Alemi, Meghdari, Mahboub Basiri, 
& Taheri, 2015; Bogdashina, 2004; AUTHOR, Padmadevi & Artini, 2017, Yahya, 
Yunus, & Toran, 2013). Exposure to a new language other than the mother tongue 
did not impede participants’ first language improvement; on the contrary, it pushed 
them to communicate with the teacher, other staff members of the language institute, 
as well as each other in both Persian and English. A study by Iarocci, Hutchison, and 
O’Toole (2017, p. 1818) confirms this finding by concluding that “second language 
exposure in children with ASD is not associated with the delay in cognitive and 
functional communication skills.” What can promote the idea of communicating 
with others is providing other peers and other staff members with disability-related 
information. As Carter, Bottema-Beutel, and Brock (2014) discuss this can lead to 
new and sustainable relationships. 

To sum up, it can be said that both behavioral and cognitive techniques proved 
to be successful. As Creswell (2007, p. 154) discusses, when a researcher engages 
with a qualitative study, he/she starts to interpret the findings. This interpretation 
can be based on “hunches, insights, and intuition.” During the process of interpre-
tation, “researchers step back and form larger meanings of what is going on in the 
situations or sites.” (Creswell, 2007, p. 154) For researchers, “these interpretations 
are seen as tentative, inconclusive, and questioning.” (Creswell, 2007, p. 154) Based 
on the researcher’s intuition and the findings of this study, a teacher who is willing 
to teach English to children with ASD can start an English course with behavioral 
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techniques, remove the reinforcements step by step, and insert tasks little by little 
to the short-term and long-term lesson plans. This approach can be followed every 
session or it can be pursued during the whole course. The whole curriculum of the 
course is not a one-size-fits-all; as a result, it should be tailored for each individual 
very patiently based on the procedural generation of the lesson plans which empha-
sizes the effects of feedback from various aspects of the course including the learner, 
teacher, materials, and physical environment. 

6  Conclusion
Item-based language teaching stands at the heart of English teaching to verbal learn-
ers with ASD. This approach can follow VBA or TBLT. Early linguistic development 
in typically developing children, as Tomasello (2000, p. 156) states, is “organized 
around concrete and particular words and phrases, not around any system-wide 
syntactic categories or schemas.” ASD children need to be triggered linguistically in 
a piecemeal fashion as they need more time for learning items of the new language.

The real-life implication of this study is that individuals with ASD should be 
given the life-altering opportunity of learning a language other than their mother 
tongue. The basic premise of research in the realm of English language teaching is 
helping all individuals learn a second/foreign language; hence, preparing them for 
future life which goes hand in hand with participating in society and having a job. 
Employment is a critical aspect of every individual’s life and it should be the outcome 
of the educational process even when students are still educating at schools (Callahan, 
Butterworth, Boone, Condon, & Luecking, 2014) so that they can have a successful 
transition to adult life. Knowing English in non-English speaking countries can be 
a great help, accordingly.

At the same time, learning a language other than the first language can help the 
promotion of self-determination and choice-making in individuals with ASD. To 
discover preferences and desires, self-determination which can meet the need of 
their autonomy is considered as the key to adult life for individuals with disabilities 
(Agran & Hughes, 2014). Learning a second/foreign language can promote self-
determination by providing individuals with disabilities with a means to have more 
choices for their future adult life. The more individuals become self-determined 
and self-regulated, the more the idea of relatedness which “addresses feelings of 
connection and closeness to significant others” (Agran & Hughes, 2014, p. 91) will 
be promoted. 

Half-way through the research, Sam and Mani began greeting each other in 
English and since that day they greeted the institute’s staff members, and other 
teachers in English. This has been one of the most significant achievement of this 
study since it demonstrates with even limited exposure to a new language, the cases 
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developed enough self-confidence or gained the necessary tool to communicate 
with others through their new identity. Although the participants in this study were 
too young to express this, some of the participants in another study conducted by 
Zerzova (2025) clearly talked about how learning a foreign language helped them 
to have higher self-confidence and lower shyness while conversing in public or with 
a foreigner. 

Although future research is needed to explore the learning path of a new language 
by individuals with autism, the following concluding principles can help future teach-
ers practically: 
•	 itemizing the language,
•	 looking at a learner as a whole with all of his/her specificities, 
•	 considering the learner’s pace of learning, 
•	 keeping track of the student’s learning process item by item, 
•	 keeping the lesson plans dynamic, 
•	 being ready to make sudden changes to the long-term or short-term schedule of 

the course, 
•	 not forcing a learner to learn the language items that he/she is not comfortable 

with; especially at the beginning of the course, 
•	 making the learner aware of any upcoming changes of the procedure or even the 

physical place of things in advance, 
•	 tailoring the material for the learner and not using the colorful and attractive 

books available in the market especially during the first year of teaching a foreign/
second language,

•	 answering the learner’s “why” questions logically and patiently, 
•	 decreasing the visual, auditory, olfactory, and tactile distractors as much as pos-

sible,
•	 providing the learner with a happy and fun atmosphere by using games and songs, 
•	 letting the learner move in the class rather than sit and learn, 
•	 preparing physically and not just mentally challenging tasks and activities for the 

learner, 
•	 and above all, being patient enough to let the learner lead the teacher in his/her 

learning process.
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Impact of mindfulness-based music therapy 
on physiological functions and subjective 
perception in college students:  
Two single case studies

(case studies)

Josefína Janková, Zdeněk Vilímek, Jiří Kantor

Abstract: Mantra singing or listening is a typical part of mindfulness-based music 
therapy. Despite its growing popularity, it lacks support in research findings that would 
demonstrate the effect of these interventions on physiological functions and subjective 
perception. The aim of these two single case studies was to investigate the potential of 
mantra singing/listening in two female university students. Methods: Participant 1 was 
diagnosed with multiple sclerosis, while participant 2 had an anxiety disorder. Both 
completed 4 therapy sessions, during which the effect of mantra singing/listening on 
heart rate variability (HRV), perceived stress, muscle tension, and fatigue was assessed. 
While HRV was measured with a VLV Lab device, other outcomes were measured with 
visual analogue scales. Results and discussion: The results indicate the potential of 
these interventions to achieve clinically significant changes in all monitored outcomes 
(the changes were most consistent in perceived muscle tension, while they were least 
consistent in perceived fatigue). However, further research on larger sets of participants, 
optimally experimental studies or quasi-experiments with a control group, is needed to 
verify the potential effect of this intervention.

Keywords: Mindfulness, music therapy, singing, heart rate variability, stress

1  Introduction
Mindfulness-based music therapy has become one of the trends in music therapy in 
recent decades, which is related to the interest in mindfulness-based interventions in 
psychotherapy. The foundations of this treatment system are based on the Buddhist 
teaching of Abhidhamma, which has been transformed into a concept culturally 
close to the Western world. Kabat-Zinn [1] defines mindfulness as a specific mode 
of attention characterized by intentional alert awareness of phenomena occurring in 



52	 Articles� Journal of Exceptional People, Volume 14, Number 27, 2025

the present moment with an attitude of acceptance and non-judgment. In the field 
of art therapies, there are a number of approaches that are based on Mindfulness 
principles [2–3].

An important part of mindfulness-based music therapy is the chanting of mantras. 
Mantras are statements, verses, or syllables that, as a tool of the mind, allow “com-
munication between individual levels of human existence and communication with 
what transcends man” [4, p. 68]. The chanting of mantras permeates the tradition 
of various healing, spiritual, and mystical approaches, especially within indigenous 
healing systems [5]. The chanting of mantras is also a typical part of some music 
therapy traditions, such as Indian music therapy [6].

The aim of previous research studies on mantra chanting has been to determine 
their effect on the nervous system [7], insomnia [8], resilience and conscience [9], 
improvement of memory and cognitive functions [10] or stress and fatigue [11]. 
Some studies deal only with the recitation of mantras, others with their singing, 
which can take place both individually and in groups. Group chanting of mantras is 
widely used in the practice of Indian kirtans and bhajans. Heinonen [12] describes 
kirtans as an experience that is associated with positive emotions, feelings of in-
creased psychological well-being and therapeutic processing of emotions in col-
lectively created musical and ritual spaces and conditions. In the case of kirtans and 
bhajans, the singing of mantras is typically accompanied by musical instruments, 
e.g. the Indian harmonium.

Despite the popularity of mindfulness-based music therapy, research on the effects 
of mantra singing is still lacking, and studies investigating some culturally specific 
and popular forms of mantras, such as bhajans and kirtans, are rare. However, based 
on previous studies [13], one can expect an effect of mantra singing and listening on 
stress and on physiological correlates of stress perception, such as heart rate vari-
ability (HRV). Therefore, we conducted two case studies to investigate the effect of 
mantra singing/listening in two female university students on HRV, subjective stress 
perception, and other outcomes (muscle tension and fatigue) that may be closely 
related to the experience of stress. Stress reduction is a highly socially relevant out-
come in this population, as stress can be a significant complication of studies with 
significant negative impacts on mental health [14]. The rationale for choosing music 
therapy as an intervention that can positively influence stress and related problems 
is based on a number of studies conducted in this area [13, 15–18].

Research questions:
• 	 What is the effect of active chanting of mantras on heart rate variability, subjective 

stress perception, muscle tension and fatigue in university students?
• 	 What is the effect of listening to mantras on heart rate variability, subjective stress 

perception, muscle tension and fatigue in university students?
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2  Methodology
To answer the questions, a descriptive research study based on two case studies 
(single-case studies) was conducted. The research took place from October to No-
vember 2023 at Palacký University in Olomouc. The study participants were informed 
about the aims and methodology of the research and signed an informed consent 
approved by the ethics committee of the Faculty of Education of the University of 
Olomouc (B-23/07). Their participation in the study was voluntary and all research 
data were processed anonymously.

The inclusion criteria for inclusion in the study were a previous positive ex-
perience with chanting mantras and voluntary participation in the research. Two 
full-time students at Palacký University in Olomouc were selected. Both girls were 
21 years old. Participant 1 had been diagnosed with multiple sclerosis, but her condi-
tion was fully stabilized and there were no symptoms of the disease during the study 
(medication Gilenya). In her free time, she taught yoga and has experience with 
chanting mantras from her own yoga practice and under the guidance of a lecturer. 
During the study, she did not actively participate in the chanting, she only listened. 
Participant 2 had been diagnosed with an anxiety disorder (medication Venlafaxine 
and Trittico), she attended psychotherapy, needed a lot of rest and space for herself. 
Anxiety states did not occur regularly. She had experience with singing in a choir, 
but also from practicing yoga. She liked to sing and actively participated in chanting 
mantras during the study.

Music therapy exercises were applied in the form of 4 interventions over a pe-
riod of one month. Each intervention lasted 20–25 minutes, starting with introduc-
tory breathing techniques, followed by the chanting of the ÓM mantra and two 
other mantras accompanied by an Indian harmonium. The intervention took place 
in a soundproof and undisturbed environment of a research laboratory, which was 
functionally and aesthetically adapted for research purposes. During the interven-
tion, participants sat on a carpet, the room was well ventilated and glasses of water 
were available to the participants at all times.
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Procedure of the measurement and music therapy exercises (max. 55 minutes)

1) QUESTIONNAIRE
BEFORE

2 MINUTES 12 MINUTES 20–25 MINUTES 12 MINUTES 2 MINUTES 2 MINUTES

2) PRE-TEST 
MEASUREMENT

3) MEASUREMENT
DURING THE 
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AFTER

6) AUDIO 
RECORDING-VERBAL 

REFLECTION
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down
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after 
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visual analogue 
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• �Bodily 
perceptions

• �Emotional 
experiencing

• �Mental 
associations

Figure 1 Flow of the research procedure at each meeting

Outcomes monitored:
• 	 Heart rate variability – measured with the VLV Lab device [19] through an or-

thostatic test with a standing phase (5 minutes) and a lying phase (7 minutes, 
including a change of position).

• 	 Subjective perception of stress, muscle tension throughout the body and fatigue 
(measured using visually analogue scales with segments in the range of 10 cen-
timeters with a minimum at point 0 on the left side of the segment [20].

• 	 Experience with the intervention through verbal reflection after the end of the 
post-intervention measurement. An audio recording of these reflections of the 
participants was made, which was subsequently transcribed and analyzed.

The course of the research procedure during each meeting is shown in Figure 1. In 
addition, the effect of the intervention on long-term stress perception was assessed 
in both participants using the ten-item version of the Czech version of the Perceived 
Stress Scales [21]. The PSS-10 was administered before the start of the research study 
(at the beginning of the first meeting) and at the end of the study (at the end of the 
last meeting).
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3  Data analysis
The data for all outcomes were evaluated descriptively, with the clinical significance 
of the changes assessed. The SWC (smallest worthwhile change) method was used to 
evaluate HRV. The standard deviation (SD) was calculated from the pre-test values, 
which captures the inter-subject variability (the difference found in one participant 
in multiple repetitions of the same or similar intervention). SWC is calculated from 
this according to the formula 0.5 x SD. SWC then serves as a criterion for substantive 
significance, according to the assessment of post-pre test differences. If the difference 
is less than SWC, then it is clinically insignificant. If it is greater than or equal to 
SWC, then it is clinically significant. A coefficient of 0.5 is suitable for HRV indica-
tors [22]. RMSSD (Root Mean Square of Successive Differences) is the root mean 
square of the differences between consecutive heart rate intervals. This parameter 
expresses the activity of the vagus nerve and is related to the parasympathetic activ-
ity of the nervous system. Higher RMSSD values ​​indicate the predominance of the 
parasympathetic (part of the autonomic nervous system) and a greater reserve of 
the organism for adaptation to stress and strain. VS (HR) indicates the heart rate 
indicator during the measurement. The hypothesis before starting the research study 
was that singing and listening to mantras would stimulate the predominance of the 
parasympathetic from the point of view of regulating the autonomic nervous system, 
i.e. higher RMSSD values.

For all measurements on visual analogue scales, the differences in data between 
pre-test and post-test were analyzed. For the interpretation of clinically significant 
differences, we found evidence in the literature only for pain measurements, and even 
in this case there are significant differences between the individual recommenda-
tions – according to the systematic review by Olsen, Bjerre, Hansen et al. [23], this 
is a range of 8–40 mm for the absolute minimum clinically significant difference. 
Therefore, we decided to set the clinically significant difference for these case studies 
at min. 13 mm, as this threshold was perceived as a meaningful and important change 
for our outputs by consultants in the field of clinical psychology. Transcripts of the 
participants’ verbal reflections were processed through thematic analysis.

4  Results
Participant 1, who only listened to mantras during the study, had clinically significant 
changes in HR measurements during the second, third, and fourth sessions, both in 
the standing and supine positions (results from the first session are not available for 
technical reasons). RMSSD measurements were clinically significant in the stand-
ing position during the first and third sessions and in the supine position during the 
second. Participant 2, who actively chanted mantras during the study, had clinically 
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significant changes in both HR and RMSSD measurements during the second and 
third sessions, both in the standing position. Lying down measurements showed 
clinically significant changes in HR and RMSSD measurements during the third 
session and in RMSSD only during the fourth session (data on HRV measurements 
are in Appendix 1).

The results of the measurements on the VAS scales are presented in Table 1. In 
the case of the results of the subjective experience of stress, the highest levels of stress 
occurred during the pretests at the first two meetings, as a result of which the largest 
difference between the input and output values ​​was also measured. At the beginning 
of the study, the level of stress from the unknown and new could be manifested, when 
the research participants did not know exactly what to expect. During the meetings, 
the level of stress decreases for both research participants (it is lowest during the 
last meeting), while in the last three meetings the difference in values ​​for the second 
participant was no longer clinically significant.

The results for muscle tension show a recurring trend that muscle tension sig-
nificantly decreases after the intervention in both participants. The only exception 
is the third intervention in participant 1, when the data shifted to a negative value 
(increase in muscle tension after the intervention). Participant 1 explained this in 
her verbal reflection by experiencing cold during the intervention.

The subjective experience of fatigue differed between the two participants. Both 
participants experienced at least one clinically significant reduction in fatigue, but 
in participant 2, fatigue even worsened twice (participant 2 actively sang during the 
intervention).

Table 1: Measurement results on visual analogue scales

Date Participants Pre-test/post-test Difference Clinical significance

VAS – stress (measured in mm; 0 = min.; 100 mm = max.)

09 October 2023 1 70/11 59 

16 October 2023 1 87/30 57 

30 October 2023 1 48 /33 15 

13 November 2023 1 17/3 14 

Mean 1 55.5/19.25 36.25 

09 October 2023 2 76/30 46 

16 October 2023 2 71/62 9

30 October 2023 2 61/55 6

13 November 2023 2 25/24 1

Mean 2 58.25/42.75 15.5 
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Date Participants Pre-test/post-test Difference Clinical significance

VAS – muscle tension (measured in mm; 0 = min.; 100 mm = max.)

09 October 2023 1 57/56 11

16 October 2023 1 70/19 51 

30 October 2023 1 30/44 –14 Significantly worse

13 November 2023 1 29/14 15 

Mean 1 46.5/33.25 15.75 

09 October 2023 2 59/8 51 

16 October 2023 2 52/25 27 

30 October 2023 2 47/7 40 

13 November 2023 2 39/28 11

Mean 2 49.25 /17 32.25 

VAS – fatigue (measured in mm; 0 = min.; 100 mm = max.)

09 October 2023 1 86/75 11

16 October 2023 1 30/24 6

30 October 2023 1 87/71 16 

13 November 2023 1 56/46 10

Mean 1 67.75/54 10.75

09 October 2023 2 51/51 0

16 October 2023 2 46/50 –4

30 October 2023 2 56/62 –6

13 November 2023 2 61/38 23 

Mean 2 53.5/50.25 3.25

The Perceived Stress Scale (PSS-10), which was assessed at the beginning and then 
at the end of the study, was used to determine the possible long-term impact of the 
intervention on stress. Participant 1 increased from 19 to 21 points (+2 points), while 
participant 2 decreased from 28 to 24 points (–4 points). Thus, both participants were 
predominantly in the medium level of stress during the study, which is defined by 
points 14–26 [21]. The impact of the intervention on the perception of stress in the 
long term was not confirmed, but the results must be interpreted with considerable 
caution. The participants were before their university exams (participant 2 also after 
breaking up with her partner), and therefore stress and increased demands may have 
been more pronounced for them than at other times during the year. Questionnaire 
data for both participants are available in Appendix 2.

The participants’ statements during verbal reflections concerned:
• 	 Bodily sensations: Participants similarly described in which parts of the body they 

felt the vibrations of the mantras: “OM vibrated the most in the chest; during OM 
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and the first mantra, a pleasant feeling around the heart and in the chest, a kind 
of tingling…” (participant 1). After chanting the mantras, there was a feeling of 
relaxation (typically described in various parts of the torso), a relaxation of the 
back, a pleasant pressure between the eyebrows, etc. After some interventions, the 
participants experienced cold, which can be explained by a decrease in metabolic 
activity during relaxation.

• 	 Mental activities: During chanting, both participants typically experienced mental 
peace, even a state of no thoughts: “I completely switched off today, I didn’t really 
think about anything; I just felt comfortable doing nothing.” (Participant 1). How-
ever, in moments of silence, e.g. after the mantra chanting had ended, stressful 
thoughts occurred more frequently (usually in Participant 2, who suffered from 
anxiety).

• 	 Associations, e.g., to another friend with whom they sang a specific mantra 
(participant 2), the dynamic nature of the mantras (participant 1), instructions 
(participant 2), and fear of the new (participant 1) or feelings of boredom (par-
ticipant 2).

4  Discussion
The case studies described above offer the following conclusions:

Listening to mantra chanting (Participant 1) produced clinically significant chang-
es in HR measurements during the second to fourth sessions (standing and supine 
in the orthostatic test) and clinically significant changes in RMSSD at the first and 
third measurements (standing) and at the second measurement (supine). These key 
HRV parameters indicate activation of the parasympathetic part of the ANS, which 
is associated with relaxation of the individual [24]. These results correlated with 
a reduction in subjective stress perception (clinically significant differences in all 
measures) and to a large extent also with a reduction in muscle tension and fatigue, 
although the results here were more heterogeneous.

Active chanting of mantras (participant 2) can be compared to the technique of 
slow singing, which, unlike regular singing, helps to activate the parasympathetic 
part of the ANS [25]. Also, the study by Harbola [11], which investigated the effect of 
chanting of mantras, shows similar trends in the effect of active chanting of mantras 
(mantra japa) on reducing the perception of stress. We also expected similar trends 
in relation to therapeutic listening to chanting of mantras (participant 1). According 
to a recent systematic review [26], therapeutic listening has a significant effect on 
the activation of the parasympathetic part of the ANS, although this systematic re-
view examined a wider range of musical interventions than just mantra listening. 
However, this trend of influence on HRV is very typical for sedative and relaxation 
music in general [13].
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In relation to muscle tension, previous studies [27] have suggested that group singing 
may have an effect on lower muscle tension scores. Both participants in this study 
show a similar trend, with both singing and listening to mantras typically decreas-
ing muscle tension after the intervention, in most cases with a clinically significant 
difference. Although previous studies support the effects of both mantra singing [11] 
and therapeutic listening [28, 29] on reducing fatigue, in this study the effect of the 
intervention on perceived fatigue was ambiguous. While participant 1 consistently 
experienced a reduction in fatigue after each intervention, this trend was inconsist-
ent for participant 2. Furthermore, verbal reflections suggest that the intervention 
may have induced a meditative state of mind similar to flow, in which participants 
experienced reduced mental activity. This state is typical of the meditative experience 
with music, such as in body-monochord therapy [30]. Participants also experienced 
characteristic changes in body perception, which is also typical of the effects of music 
and vibrations [31].

For further research into the effects of mindfulness-based music therapy, consist-
ent research focusing on different techniques of listening/chanting mantras could 
be recommended based on the results of this study. The effect of the intervention 
implemented in this study suggests the potential of these techniques also for clinical 
practice, as the participants in this study were diagnosed with multiple sclerosis (par-
ticipant 1) and anxiety disorder (participant 2). In particular, within the framework 
of psychiatric treatment, the potential of mantra intervention can be used to reduce 
stress and increase self-regulation and self-control of patients. These techniques are 
of course applicable in a much broader context of health care, stress management, etc.

The results of this study should be interpreted with caution due to its limitations, 
which are given by the small number of participants, the case study design and the 
descriptive nature of the study. No external control was obtained to compare the 
results (with the exception of pre and post measurements on the participants them-
selves) and factors emerged during the research that could not be controlled for (e.g., 
the experience of the participants between the individual interventions, the possible 
influence of the presence of menstruation and other factors that affect HRV). The 
results of the two cases (and therefore the results of the two interventions) cannot 
be compared due to the different clinical status of the participants.

5  Conclusion
These two case studies in female university students found the potential of chanting 
and listening to mantras to increase parasympathetic ANS activity, reduce perceived 
stress and muscle tension (results in relation to fatigue are less consistent). Given the 
limited availability of conclusions regarding the mantra intervention, the results of 
these two case studies may be useful in guiding further research needed in this area 
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to demonstrate the impact of this intervention on heart rate variability (in terms 
of promoting parasympathetic activity), on perceived lower levels of stress, muscle 
tension and fatigue.

The authors declare that there was no conflict of interest in the conduct of this 
study and the authors received no financial support from any external source.

Appendix 1, Appendix 2: https://osf.io/xvtbw/
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A case study of a child with orofacial cleft 
from the perspective of speech and language 
therapy intervention

(case study)

Alena Hlavinková, Markéta Šmerková, Kateřina Vitásková

Abstract: The primary focus of this article is a case study of a child diagnosed with an 
orofacial cleft. The primary objective of this study is to analyse the effectiveness of the 
speech and language therapy intervention implemented over a period of 14 months. In 
the initial entry, the basic and essential anamnestic data of the examined child are sum-
marised. A significant area of focus is the determination of initial and final diagnoses of 
communication ability. The central section is dedicated to a comprehensive exposition 
of the direct speech and language therapy intervention, including diagnostic tools used, 
assessment procedures and assistive devices.

Keywords: case study, speech and language therapy intervention, speech and language 
therapy diagnosis, child with orofacial cleft, orofacial cleft

1  Introduction to the issue
It has been reported that orofacial clefts are among the most prevalent congenital 
developmental defects in humans. In the Czech Republic, the prevalence of orofacial 
cleft is approximately one in 600 live births (Koťová, 2024). The consequences of this 
condition are not limited to physical appearance. It has been demonstrated that it can 
also have a significant impact on an individual’s ability to process food through the 
orofacial system and to develop communication skills (Šmerková, 2025).

Abnormalities in development and disorders manifest in the domains of artic-
ulation, respiration, phonation, and speech resonance, necessitating tailored and 
customized speech and language therapy interventions (refer to Kerekrétiová, 2008 or 
Oravkinová, 2018 for further details). This is part of a comprehensive intervention for 
orofacial clefts, which includes targeted preventive, diagnostic, and therapeutic pro-
cedures (Fiala et al., 2017). A systematic study employing meta-analysis of individual 
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measurements of speech production, language ability, intelligibility of oral speech, 
and patient-reported outcomes was conducted by Sand, Hagberg, & Lahmander 
(2022). The results indicated that the incorporation of speech and language thera-
py (SLT) in the treatment of orofacial clefts can result in substantial enhancement 
in speech production for most individuals with orofacial cleft palate (up to 87%), 
although only 10–34% achieve the same level of speech production as their peers.

The subsequent text is designed to offer a thorough and comprehensive overview 
of the subject matter. In this article, we present a case study of a boy with a complete 
or total orofacial cleft palate affecting both the primary and secondary palate (see, 
for example, Fiala et al., 2017). Specifically, it is a total right-sided cleft of the lip, jaw, 
hard and soft palate. At the time of the initial diagnosis, the child was 28 months old, 
and at the time of the final diagnosis, he was 41 months old, meaning that a total 
of 14 months of the child’s development was observed. In the period between the 
initial and final diagnoses, the child underwent speech therapy intervention aimed 
at developing auditory perception and oromotor and articulation skills. The study 
was developed as part of Markéta Šmerková’s diploma thesis defended in May 2025 
(Šmerková, 2025).

From a methodological point of view, the main objective of the study was to eval-
uate the effectiveness of SLT intervention in the child with an orofacial cleft between 
the age of 28 and 41 months. The specific objectives were:
–	 To collect and describe the medical history of the child under observation.
–	 To implement and describe direct speech therapy intervention in the child under 

observation, including the aids used.
–	 To analyse and evaluate the communication skills of the child under observation. 

As part of the research investigation, a combination of qualitative and quantitative 
methods was used in the sense of a mixed research design – anamnestic investigation, 
observation, and application of selected diagnostic tools.

2  Description of the current state and case history 
Medical History
The observed boy was born during the second pregnancy. According to the moth-
er’s statement, the pregnancy was planned and without complications. The infant’s de-
livery occurred at the anticipated time and was spontaneous. (40th week + 6 days of 
gestation), Apgar score was 10-10-10, birth weight was 3530 grams, and birth length 
was 54 cm. The parents learned of the possible presence of a orofacial cleft in the 
child at 21st week of pregnancy. The lip surgery was performed on the 11th day after 
birth and the palate surgery eight and half months after birth. The child is under the 
care of a paediatrician, an otolaryngologist, a plastic surgeon, and, since the age of 
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31 months, also a clinical speech and language therapist. For a brief period, he was 
also under the supervision of a physiotherapist. No genetic predisposition has been 
identified within the family. 

No discrepancies were observed in psychomotor development when compared 
to established norms. According to the anamnestic questionnaire, the boy began 
crawling at the age of 7 months, achieved independent sitting without support at 
the age of 9 months, and attained independent walking without support at the age 
of 11 months. At the age of 24 months, the child demonstrated increased confidence 
in walking and running and began to ascend and descend stairs with his feet.

The boy presented with a complex cleft palate, which resulted in significant feed-
ing difficulties. After birth, the infant was unable to suckle. The bottle used for this 
purpose was equipped with a bottle nipple. The commencement of infant formula 
supplementation and spoon-feeding occurred at 4 to 5 months of age. Solid foods, 
such as vegetables and meat, were introduced to the subjects at 7–8 months of age. 
At the age of 18 months, the boy began to consume beverages from a cup.

In relation to the enhancement of communication skills, the following assertion 
has been proffered by the child’s mother. During the preverbal communication pe-
riod, a so-called imitative form of vocalisation, also known as “babbling”, emerges, 
indicating the use of acoustic (or acoustic-visual) feedback, present around the age 
of 6–7 months. The boy began to utilise gestures as a means of communication from 
the age of 7–8 months and waving and clapping emerged as a mode of expression 
from the age of 11 months. At two years of age, the boy showed great interest in com-
munication and attempted to repeat words or hand gestures. Communication was 
primarily non-verbal. For example, he would grab an adult’s hand and lead them in 
the desired direction. He responded to simple verbal instructions (“Sit down.”, “Pass 
me…”, “Show it to granny.”, and “Put the toy back in the box.”). Vocal speech clearly 
predominated in verbal communication – he omitted most consonants, e.g., in the 
case of the word “kykyryký” ( IPA transcription: [ˈkɪkɪrɪkiː] – means “cock-a-doodle-
doo”, as onomatopoeic word), it was articulated [i-i-i-i], “taky” (IPA transcription: 
[ˈtakɪ] – “also”) produced as [a-i], “kačenka” (IPA transcription: [ˈkat͡ ʃɛŋka] – means 
“duckling”) as [a-e-a]. Of the consonants, he produced the sound m (IPA: [m]) best 
and exceptionally also the sounds of Czech n ([n]), ň, ([ˈɲ]), and j ([j]).

3  Speech Therapy Intervention
The total duration of the SLT intervention was 14 months, with sessions held twice 
a month. Each session lasted one hour and took place in an informal setting outside 
the home without the parents present. 

The first step was to establish cooperation with the child, find out his interests 
and favourite activities, and motivate him to cooperate. Motivational, supportive, 
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illustrative, recording, and multi-purpose aids were used (Vitásková, 2025). The fol-
lowing strategies were used during the intervention: creating opportunities, simple 
speech, modelling, and verbal bombardment. In addition, good questions were al-
ternated and asked.

Between the age of 24 and 27 months, the main objective was set – to establish 
cooperation and motivate the boy to communicate. The development of his social 
skills, thinking, motor skills, food intake, communication, and play was observed. 
Auditory perception was also developed, with a focus on localizing and recognizing 
sounds. Imitation of basic orofacial movements and teaching blowing, which the boy 
was unable to do, were also supported.

  
Figure 1: A frog-shaped mirror and motivational cards depicting some basic movements 

of the speech organs (source: Šmerková, 2025, p. 46)

Between the age of 28 and 30 months, we focused primarily on fixing and automat-
ing the sound M, which the boy was omitting. We also developed oromotor skills 
and focused on the strength of the lip closure – holding a spatula between the lips. 
We also encouraged blowing – for example, blowing on dried flowers or blowing 
into water using a straw.

Between the age of 31 and 33 months, The SLT intervention was focused on en-
hancing jaw and lip strength, as well as on the oral direction of the expired air stream. 
We also focused on strengthening the jaw (see Figure 2). A wooden spatula was used 
to strengthen the lips and bilabial closure, and at the same time, cheek puffing was 
practised. An activity aimed at holding a button on dental floss in the oral cavity in 
the space between the teeth and lips behind the place of bilabial closure and printing 
lips painted with red lipstick on paper was also included. It was considered essential 
to complement the training with the intentional expiration of air through the mouth, 
in combination with the articulation of oral bilabial sounds “p” (IPA: ([p]) and “b” 
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(IPA: [b]). However, according to Oravkinová (2022), during early intervention, we 
do not teach the child isolated sounds, but use meaningful words with the target 
sound (e.g., “papá” (IPA: [ˈpa.paː] – means “bye”), “pipi” (IPA: [pipi] – means “little 
hen”), “Pepa” (IPA: [ˈpɛpa] – means “Joe”), “babi” (IPA: [ˈbabiː] – means “granny”), 
“bubák” (IPA: [ˈbubaːk] – means “bogeyman”), etc.). The method of nasal occlusion 
using a nasal clip was also tried. 

Figure 2: Red chewing tube (taken from logopediecervenkova.cz, in Šmerková, 2025, p. 48)

Between the age of 34 and 36 months, SLT intervention focused on stimulating 
tongue movements in all directions within the oral cavity and strengthening the 
tongue muscles. Another important activity was to hold the tip of the tongue behind 
the lower incisors (a prerequisite for the correct formation of the sounds k, g, ch (IPA: 
/k/, /g/, /x/). We used a stick, which the boy had to hold between the tip of his tongue 
and his lower lip. Exercises for tongue elevation and short-term fixation of the tip 
behind the upper incisors were also included. We continued with exercises focused 
on blowing through a straw into a thickened liquid, and the use of a therapeutic 
whistle was also included. The primary objective was to strengthen the muscles in 
the orofacial area, direct the exhaled air flow orally, and gradually prolong it.

Between the age of 37 and 39 months, articulation therapy focused on the pro-
duction/fixation of the sounds p, b, t, d, and the production of the sound k came to 
the fore. The sound p was first found in the final position so that its pronunciation 
could be eliminated from the word and with minimal action, i.e., “blowing” into the 
palm (e.g., “ka-p” (IPA: /kap/ – means “drip”), “ko-p” (IPA: /ˈkop/ – means “kick”), 
“ho-p” (IPA: /hɔp/ – means “leap”), “zi-p” (IPA: /zɪp/ – means “zip”), “co-p” (IPA: 
[ˈt͡ sop] – means “braid”), “mo-p” (IPA: /ˈmɔp/ – means “mop”). Soon, other positions 
of the sound in the word were also used and the sound was fixed. The sound b was 
spontaneously derived from the sounds p and m.

 

 
        DRIP (DRIPPING)                 KICK (KICKING)	                              LEAP	                        ZIP	           BRAID	                                MOP

Figure 3: Example of stimulus material used in teaching/fixing the sound “p”  
(taken from www.arasaac.org, modified, in Šmerková, 2025, p. 50)
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Subsequently, the sounds t and d were derived (using the interdental method when 
whispering t with the tip of the tongue placed between the teeth). Another sound was 
k, which the child was able to pronounce in some words only in the final position.

Between the age of 40 and 41 months, further exercises focused on the orofacial 
area were carried out – sucking paper through a straw and transferring it, puffing 
the cheeks, and auditory differentiation. 

4  Speech therapy diagnosis and its results
For diagnosis purposes, developmental scales (Strassmeier, 2011), graphomotor 
skills assessment according to Bednářová (2015; 2022), orofacial motor skills assess-
ment according to Oravkinová (2018), the Isolated Oral Movements Test (LaPointe, 
Wertz in Lechta, 1987) and MFT 4–8 sTArs (2024), speech comprehension assess-
ment according to Lechta et al. (2003), and comprehension assessment according to 
Bednářová (2015) were used. The Brief Children’s Vocabulary Questionnaire (SDDS 
16–42) was used to diagnose vocabulary (Smolík, Bytešníková, 2017), and speech 
intelligibility was mapped using the ICS questionnaire “Scale for assessing speech 
intelligibility in context” (McLeod, Harrison, and McCormack, 2012; Vitásková et al. 
2023). To determine resonance, we used the Bardach assessment (1984 in Kerekré-
tiová, 2008), and for the VFM (velopharyngeal mechanism) assessment, we used the 
cheek puffing test, the water blowing test, and perceptual assessment.

Initial Diagnosis
As already mentioned, the initial diagnosis was made at the age of 28 months. As 
part of this, we mapped areas related to motor skills, orofacial motor skills, lexical-se-
mantic language level, articulation and speech intelligibility, speech resonance, and 
VFM. The tests mentioned above were used. Here we present the results, which are 
discussed in more detail in Šmerková (2025). 

The results show that the level of gross and fine motor skills and graphomotor 
skills was appropriate for the child’s age. The boy was able to perform basic self-care 
activities and simple orofacial movements were also performed correctly – open-
ing the mouth (mandibular depression), smiling (bilateral bilabial extension), and 
sticking out the tongue (lingual protrusion). On the other hand, the selected muscle 
activity of the jaw, lips, and tongue appeared to be limited. Chewing pieces of food 
took longer, lip protrusion was only slight, as was smiling with bared teeth. It was also 
very difficult for him to “bite” his lower lip and puff out his cheeks. When protruding 
his tongue, the tip was directed downward. Lingual lateral movements and lingual 
elevation were problematic. 

With respect to the comprehension of speech, the boy has demonstrated an 
understanding of a select number of isolated words. The subject did not adhere 
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to more complex instructions, partly due to his young age. According to the Brief 
Children’s Vocabulary Questionnaire (Bytešníková, & Smolík, 2022; Smolík, 
& Bytešníková, 2017) completed by his mother, the boy says 20/40 words and un-
derstands 29/40 words. His production level corresponds to average to below-average 
values (25th–50th percentile) and his comprehension level is below average but still 
within the normal range (15th–25th percentile). 

Table 1: Sample of SDDS 16–42 questionnaire completed at the age of 28 months 
(questionnaire authors: Smolík, Bytešníková, 2017, in Šmerková, 2025, p. 41–42)

SDDS 16–42 (Brief Children’s Vocabulary Questionnaire)

Word He says He understands Word He says He understands

1 Cock-a-doodle-doo x x 21 Sky x

2 Good night x x 22 Tree x x

3 Car x x 23 Evening x x

4 Crayon x 24 Here x x

5 Marmalade 25 A lot

6 Roll x x 26 Mine x x

7 Pea 27 Where x

8 Clothing x 28 None

9 T-shirt x x 29 Long

10 Shower x 30 Dry

11 Window x 31 Small x x

12 Drawer x 32 Want x

13 Brush x x 33 Go x x

14 Nose x x 34 Give x

15 Nail x x 35 Break

16 Friend 36 Cry x x

17 Granny x x 37 Throw x x

18 Dog x x 38 Repair

19 Turtle x x 39 Live

20 Fox x x 40 Finish

In total he says: 20/40
In total he understands: 29/40

Vowel speech predominated in oral speech production of the child. Among the Czech 
consonants, the sounds represented by m, n, ň, j, and h were the only ones observed 
in the child’s speech, and even then, these sounds were not consistently articulated. 
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A considerable problem is the production of sounds which require high intraoral 
pressure. The elision of consonants is directly related to speech intelligibility. This 
was evaluated using the ICS questionnaire “Scale for assessing speech intelligibility 
in context”. According to the results of the ISC questionnaire at the age of 28 months 
(taken from McLeod, Harrison, and McCormack, 2012, in a version translated and 
adapted by Šmerková, 2025, in Šmerková, 2025, p. 43; the process of adaptation of 
Czech version (ICS-Cz) of the ICS scale with personal permission of dr. Sharynne 
McLeod see more Václavíková & Vitásková 2019 or Vitásková et al., 2023, e.g), it is 
clear that the average total score in the applied numerical assessment (1–5) is 2.6, 
which corresponds to a movement between the scores rarely (2) and sometimes (3).

The level of speech resonance was assessed as moderate to severe hypernasality. 
The results show, for example, that the boy was unable to puff his cheeks, and it took 
him excessive effort to blow bubbles into the water through a straw. The activities 
were accompanied by increased effort and audible nasal emission. 

Final Speech Therapy Diagnosis
The definitive diagnosis was determined at the age of 41 months. The same areas that 
were observed during the initial diagnosis were evaluated.

In summary, the findings demonstrate a clear correspondence between the levels 
of gross and fine motor skills and the age of the child. Positive results were recorded 
in drawing. In terms of orofacial motor skills, the boy mastered the correct vertical 
movement of the lower jaw (mandibular depression). Lateral labial movements were 
only slight, and lip protrusion and wide extension of closed lips were performed 
partially. However, the upper lip showed lower mobility. Lingual movements were 
performed almost adequately – the child was able to “bite” his lower lip, puff out his 
cheeks, blow out air (in the form of oral expiration with conscious involvement of 
the lips), and cough consciously.

According to the assessment provided by Šmerková (2025), the boy understood 
verbs, sentences/instructions – e.g., “Show me what we do when our hands are dirty.” 
According to the Brief Children’s Vocabulary Questionnaire completed by his mother, 
he said 37/40 words and understood 38/40 words. His production corresponded to 
the average (50th percentile) and his comprehension to average to below-average 
values (25th–50th percentile). 
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Table 2: Sample of SDDS 16–42 questionnaire completed at the age of 41 months 
(questionnaire authors: Smolík, Bytešníková, 2017, in Šmerková, 2025, p. 58)

SDDS 16–42 (Brief Children’s Vocabulary Questionnaire)

Word He says He understands Word He says He understands

1 Cock-a-doodle-doo x x 21 Sky x x

2 Good night x x 22 Tree x x

3 Car x x 23 Evening x x

4 Crayon x x 24 Here x x

5 Marmalade x x 25 A lot x x

6 Roll x x 26 Mine x x

7 Pea 27 Where x x

8 Clothing x x 28 None x

9 T-shirt x x 29 Long x x

10 Shower x x 30 Dry x x

11 Window x x 31 Small x x

12 Drawer x x 32 Want x x

13 Brush x x 33 Go x x

14 Nose x x 34 Give x x

15 Nail x x 35 Break

16 Friend x x 36 Cry x x

17 Granny x x 37 Throw x x

18 Dog x x 38 Repair x x

19 Turtle x x 39 Live x x

20 Fox x x 40 Finish x x

In total he says: 37/40
In total he understands: 38/40

The phonetic repertoire contained 22 sounds: 5 vowels, 5 consonants already present 
at the initial diagnosis (Czech m, n, ň, j, h) and another 12 consonants (Czech p, b, f, 
t, d, k, g, c, s, č, ch, l). The newly acquired consonants were produced inconsistently. 

Speech intelligibility was analysed using a scale assessing speech intelligibility in 
context, which was completed by the child’s mother. The total score is 27/30 points, 
the average score 3.86/5 points. It is therefore clear that the listener “usually” (score 3) 
or “sometimes” (score 4) understands the boy. However, Šmerková (2005) points out 
that, according to her own subjective assessment, speech intelligibility at the age of 
41 months was still poor, especially during longer spontaneous speech.

Assessments were conducted to evaluate the ratio and the quality of orality and na-
sality. According to results of Gutzman’s A-I test, Czermak’s test, Nadoleczny’s cheek 
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puffing test (see more Kerekrétiová, 2008, e.g.), and the water blowing test, the 
boy’s resonance was assessed as a mild degree of hypernasality. For example, the 
boy repeatedly pronounced the vowels a and i, but there was no significant difference 
in the phonation of the sound I, and therefore the test result is not positive. In the 
Czermak’s test, he pronounced the oral sound with a small mirror placed under his 
nose. There was obvious slight fogging of the mirror, which may indicate mild hyper-
nasality. The boy was able to puff his cheeks, which, according to Oravkinová (2018), 
may or may not indicate VFM functionality. Children with VFM can compensate 
by raising the root of the tongue to the palate. The boy was able to create a relatively 
strong expiratory airflow and enough bubbles with a straw. At the same time, how-
ever, a slight air leak through the nose was audible. When drinking water through 
a straw, limited suction was observed, which was laborious and slow. However, these 
difficulties may also be related to the overall level of muscle tone in the orofacial area.

Comparison of Initial and Final Diagnoses
The improvement in oral motor skills is evident in the table below.

Table 3: Comparison of the results of orofacial motor skills assessment tests taken 
from LaPointe, Wertz (in Lechta, 1987) and MFT 4–8 sTArs (2024) in Šmerková, 
2025, p. 63)

Organ Performance

Initial examination
(age of 28 months)

Final examination
(age of 41 months)

Score
(0–4)

Average score 
(0–4)

Score
(0–4)

Average score 
(0–4)

Jaw
Open and close mouth 4

2
4

2.5
Lateral movements 0 1

Lips

Rounded, puckered, closed 1

2

2

2.75
Rounded, puckered, open 2 3

Wide-apart, pressed 4 4

Wide-apart, open 1 2

Teeth
Click teeth 2

1
4

3.5
Bite the lower lip 0 3

Tongue

Tongue straight out 2

2

3

3

Tongue straight up 0 2

Tongue straight down 4 4

Tongue to the right 2 3

Tongue to the left 2 3

Other Puff cheeks – do “pu” 0 2 4 4
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On the lexical-semantic level, the boy demonstrated enhanced performance in 
both active and passive vocabulary. According to the Brief Children’s Vocabulary 
Questionnaire, the number of actively used words in spoken language increased by 
17 (from 20/40 words to 37/40 words), which corresponds to a developmental shift 
from the 25th–50th percentile to the 50th percentile. In the area of word compre-
hension, Šmerková (2025) recorded a shift from 29/40 words to 38/40 words, which 
corresponds to a shift from the 15th–25th percentile to the 25th–50th percentile 
(Šmerková, 2025, p. 63). 

The phonetic repertoire was also expanded. Specifically, this involved 12 oral 
sounds requiring intraoral air pressure – Czech p, b, f, t, d,, k, g, c, s, č, ch, l. However, it 
should also be added that most of these consonants were not pronounced in all words 
or in all positions. In spontaneous speech, these sounds were often eliminated. “…The 
average score for speech intelligibility in context (according to the ICS questionnaire) 
increased from 2.6/5 (the listener understands the child “rarely” to “sometimes”) to 
3.86/5 (the listener understands the child “usually” or “sometimes”). The boy’s mother 
understood his speech “usually” in both examinations. According to our assessment, 
speech was less intelligible during longer spontaneous speech or when producing less 
frequent words, even in the final diagnosis…” (Šmerková, 2025, p. 64).

An examination of hypernasality reveals that, across a scale ranging from –1 to 
+5, there has been a decline from a level of +4.5 (moderate to severe hypernasality) 
to a level of +3 (mild hypernasality).

5  Discussion and conclusion
The results of the SLT intervention conducted on the child demonstrate the efficacy 
of early, systematic, and interdisciplinary speech therapy interventions in children 
with cleft palates. These findings underscore the significant positive impact of such 
interventions on the developmental outcomes of these children. Sufficient support 
for interdisciplinary cooperation between all professionals involved is essential. The 
speech and language therapist is an important member of the team who, by choos-
ing the right intervention approach and providing sufficient education and involving 
the parents, can significantly influence the child’s food intake, the development of 
their communication skills, and their overall communication competence. Last but 
not least, it equips parents themselves with communication facilitation skills and 
partially corrective skills, thereby potentially increasing the effectiveness of speech 
therapy intervention. 

The importance of SLT intervention and, above all, interdisciplinary cooperation 
is also emphasized, for example, by Hanušová (2019) in her paper. The author also 
emphasizes the importance of proper and timely education of parents and familiariza-
tion with strategies that enable the support of early non-verbal communication and 
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pre-verbal vocalization. Langová (2020), for example, also addressed early speech 
therapy intervention in children with orofacial clefts in her paper. The results of 
the investigation show that naturalistic approaches, which are very useful in eve-
ryday activities, are highly effective at an early age. It should be noted that in our 
case study, communication strategies such as modelling, auditory bombardment, 
monitoring the child’s interest, and others were also used during early speech therapy 
intervention (from the age of 24 to 30 months). The main objective was to support 
the child’s proper speech development. Lane, Harding, & Wren (2022) emphasize 
that early naturalistic intervention can only be effectively implemented after proper 
training of parents. These methods are recommended primarily at an early age, and 
Oravkinová (2010) mentions the possibility of using them from birth. 

The conclusions of the presented case study show that positive changes in com-
munication skills can be seen in the child under observation. This mainly concerned 
gross and fine motor skills. The boy also showed improvement in orofacial motor 
skills – mandibular depression was normal and lateral movements were indicat-
ed. Lingual movements of the tongue were performed adequately. The number of 
actively used words also increased, and progress was also recorded in the area of 
comprehension. We can say that there was an expansion of the phonetic repertoire 
and a reduction in the degree of hypernasality.

Derakhshandeh et al. (2016) emphasise that for SLT intervention to be effective, 
up to 40 sessions should be carried out over 10 weeks. In this context, it is essential 
to point out the limitation of our case study, which is the frequency of the indicated 
speech therapy intervention. In the case of the boy in question, it was not possible 
to achieve such a high frequency of intervention due to the parents’ travel and the 
child’s frequent illness. It is also necessary to mention the impossibility of generalizing 
the results of a single-case study. Although the results of the initial and final diagnoses 
indicate improvement in the areas observed, we cannot, of course, claim that the 
positive changes were solely due to the SLT intervention provided. For the future, 
we recommend considering a higher frequency of speech therapy intervention, and 
it would be advisable to expand the research sample in order to verify the results of 
the investigation. 
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The development of pupils’ personalities in the 
school environment: The use of expressive and 
psychotherapeutic interventions

(overview essay)

Tereza Telekyová

Abstract: The aim of this article is to analyse in detail the definition and objectives 
of primary education in the Czech Republic, with particular emphasis on the current 
curriculum framework and the specifics of the socio-educational functions of primary 
schools. The article also analyses the possibilities of integrating psychotherapeutic and 
expressive therapeutic interventions into the educational process. The main starting 
point here is the Framework Curriculum for Primary Education (FCPE), which, in 
addition to the educational objectives, also defines the objectives of socialisation and 
personality development through key competences. Although the documents emphasise 
the importance of civic education, social skills development and mental health, in prac-
tice there is often a lack of systematic and regular themes or interventions to fulfil these 
areas at different grade levels. The text also reflects on school counselling services and the 
role of systemic and legal barriers that prevent wider involvement of school psychologists 
and psychotherapists directly in the school environment. The Czech Psychotherapists’ As-
sociation proposes to incorporate psychotherapeutic principles into the support of school 
education, including teacher training and the introduction of supervision, self-awareness 
and relationship skills for teachers. The article emphasises the importance and potential 
of integrating pedagogical, psychological and therapeutic approaches as a pathway to 
a collaborative, supportive and functional school environment…

Keywords: psychotherapy, education, primary school, mental health care, educational 
framework programme, inclusion

1  Introduction
The personal development of pupils in primary school is one of the most impor-
tant pillars of a high-quality and inclusive education. While traditional teaching 
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approaches have focused primarily on the teaching of knowledge and skills, current 
pedagogical trends emphasise the need for a holistic approach that encompasses 
not only the cognitive domain but also the development of the emotional, social 
and moral aspects of the child’s personality (Průcha, 2009; Fontana, 2003). Creating 
a supportive, safe and inspiring environment in which a student can grow not only 
as a learner, but more importantly as a unique individual, is essential for their suc-
cessful education and healthy psychosocial development (Bendl, 2010; Helus, 2011).

Personal development is a process that begins to take shape from early childhood 
and continues intensively throughout school. Primary school as an institution plays 
an irreplaceable role in this process. It is not only a place of knowledge acquisition, 
but also an important social environment in which the child forms relationships, 
learns co-operation, responsibility and respect, and develops the ability for self-
regulation and self-expression (Fontana, 2003; Kolář & Štech, 2001). As Fontana 
(2003) states, the school environment, the school climate and the relationships be-
tween pupils and teachers are an important factor that influences not only academic 
performance but also the child’s long-term adjustment to themselves and the world 
around them.

Pupils with special educational needs deserve special attention in this regard. 
Inclusive education assumes that every child has the right to equal access to qual-
ity education and appropriate support that respects their individual needs, abilities 
and pace (Vítková, 2010; Pipeková, 2006). Supporting the personal development of 
these pupils requires targeted pedagogical strategies, cooperation with experts and 
the use of tools that go beyond the usual didactic framework – for example, ele-
ments from expressive and psychotherapeutic interventions (Association of Czech 
Psychotherapists, 2025; Fialová et al., 2014).

In the context of contemporary education, it is becoming increasingly clear that 
there is a need to expand curricula not only to include knowledge objectives, but also 
to systematically promote soft skills, emotional intelligence and mental well-being 
(Vágnerová, 2005; Lazarová & Ondruš, 2008). Such an approach is not only a preven-
tive tool against risk behaviour, school failure or social exclusion, but also a way to 
create a healthy, stimulating and friendly school environment in which every child – 
both intact and with special educational needs – can develop their full potential.

2 � The definition and objectives of primary education in the 
Czech Republic

Primary school is an important educational institution that provides children be-
tween the ages of 6 and 15 with compulsory primary education. It is an institution 
that serves not only to impart specialised knowledge, but also to shape pupils’ per-
sonalities, teach them and strengthen their social skills, emotional intelligence and 
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social norms. According to Prucha, the primary school is a social institution whose 
task is to provide education in a structured and organised way. Průcha emphasises 
the role of the school not only as a place of education, but also as a social environ-
ment in which children spend a significant part of their lives and in which their 
personal development is shaped. School therefore has an educational function, but 
also a socialising function (Průcha 2009).

The rules and a detailed description of primary education can be found in Act 
No. 82/2015 Coll, which regulates Act No. 561/2004 Coll. on pre-school, primary, 
secondary, higher vocational and other education, Laws for the People, © 2025) 
“This Act regulates pre-school, primary, secondary, higher vocational and certain other 
education in schools and educational institutions, establishes the conditions under which 
education and training (hereinafter referred to as ‘education’) are provided, defines the 
rights and obligations of natural and legal persons in the field of education and estab-
lishes the competence of bodies exercising state administration and self-government in 
the field of education.” (Act No. 82/2015 Coll., Laws for the People, © 2025), then in 
the context of basic education it is important to mention Decree No. 48/2005 Coll. 
on basic education and certain conditions for the fulfilment of compulsory education 
(Decree No. 48/2005 Coll., Laws for the People, © 2025) 

In the area of education and upbringing in schools, it is worth mentioning the 
Framework Educational Programme (FEP), which is a curricular document that sets 
a binding framework for education in the Czech Republic at individual school levels 
(e.g. kindergartens, primary schools, secondary schools). The FEP is created on the 
basis of the Education Act No. 561/2004 Coll., Section 3 – Education Programmes 
and serves as the basis for the creation of school education programmes (SEP), which 
each school creates itself, but which must correspond to the objectives of the FEP 
and be based on it. (Act No. 561/2004 Coll., Acts of the People, © 2025§ 3 – The FEP 
determines the forms and content of teaching, the conditions for the implementation 
of teaching, the results to be achieved by pupils (Act No. 561/2004 Coll., Acts of the 
People, © 2025),

The framework curriculum focuses on both the educational and the pedagogical 
aspects. The curriculum focuses on different areas such as language and linguis-
tic communication, maths, people and society, arts and culture, health and others. 
Among the sub-objectives of the RAP for primary education is the definition of 
objectives focussing on the development of key competences. These competences 
represent a set of knowledge, skills, attitudes and values that pupils should acquire 
during their primary school years. The main aim is to prepare pupils for further edu-
cation, personal life and participation in society. The key competences are as follows:
a) 	The ability to learn
	 Be able to capture, differentiate and process information effectively.
	 Give learners the opportunity to choose an elaborative learning strategy.
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	 To help students recognise and develop their own skills and strengths and use 
them, together with the knowledge and skills they have acquired, in their career 
choices.

	 Preparation of the student for the next stages of education.
b) 	The ability to solve problems
	 Encouraging creative thinking and logical reasoning in pupils. 
	 Pupils should be encouraged to think critically and logically.
c) 	Communicative competences
	 Students should be encouraged to communicate flexibly, effectively and openly.
	 You must be able to express your thoughts clearly both verbally and vocally.
	 Listen to others and react appropriately. 
	 Utilisation of modern communication technologies and processing of the infor-

mation obtained.
	 You must be able to express your views with consideration for others.
d) 	Social and personal competences
	 Take responsibility for your own behaviour.
	 Teach students to respect the views and needs of others.
	 Strengthening the physical and mental health of pupils.
e) 	Civic competences
	 Teach students about freedom and responsibility so that they know their rights 

and fulfil their duties
	 Teach students to respect laws, rules and traditions.
	 Students should be educated to become active and responsible citizens.
	 to teach pupils to protect the environment and respect cultural traditions 
	 to educate students to be tolerant and respectful of other people, their cultures 

and spiritual values.
f) 	 Work competences
	 Developing students’ ability to work together as a team, recognising their own 

work and the success of others.
	 Learning basic work skills and habits.
	 You need to be able to plan and organise your work and your time.
	 Promotion of entrepreneurship and creativity (Act No. 561/2004 Coll., Laws for 

the People, © 2025)

As we can see in the text above, the RWP directly discusses the issues of socialisation 
and the acquisition of social skills in primary school pupils. The RWP then identifies 
topics within the curriculum that are directly related to the theme of socialisation, 
morality and responsible citizenship in different contexts, for example: Civics – how 
do I become a responsible citizen, Science – me and the planet, Arts education – me 
and my creativity, then there are the following themes within the school. There are 
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also various intervention programmes, excursions, school trips… So these topics are 
directly included in the RWP and the school then works with them within its own 
curriculum, which means that each school and each individual teacher draws on the 
RWP, but the actual teaching of these topics looks a little different in each school, and 
individual teachers choose their own distinctive form of teaching practice, the same 
applies to the planning of lessons, excursions and intervention programmes…, each 
school has its own programmes according to the RWP.

As mentioned above, the topic of moral and social skills and caring for pupils’ 
mental health is anchored in the Framework Education Programme (FEP), which 
sets out specific educational objectives in this area. However, there is no continu-
ous intervention or whole-class teaching in which social skills are taught regularly 
and according to the precise curricular objectives. Soft skills or the promotion of 
cohesion in the classroom and the art of communicating or dealing with awkward 
and stressful situations. A number of experts are of the opinion that it would be 
appropriate to include a subject in basic education that deals with the promotion 
and development of social skills in pupils and at the same time serves as prevention 
against bullying, discrimination and the emergence of undesirable behaviour. The 
Association of Czech Psychotherapists argues that it would be appropriate to include 
psychotherapeutic interventions in teaching and there are a number of scientific 
studies investigating the effectiveness of psychotherapy or various forms of expres-
sive therapies in the classroom or in group interventions when working with pupils/
students. Most of these studies show positive results in the area of psychoeducation 
or the integration of art therapy/expressive therapies into the educational process, 
and researchers encourage more research in this area, but also point out the systemic 
and personal pitfalls associated with the use of psychotherapy or individual expressive 
therapies in the educational system, see the following text (and subsequent chapters), 
Laws for People, © 2025).

It can be concluded that the RWP takes into account the educational aspect of 
school together with the promotion of social behaviour – the acquisition of social 
skills – within the framework of certain lessons, such as civic education or preventive 
programmes, but there is no direct subject (psycho-education) or regular interven-
tion that would work on and develop the aspect of social behaviour in primary and 
secondary school students according to a precise curriculum. 

In terms of direct support for pupils with psychological difficulties – educational 
problems or other specific educational needs – school counselling services are divided 
into two main areas.

School Counselling Centres (SCCs) – include specialist centres such as 
Pedagogical Psychological Planning Centres (PPP) and Special Educational Needs 
Centres (SPC) that provide diagnosis, therapy and support for pupils with special 
educational needs.
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School Counselling Centres (SCCs) – work directly in schools and include school 
psychologists, special education teachers or educational counsellors who provide 
direct support to pupils in their school environment (Decree No. 72/2005 Coll., Laws 
for People, © 2025).

Counselling services in education are a comprehensive system of support for 
children, pupils, students, their legal representatives, teachers and schools. Their aim 
is to contribute to the healthy physical, mental and social development of pupils and 
to create equal conditions in education, to support pupils with special educational 
needs and gifted pupils and to create preventive measures against the emergence 
or worsening of learning and educational problems. The cornerstones of all school 
counselling services are therapeutic, informative, diagnostic and advisory activities. 
Counselling services in schools and school counselling centres are free of charge 
and serve to provide professional support to children, pupils, students and legal 
representatives, schools and school institutions (Decree No. 72/2005 Coll., Laws for 
the People, © 2025).

However, the system has its weaknesses, especially when it comes to direct psy-
chological support in the schools themselves. A fundamental problem also lies in the 
legal framework. Under current law, primary schools (and therefore their headteach-
ers) are not obliged to provide a school psychologist. Only the school prevention 
methodologist and the educational counsellor must be made available. This situa-
tion severely restricts systematic psychological support for pupils and reduces the 
availability of professional help at school. According to the legislation in force in the 
Czech Republic, in particular Decree No. 72/2005 Coll., primary schools are obliged 
to provide counselling services within the framework of a school counselling centre. 
The compulsory staff includes an educational counsellor and a school prevention 
methodologist. These professionals support pupils in the areas of education, career 
guidance, prevention of risk behaviour and resolution of educational and parenting 
problems. A school psychologist or a special needs teacher may be part of the school 
counselling centre, but their presence is not required by law. The deployment of these 
professionals depends on the capacity of the school, the resources available and the 
special needs of the pupils. In schools where a school psychologist is present, they 
play a particularly important role in dealing with issues such as pupils’ mental health, 
bullying, adjustment difficulties or inclusion support. However, if the school is un-
able to employ a psychologist, this role is often partially replaced by an educational 
counsellor, a prevention methodologist or external experts. Pupils and parents can 
also turn to school counselling centres, e.g. educational-psychological counselling 
centres or special education centres. Although this system covers the basic needs of 
pupils, it does not always provide sufficient access to specialised support at school. 
In future, it would therefore be worth considering extending the legal obligations 
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of schools in the area of psychological counselling (Decree No. 72/2005 Coll., Laws 
for People, © 2025).

According to a study by B. Lazarová and D. Ondrus (2008), school psychologists 
focus primarily on counselling children, working with parents and, to a lesser ex-
tent, on group work with pupils. The main obstacles to their work are a lack of time 
and limited opportunities for professional development. The results of other studies 
confirm similar findings. The most frequently requested activity of educational psy-
chologists is individual work with pupils, but the biggest problems include the lack 
of systematic work with class collectives and the unrealised therapeutic potential 
of group dynamics. The most important factors limiting the effectiveness of school 
psychologists are time and financial resources.

3  Psychotherapy in the Czech education system
The Czech Association of Psychotherapists points out that there is a lack of psy-
chotherapeutic-expressive-therapeutic intervention approaches in education (or 
the inclusion of psychoeducation in teaching) to support the development of the 
child’s personality in the school environment within the framework of inclusive 
education and the educational process from a broader perspective: the acquisition 
of new knowledge in classical subjects such as maths, science, history … but also in 
the context of teaching to acquire social skills (self-expression, assertiveness, the art 
of dialogue…) and as a prevention against the development of mental illness, ag-
gression, bullying or as a tool to detect undesirable influences that affect the healthy 
development of the child. The association proposes two main directions, namely how 
the potential of psychotherapy itself can be utilised on a therapeutic and pedagogical 
level and how psychotherapeutic elements (expressive-therapeutic resources) can be 
used in teaching by the educators themselves. The Czech Association of Psychothera-
pists, together with other experts in the field of education and training, points out 
that not only the provision of psychotherapy by qualified professionals, but also the 
teaching profession, especially the relationship between teacher and pupil or student, 
harbours significant potential for promoting the healthy development of the young 
person. It was also argued that teachers should have certain therapeutic knowledge 
and tools (the so-called psychological and psychotherapeutic minimum) to be able 
to deal with some difficult situations themselves without having to seek immediate 
professional help.

The panellists suggested three main ways in which the principles proven in psy-
chotherapy can help to strengthen teachers’ ability to build empathetic and respect-
ful relationships with children. The first way is to integrate supervision into school 
practice. Supervision provides teachers with support and feedback and allows them to 
reflect on problematic issues related to the teaching profession, such as relationships 
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between teachers and students, between teachers and parents, or between teachers 
and the school system. The process of supervision can strengthen the teacher’s un-
derstanding of children’s difficulties and increase confidence in their ability to resolve 
problematic situations. Supervision is generally used in the helping professions for 
professional and personal growth and also to prevent burnout syndrome (Šik, 2012). 
Supervision can be provided by external professionals, e.g. the Association of 
Supervisors in the Helping Professions (ASuPP) or the Czech Supervision Institute 
(CSI), or by internal staff, e.g. school psychologists in the context of an interview. 
Although this service is gradually entering the education sector, it is still underuti-
lised and there is a lack of awareness of its nature and importance, as well as possible 
negative experiences with poorly conducted supervision (Břízová & Šleisová, 2021). 
Another appropriate way to report on the use of therapeutic means in teaching is to 
improve the training of teachers themselves with an emphasis on personal develop-
ment, self-awareness and reflection on their own work with children during practice. 
In addition, more emphasis should be placed on understanding the importance of 
psychological subjects such as developmental psychology, personality psychology, 
psychopathology and special education, although caution should be exercised if the 
educator oversteps their competences towards an unqualified and potentially harmful 
use of therapeutic approaches. 

It is already possible to take advantage of longer-term self-awareness opportunities 
for teachers, such as the training provided within the SUR system, the ‘experiential’ 
programme of the organisation DO WORLD. One of the more recent initiatives to 
take a comprehensive approach to teacher training is the Open Society. This associa-
tion, made up of students and teachers from faculties of education, is committed to 
change and innovation in education. They believe that teachers play a key role in the 
quality of education and emphasise their ability to work with people and reflect on 
their work. The Faculty of Education at the University of West Bohemia, for example, 
has included similar topics in its teacher training programme for several years. The 
non-profit organisation Teacher Alive can also be an inspiration for teaching self-
awareness in the field of training future teachers. This organisation has developed 
a two-year intensive training programme called Teaching Minimum, which focuses 
on long-term practice and areas of study. These areas focus not so much on subject 
didactics, but rather on the personal development of future teachers and their ability 
to build relationships, emphasising experiential learning and the creation of a safe 
environment. The NPI also offers teacher training programmes. Organisations that 
try to raise awareness of psychotherapy among teachers are Fokus Praha (as part of 
the project „Are you crazy? So what!“), Nevypusť Duši or the National Institute of 
Mental Health (working group for research into the mental health of children and 
graduates).
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The second way to strengthen psychotherapy, according to the association, is 
to have psychotherapists work in the school system, both directly through regular 
interventions with the class and individually. Experts from the field of counselling 
emphasised the special features of the school system, which increase the preventa-
tive potential of psychotherapy carried out in the school system. In particular, they 
emphasised the low threshold, the possibility of long-term support and the ability 
to intervene in children’s lives in their natural environment. These special features 
of the school system include compulsory education, which ensures that all children 
attend school and spend a lot of time at school in a variety of situations. Pupils attend 
primary school for 9 years, so the psychotherapist has the opportunity to observe the 
individual over a long period of time and assess their adjustment to developmental 
changes, including puberty. The school environment therefore offers ideal conditions 
for picking up on initial difficulties. Through direct observation, it is possible to see 
how psychotherapy affects the child’s adjustment in real life – from obtaining reports 
from teachers to observing behaviour in the classroom. The ability to intervene di-
rectly in the child’s natural environment. (Psychotherapy for education)

Regular psychotherapy or the provision of psychoeducation in the primary school 
system can prevent the development of mental health problems and support the 
development of social skills. Many children come to school already with develop-
mental disabilities from orphanages, unsuitable family environments or with a his-
tory of early trauma, for whom school is an additional burden and at the same time 
a challenge for the school system itself, Even intact children with a more “normal” 
background face significant challenges at school (adjustment to a new environment, 
performance demands and evaluation, the need to follow rules and fit in with peers), 
which they often need support to overcome. Psychotherapy can be a form of support 
for children and young people and for the school system as a whole. Communication 
support for teachers, pupils and parents. Through interventions or the subject of 
psychoeducation itself, schools could focus on reinforcing assertive behaviour and 
guiding students towards mutual respect by teaching them how to communicate and 
express their needs, opinions and rights in a healthy way so that their own rights 
and those of others are respected. Assertiveness differs from passive or aggressive 
behaviour in that it allows individuals to express their thoughts and feelings without 
violating the rights of others or suppressing themselves; regular intervention could 
then contribute to the development of soft skills, creative thinking, a healthy school 
team, the identification of more serious mental health disorders and overall effective 
communication between school staff, students and parents. (Czech Association of 
Psychotherapists)

The current promotion of mental health and social skills in primary schools is 
therefore as follows. If we look at the issues of developing the pupil’s personality, so-
called personalisation, we can also find this function in the subjects that primarily 
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fulfil the function of education, i.e. the subjects that are directly focused on this area, 
such as political education, ethics education, primary education, people and the 
world of work, people and their health and others. These subjects often work with 
experiential education methods, group work, give feedback and encourage reflec-
tion. Many of the activities, techniques and games used in these areas have their 
origins in therapeutic methods. It is therefore important that educators consider 
their use carefully and are aware of their limitations. In addition, some schools offer 
programmes such as outdoor school, prevention programmes and school trips, all of 
which can be used to promote pupils’ social skills, but this is not a regular and direct 
therapeutic intervention aimed at working with the whole class; moreover, school 
counselling services are provided by the school counselling service, which is mainly 
used by pupils with special educational needs, so there is no regular work on social 
skills, assertiveness or regular work with the class team.

The Czech Association of Psychotherapists recommends the inclusion of psycho-
therapeutic interventions or psychological education in the curriculum, especially 
in the field of inclusive education, but there are many obstacles that prevent the 
inclusion of regular interventions/psychological education in the curriculum. These 
include first and foremost the financial resources to provide all primary schools 
with a psychotherapist or educator in the field of self-development and soft skills 
promotion, then the related definition of such a function in terms of competences 
and training of such a profession in the field of education and finally the need to 
provide appropriate materials and support conditions as well as time for the effective 
implementation of a flow education programme (Fialová et al., 2014).

4  Conclusion
Primary school in the Czech Republic is not only an institution for the transmission 
of knowledge, but also a crucial environment for the formation of pupils’ person-
alities, the development of their social competences and the promotion of mental 
health. Although the framework curriculum explains the educational and socialising 
function of school and defines key competences, including those focused on commu-
nication, cooperation and civic responsibility, in practice a systematic, professionally 
managed framework for their actual development is lacking.

In particular, the development of social skills, the prevention of risk behaviour 
and the promotion of mental health often remain at the level of unsystematic projects 
or depend on the initiative of individual schools. The lack of a separate subject for 
psychoeducation and the limited number of school psychologists or therapists mean 
that the needs of many pupils are not met. The inclusion of psychotherapeutic and 
expressive therapeutic approaches in the curriculum could contribute to an overall 
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improvement in school climate, effective communication and the prevention of psy-
chological difficulties.

Within the educational system of the Czech Republic, it would be necessary to 
adapt and expand the legal conditions for systematic psychological and therapeutic 
support in schools in order to strengthen the mental health care of pupils and the 
development of their social skills, but the problem is not only in the legal framework, 
but concerns many factors such as the allocation of time, the definition of such 
a subject or regular interventions that would work continuously with the class, the 
definition of such a teacher and, last but not least, finances. Experts from the circle 
of Czech psychotherapists therefore encourage schools to use psychotherapeutic 
interventions to support pupils’ personal development, inclusion or prevention of 
undesirable behaviour. However, we can see that schools offer some form of support 
in the area of pupils’ personal development, both in the form of school counselling 
services and in the form of various prevention programmes or the inclusion of the 
topic in the lessons themselves, e.g. „How to become a responsible citizen“.
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Even a person with intellectual disabilities has 
a need for self-fulfilment

(overview essay)

Tereza Telekyová

Abstract: This article deals with the issue of self-actualization, specifically for people 
with intellectual disabilities. This topic seems to me important and neglected, within 
the framework of the Iga project I approached the non-profit organization Domov Jitka 
in Vsetín, where I created a support group within which we rehearsed theatrical per-
formances with the clients, within the framework of my research I then focused on the 
development of communication, socialization and the development of problem behavior 
in three selected clients and I will write about the whole research in the proceedings 
of Expressivity which will be published in the autumn of this year 2025. My paper is 
entitled Ausdruckstherapeutische Ansätze für Menschen mit geistigen Behinderungen 
zur Verbesserung der Eingliederung in soziale Dienste and it deals with the effect of 
the support group on the area of communication, cooperation and problem behavior 
primarily in three selected clients.

However, this article will not discuss these main research aims, but will focus on 
a phenomenon that is not mentioned in the Proceedings but emerges from the research, 
namely the issue of self-actualisation and the feeling of recognition in people with mod-
erate to severe intellectual disabilities. 

In the process of rehearsing the theatre performance and after the subsequent pres-
entation, I observed a positive shift not only in terms of communication and reduction 
of the expression of unwanted behaviour by the clients but also the issue of satisfaction 
and pride on the part of both, staff members’ families and last but not least the audience 
themselves, see case studies and interviews below, therefore I consider it important to 
elaborate more from the research from a different perspective and contribution than the 
one mentioned in the Expressivity Proceedings, namely on the issue of self-actualization 
in people with intellectual disabilities.

In the introduction I discuss the issue of self-actualization in a general context, 
then I supplement the text with recent research that discusses the importance of 
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self-actualization as one of the basic needs of human beings in the area of self-fulfill-
ment and mental well-being, then I discuss self-actualization in the context of mental 
health prevention, and last but not least I discuss the importance of the issue of self-
actualization specifically for people with intellectual disabilities.

In the text below I refer to my empirical research, where I point out the importance 
of the phenomenon of supporting and developing self-actualization also in people with 
more severe to profound intellectual disabilities and how the fulfilment of the sense of 
self-actualization affects people with disabilities themselves, as well as their families, 
professional staff and the majority society.

Keywords: self-actualization, intellectual disabilities, theatrical performances, comu-
nication.

1  Introduction
The concept of self-actualisation can be defined as follows: it is a certain desire for 
self-fulfilment, fulfilling one’s potential, finding value in our actions. Matějíček (2005) 
describes self-actualisation as a natural human need that manifests itself as “the need 
for life meaning, creativity, pro-social behaviour and overall personal fulfilment. Rog-
ers then perceives self-actualization as follows,” Self-actualization is nothing other than 
the tendency of the human organism to develop all of its capacities to the extent possible 
and to become a fully functioning person. (Rogers, p. 335, 1961) Self-actualization 
is a concept in psychology that refers to a person’s inner need to develop his or her 
potential, to create and fulfill meaningful goals. Since the mid-20th century, it has 
been considered the pinnacle of human development, closely associated with a sense 
of life satisfaction, autonomy, and deep inner fulfillment (Maslow, 1943). 

Self-actualisation is extremely important for human beings – it represents the 
fulfilment of one’s own potential, the meaning of life and the inner motivation for 
personal growth. In psychology, it has long been considered one of the highest goals 
of human development. Its importance derives both from theoretical concepts and 
from research and observation of human behaviour. The importance of self-reali-
zation for mental health is also confirmed by modern psychological concepts. For 
example, Deci and Ryan’s (2000) Self-Determination Theory states that autonomy, 
competence, and belonging are key psychological needs of humans. Fulfilling these 
needs creates the conditions for authentic motivation and inner growth – a form of 
self-actualization.

According to Abraham Maslow (1968), self-actualization is one of the ultimate 
human needs. Individuals who strive for self-actualization typically exhibit higher 
levels of inner balance, positive life attitudes, creative approaches to dealing with situ-
ations, and increased resilience to stressors. Conversely, long-term unfulfilled need 
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can lead to psychological stagnation, increasing frustration and a persistent sense of 
unfulfillment, which in extreme cases can result in the development of psychological 
difficulties, most commonly in the form of depressive or anxiety symptoms.

Viktor E. Frankl (1985) points to the importance of self-actualization as one of 
the essential reasons for motivation to live a fulfilled life – Frankl argues that people 
who do not find meaning in life often experience an existential vacuum, a state of 
inner emptiness that can manifest itself in apathy, aggression, addictive behavior, or 
depression. The main aim of Logotherapy is therefore to try to restore meaning as 
a therapeutic and preventive tool.

Long-term unfulfilled need may manifest as loss of motivation, feelings of empti-
ness, or burnout syndrome. Conversely, people who have the opportunity to develop 
their skills and creativity are more likely to experience a sense of happiness, vitality, 
and meaning in life (Ryff & Keyes, 1995).

2  The concept of self-actualization in today’s context
The concept of self-actualization represents a key aspect of psychological matura-
tion and overall mental balance. It is not only about achieving individual potential, 
but also about grounding oneself in a meaningful framework that transcends the 
personality itself. Empirical studies and clinical experience have repeatedly shown 
that fostering intrinsic motivation, creative expression, and individual growth can 
contribute significantly to preventing psychological disorders and promoting per-
sonal development. In conditions that recognize uniqueness and foster individual 
autonomy, the self-actualization process can act as a stabilizing factor and a profound 
source of subjective satisfaction. This is supported by the following research. 

The importance of self-actualization as a protective factor in mental health is con-
firmed not only by classical theoretical concepts but also by recent empirical studies. 
Randy A. Dexter’s (2024) dissertation, The Relationship Between Self-Actualization 
and Depression in Later Life, analyzes the relationship between self-actualization 
rates and the prevalence of depressive symptoms in the elderly. Using multiple re-
gression analysis, the author controlled for the influence of variables such as age, 
gender, and marital status to identify the specific impact of self-actualization on the 
psychological state of older adults. Results showed that self-actualization tendencies 
were a significant predictor of lower rates of depressive symptoms, explaining ap-
proximately 18% of the variance in these symptoms. These findings confirm that an 
individual’s ability to live in accordance with his or her values, to realize his or her 
potential, and to experience meaningfulness in life plays a critical role in protecting 
mental health in older age. Thus, self-realization emerges as a psychological construct 
with a significant stabilizing effect, especially in late adulthood, when it can help to 
cope with the processes of aging, loss, and lifestyle changes. (search.proquest.com)

https://search.proquest.com/openview/892917d9bd93e2d73208dc98e07ed6a7/1?cbl=18750&diss=y&pq-origsite=gscholar&utm_source=chatgpt.com
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The importance of intrinsic motivation and self-regulation style for mental 
health is supported by a study by Leow et al. (2016), which is based on the Self-
Determination Theory (SDT) framework. The authors focused on a sample of 235 
undergraduate students and examined associations between Big Five personality 
traits, types of self-regulation (autonomous vs. controlled), level of social support, 
and depressive symptoms. Using multiple regression analysis, it was found that au-
tonomous self-regulation – the ability to act in accordance with one’s own values 
and internal goals – significantly predicted lower levels of depressive symptoms. 
In contrast, controlled self-regulation, characterized by pressure from the external 
environment or an internal sense of obligation, was associated with higher rates of 
depressive symptoms. Personality traits and the degree of perceived social support 
also contributed significantly to the explained variance (approximately 31% overall). 
These results underscore the role of intrinsically motivated behavior as a protective 
factor in relation to psychological well-being and point to the need for a comprehen-
sive approach to assessing young adults’ mental health, including consideration of 
personality structure and the quality of social relationships (in-text citation).

The above research confirms that self-actualisation is not just a theoretical ideal, 
but a psychologically justified need that is not directly conditioned by the career field 
and is important for people at any age, the fulfilment of which contributes to overall 
psychological resilience, life satisfaction and personal development. In environments 
that respect individuality, promote creativity and allow intrinsic motivation, person-
ality integration is deeper and many mental health problems are prevented.

3  Self-realisation as prevention
Self-Determination Theory (Deci & Ryan, 2000) posits that mental health results 
from the fulfillment of three basic needs: autonomy, competence, and belonging. 
If these needs are unmet over a long period of time – for example, as a result of an 
environment that demotivates, controls or isolates the individual – intrinsic motiva-
tion may decline and depressive symptoms may develop (Vansteenkiste et al., 2005).

Conversely, an intrinsically motivated person who has the opportunity to de-
velop, take on challenges, and contribute something meaningful is more resilient 
to depressive states and other forms of psychopathology (Ryan, Deci & Grolnick, 
1995). Self-actualization here acts as an internal “psychological immunity”, prevent-
ing unwanted behavior. Lack of opportunities for self-actualization can lead not 
only to depression but also to various forms of undesirable behaviors ranging from 
passivity, to aggression, to addictions.

Self-actualisation is not only the ultimate ideal of personal development, but also 
an essential protective factor against psychological disorders and risky behaviour. 
Psychological research and therapeutic practice confirm that people who have the 
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opportunity to fulfil their potential, find meaning and make autonomous choices 
demonstrate higher levels of mental well-being, life satisfaction and psychological 
resilience. Promoting self-realisation should therefore be a systematic part of not 
only mental health, but also education, training and prevention. 

4  Intellectual disability and self-actualisation
Self-actualization, as a basic human need, is associated with the fulfillment of person-
al potential, the development of abilities and life satisfaction. Although this concept 
is traditionally associated with the non-disabled population, research and practice 
show that people with intellectual disabilities also have a natural need for growth, 
autonomy and a meaningful life (Schalock et al., 2002). It is therefore essential to 
approach their need for self-actualization not only as a right but also as a prerequisite 
for a life with dignity.

Self-realisation for people with intellectual disabilities may take place to a more 
limited extent, but its core – the development of one’s own abilities, choice and ac-
ceptance by others – remains the same. People with mild intellectual disabilities are 
often able to plan, create and set their own goals if they have adequate support to 
do so. For people with moderate and severe disabilities, self-actualization may take 
the form of small daily decisions, creative activities, or expressions of emotions and 
relationships (Buntinx & Schalock, 2010).

The following are basic prerequisites for the fulfillment of self-actualisation in 
people with intellectual disabilities: it supports autonomy (even partial decision-
making), offers skill development (including occupational, social and emotional), 
enables social participation and acceptance, and respects the individuality and needs 
of the person.

According to Schalock et al. (2002), self-actualisation is one of the eight domains 
of quality of life for people with intellectual disabilities. This domain includes, for 
example: the ability to set one’s own goals, to choose between options, and to pursue 
one’s own interests and needs.

Research shows that people with intellectual disabilities who are empowered to 
make decisions about their leisure time, participate in home or work activities, and 
be perceived as contributing have higher levels of psychological well-being and lower 
incidence of problem behaviors (Wehmeyer & Abery, 2013).

Risks of an unfulfilled need for self-actualisation
If the need for self-actualization is not met, it can lead to:
Frustration, apathy or aggression, increased problem behaviour, increased de-

pendence on the environment, reduced quality of life.
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Especially for people who live in institutional settings or have low levels of sup-
port, learned helplessness, a state in which the individual resigns to actively participate 
in his or her life, is more likely to occur (Seligman, 1975).

Various approaches are used to promote self-realization in people with intellec-
tual disabilities, such as: support for independent decision-making (including in the 
form of assisted decision-making) the use of expressive therapies (art therapy, drama 
therapy) as tools for expression and growth employment in sheltered or supported 
settings, training programmes oriented towards practical skills and self-development, 
person-centred planning.

Important is the self-determination approach, which focuses on the individu-
al’s ability to influence his or her own life and pursue goals that he or she considers 
important (Wehmeyer et al., 2010).

Self-actualisation is also a fundamental need for people with intellectual dis-
abilities, the fulfillment of which affects their quality of life, mental well-being and 
social inclusion. Although it may have specific manifestations in this group and 
require more support, it cannot be considered less valuable than in the non-disabled 
population. Allowing people with intellectual disabilities to be authors of their own 
lives – even on a small scale – is not only humanly dignified, but also preventive 
against negative behavioural manifestations or psychological decompensation, which 
was confirmed in my research investigation, where I worked with the respite and 
residential facility Domov Jitka, where a support group for people with intellectual 
disabilities was created, which included family members of clients and volunteers. 
The support group first began with the concept of expressive therapies-but over time 
we primarily focused on rehearsing a theatrical performance that was conceived as 
a fundraising event and presented to the general public as a bridge between majority 
and minority society.

5  Empirical part-statistics
A year-long expressive therapeutic intervention aimed at people with intellectual 
disabilities, their family members and other participants from the local community 
was implemented in cooperation with the Jitka Home (a residential-relief facility 
for people with intellectual disabilities and their families). The aim was to promote 
personal and social skills development through art therapy, music therapy and drama 
therapy. A key part of the project was the creation of a support group and the de-
velopment of a theatre performance called Lazy Honza, which involved clients of 
the home, professional musicians, volunteers and staff from the facility. The project 
enabled practical verification of theoretical knowledge, development of expressive 
therapeutic methods and promotion of an inclusive approach in the field of social 
work and special education.
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The theatre project that I created together with the clients, the staff of the home 
and the volunteers also served as a support group aimed at developing the commu-
nication and socialization skills of the clients. The subsequent public presentation of 
the theatre was conceived as a fundraising event aimed at connecting majority and 
minority communities. The research portion of this thesis focused on the progress of 
the Jitka Home clients, particularly in the areas of communication and socialization. 
Through systematic observation and semi-structured interviews with staff, clients, 
their family members, as well as the audience after the performance, I took a close 
look at three specific clients. For these individuals, I observed changes in the areas 
of interpersonal relationships, cooperation, communication skills, as well as prob-
lem behaviors that were more present at the beginning of the intervention (see case 
studies below). The following section of the thesis provides a detailed description of 
the research investigation.

In addition to the improvements observed in the above areas, one distinct phe-
nomenon repeatedly emerged in the individual interviews – a strong sense of pride. 
This was articulated by the clients themselves as well as by their families and facil-
ity staff. One client, Peter, summed up the experience succinctly by saying, “I was 
most happy about a job well done.” It was this experience of satisfaction and the op-
portunity to showcase one’s own abilities – both from the clients and the staff and 
volunteers – that all involved felt had significant therapeutic potential. Themes of 
pride, meaningfulness of activity, self-presentation and, more broadly, self-realisation 
emerged most frequently in this context.

Ethical grounding of the research
The names of the clients mentioned in the case reports have been changed for ethical 
reasons to protect their identity and privacy. All research activities were conducted 
in accordance with the ethical principles of working with people with specific needs, 
including informed consent from all stakeholders
Examples of Interview statements that directly touched on the area of self-actu-
alisation
Employee-Did you notice a change in behavior in the clients? 

I perceived and in that once everything was settled and they had it exactly set, then 
suddenly they became more confident and started to enjoy it more, then they knew 
exactly what to do. I think it was filling time for them, there was a big shift in that, that 
they were rehearsing regularly, they were enjoying it immensely. They were looking 
forward to it. Then later on, we still practiced separately every day, they even came 
to say, we agreed that we would start rehearsing at two o’clock. It was two hours and 
one minute and the clients were asking how come we weren’t playing when I had to 
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answer the phone or the girls had to finish something. So I would rate it as filling 
time. They enjoyed it, for them it was like work in a positive way.

Do you think the project helped to connect the majority society with the minority 
society? One mum who was only attending just our Monday rehearsals asked if we 
were going to continue it, she said she was going to miss it so much, she was glad she 
was with people other than just her bubble son and his equipment. I was surprised 
that despite our less than stellar publicity. Lots of people shared our show and lots of 
people saw it. We really are the age of social media, though I think it’s incomparable 
to see us live. All in all, I think it was beneficial and completely for everyone, and in 
the end, despite the stresses, it was a joy.

Client What did you enjoy the most? It filled my time, but the thing I enjoyed 
the most was being able to show it to someone, my parents came to see me. What 
did people tell you about the show? They liked it, it was good. My grandfather said 
I could go to the National Theatre on the spot – see case study below for full interview.

Employee-How did you feel about the whole process as an employee?
As an employee it was an incredible amount of extra work, but then the finale, when 
we stood there and the curtain went up it was sheer joy and a sense of achievement, 
such a sense of satisfaction but at the same time with a kind of joyful tiredness, but 
there was a lack of closure afterwards – somewhere to sit down and finish it off, so I’m 
so glad for today that we’re all here, that you’ve come, and that we can sing together 
and roast marshmallows.

Parent-What did you expect from the support group? 
I didn’t expect anything, I didn’t know it would go this far and that it would turn into 
a theatrical performance. I was under the impression that we were doing theatre just 
for ourselves, but then what came out was the performance so the partner I’ve been 
living with for 10 years is a tough guy and he doesn’t cry much, but he had a few 
tears there at the time.

Audience member How did you like the theatre performance?
Hello all my life, I work in theatre, I am involved in dramaturgy and I have to tell 
you that what I saw was very engaging, not only in terms of the actors’ performances 
with regard to the actors and their disabilities, but I have to tell you that overall it was 
very good in terms of direction and set design, I am very surprised that I was able 
to see a quality theatre performance even from people with that type of disability. 
Very good work.
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Audience member How did you like the theatre performance?
Hello, I am a sister from (Claudia name change) I wanted to thank you very much. 
I was very proud of my sister for how beautifully she played her role as the princess.

Case study 1

Name and age Milada 50 years old

Diagnosis Moderate intellectual disability 

Family history Milada was adopted and lived in a functional family, but her adoptive parents are no longer living and she has no siblings. She 
lives in the Jitka Home.

Personal history Milada is in good health but is fully dependent on the Jitka Home. She is sociable, enjoys talking and meeting new people. She is 
sometimes uncooperative with staff and has fixed opinions which are difficult to disprove. Due to her quirky nature, she sometimes 
does not respect the rules of the facility, but after a few challenges, she usually obeys. 
As far as the home’s activation programmes are concerned, she participates according to her mood. She has to be genuinely 
enthusiastic about an activity to get involved. Milada quickly develops an emotional attachment to people and is very contacta-
ble with the people she chooses. She always makes sure and asks if she is friends with the person. However, if she does not like 
something, she always expresses her opinion.

1.  Focus of the research investigation

Communication Ms. Milada communicated with me without any problem. She asked me if we were friends. She also needed to make sure if she 
was playing the role of Mommy Minky well.

The course of the 
project of supuration

In the initial session, I did expressive therapy with the clients where Ms. Milada was involved but sometimes stayed out of the 
way. Later sessions were then devoted to rehearsing a theatre performance. Mrs. Milada didn’t want to play Mommy at first, then 
we talked her into trying the role once and since then, she always played the role of Mommy, sometimes she said she wouldn’t 
play Mommy anymore, but she always ended up trying again. Later rehearsals she always wanted to rehearse Mummy and 
asked how she played.

Relationships Mrs. Milada had no problem with her fellow actors she got along well. 

Manifestations  
of problem behaviour

There were no problems from the beginning Mrs. Milada shied away from activities and later rehearsals but then she was very 
happy to participate in all the group activities.

Sample interview  
with Ms. Milada

How was the performance for you? I liked it. I liked playing the mum.
Did you enjoy rehearsing the play? Yes I showed it to a lot of people Ivan (Jitka, the home worker) said I had a good voice.
In the beginning you didn’t want to get involved, what was the reason? I had stage fright, but then I was good.
What did you enjoy more, rehearsing theatre or other activities outside of rehearsing? The other activities. The bus I enjoyed it 
was good.
Client’s addition: was I a good mum? Everyone praised me. I was happy.

Samples  
of interviews with 
staff

How did Ms. Milada feel about the regular meetings and the actual theatre rehearsal? I think well, it took her a while to get used 
to the new programme but then she always came to us and asked when we were going to rehearse theatre. I was personally 
surprised that she remembered the lines and that she always cooperated willingly. She was also involved in the production of 
the set without much protest. 
How do you think Milada perceived the performance itself? I think it had a therapeutic effect on her. She was playing her mother, 
I think she was inspired by her in that role, her mother was kind but firm, and sometimes she even remembered her afterwards, 
which didn’t happen for a long time. Overall, I think she was excited about the theatre, she kept saying she played Mummy Minka 
and asking how she played her.
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Case study 2

Name and age Peter 28 years old

Diagnosis Moderate intellectual disability – atypical autism

Family history The family is complete and functional Peter has no siblings. His parents have to watch him more due to his unpredictable behavior, 
which creates a tense atmosphere between his parents and Mr. Peter.

Personal history Peter stays at the Jitka Home Monday to Friday and goes home at weekends. Petr is sociable and friendly but has to be supervised 
and his behaviour is sometimes unpredictable. There have been several incidents where he has written threatening emails to 
certain people. The email contained very disturbing content, on the basis of which Mr. Peter and his parents faced court, on the 
basis of that fact Mr. Peter can only use electronic devices under supervision. Peter complains that he is bored in the facility and 
misses his peers. Mr. Peter sometimes refuses to participate in programs for clients offered by the home. Peter is usually in a good 
mood and not too confrontational, but there are times when he refuses to respect the rules of the facility or participate in the 
daily routine and program of the home.

2.  Focus area of the research investigation

Communication Communication with Peter was easy he participated in all activities, but seemed more engaged during the rehearsal of the theatre 
itself. Peter played the main role of lazy Honza. He was learning the lines, but at the same time he was improvising during rehears-
als, his improvisation was funny and fit the concept of the story being played, but sometimes it happened that he started to make 
up too much and we had to remind him what to say and do. 

collaboration Peter cooperated without any problems, he was actively involved and gave suggestions on how to improve the theatre, how and 
what he would like to play. He performed the play itself without any difficulties and sat a big clap with the audience, then after 
the show he had a solo singing performance, the songs he chose himself because they were close to his words for longer and he 
identified with the lyrics. 

Relationships In terms of relationships with his fellow actors he got along with them and there was no problem. Communication between me 
and Peter was smooth, he always listened to me and I in turn listened to what he wanted to change and what he liked, he then 
built a close and friendly relationship with Martin with whom he rehearsed his solo songs. I could sense that he was very happy 
after the performance, he kept telling me that his parents were proud of him. 

Manifestations of 
problem behaviour

There were no significant problems with Peter during the course of meeting and rehearsing theatre, we did sometimes have to 
slightly direct him during rehearsals. Otherwise, however, he has been cooperative and no major problems have arisen.

Excerpts from the 
interview with 
Mr. Peter

How did you like rehearsing the performance? I liked it a lot, but sometimes it was too long for me.
Did you enjoy rehearsing the play or the activities before the play (expressive therapy techniques)? You had a good mix of both.
Did you enjoy our regular meetings and rehearsing theatre? Yes very much, it warmed my heart to be able to show it to someone. 
I’d like to do it more often.
What did you enjoy the most? It filled my time, but the thing I enjoyed the most was being able to show it to someone, my 
parents came to see me perform.
What have people told you about the show? I liked it, it was good. My grandfather said I could go to the National Theatre on the spot.
So what did you enjoy most about the show? Yes, I enjoyed the final work the most. I also liked the way we created the set and the 
way Martin and I sang at the end (the client had a singing solo accompanied by guitar after the show).
Client’s question: And we’re going to keep doing this, I wish we’d keep doing it, the theatrics and all that, because my mom is happy, 
my dad is proud of me too. I’ve shown her that I can do something. I felt a bit like I was in a sprite race, but then I liked the end result.

Samples of interviews 
with staff

Has Peter’s behaviour changed during the course of therapy? Peter’s behaviour was the same, but when we said in the home that 
we were going to rehearse the theatre he was immediately ready, which is not normally the case with him, he was actively and 
easily involved in creating the set.
How did he feel about the performance itself? He was enthusiastic, he felt like a great actor.
Free part of the interview. I was worried if he would get too excited during the performance, but he managed it beautifully, but 
as you know, we had to direct him in rehearsals. Otherwise, he did everything above our expectations.
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Excerpt from an 
interview with family 
members

How did you like the performance? Thank you, I was excited I was worried about how it would turn out or if he would do something 
wrong but everything turned out great.
How did you feel about the whole process of us meeting? Petya always told us at home what you did together. He was always 
reluctant when we returned him to the Home, but when we told him that he was rehearsing theatre, he was more eager to go 
home and it was easier for him to say goodbye.
Thank you very much again, it’s a pity there aren’t more activities like this.

Case study 3

Name and age Denis 30 years old

Diagnosis Moderate intellectual disability – childhood autism

Family history The family is functional and complete, the parents have Denis at home and use the facilities within the day activities offered by the 
home. Denis has 3 siblings and gets on well with them, his mother was forced to stay at home due to her son’s severe disability. 
Denis is sometimes aggressive towards his mother.

Personal history Dan is fully dependent on his family, attends the Jitka Home where he participates in respite programs, is friendly and sociable. 
However, he has been aggressive towards his mother in the past, and currently his outbursts of anger and aggression towards his 
mother are much less frequent, but still present at times.

3.  Focus of the research investigation

Communication I always asked Denise if he wanted to do the activity, We communicated with each other yes no. Most of the time though, he 
always smiled and participated in all activities.

Collaboration Denis was always actively cooperative during the sessions, both in the expressive therapy sessions, the song practice where he sat 
and swayed, and the actual theatre. When we told him to look menacing as a dragon (make a scowl) – he always just smiled. He 
understood but with assistance when he was supposed to go on stage he managed to walk there on his own and stand in place, 
over time you made him a two headed dragon, his fellow dragon was played by a user of another facility (sheltered housing).

Relationships Denis was friendly throughout and didn’t show any aggression, the only minor problem that occurred was during the dress 
rehearsal, you could tell he was uncomfortable there were strangers there the sound man the lighting man and the general 
stressful atmosphere, we picked up on this but in due course Denis went for a walk for the rest of the dress rehearsal he sat in 
a quieter part of the hall and in the end everything went smoothly. He knew where to go, what to do and when to leave. He 
handled everything well and was smiling.

Manifestations of 
problem behaviour

There was no problem behaviour, when we saw he needed a break there was a break and Mr Denis managed everything without 
any problems.

Excerpt from the 
interview with 
Mr. Denis

How did you like what we did today? Yes, I liked it.
Did you enjoy rehearsing the theatre? Yes, I did.
Did you like singing the songs or playing the dragon more? The dragon.
Client: Will there be a dragon? A dragon.

Sample interview 
with staff

How did Denise’s behavior during the meeting affect you? He seemed happy, Denis is sometimes very difficult to engage due to 
the nature of his disability, but here he was cooperative and you could see he was enjoying it
How do you rate the performance itself? It’s great that Denis did it without the help of his mother, it was a great performance for 
how deeply disabled he is, during the dress rehearsal he seemed irritable. You could see that he wasn’t enjoying it as much as he 
does in the traditional rehearsals, but after he went for a walk with his mum and had a meal he seemed better and eventually 
he managed to do well.
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Excerpt from an 
interview with family 
members

How did Denis feel about the regular meetings and the actual rehearsal of the theatre? Denis always remembered that we had 
a rehearsal on Mondays, sometimes it happened that he didn’t want to come with me to the programmes at Jitka’s home, he was 
very gloomy and sometimes I preferred not to go with him so as not to risk him getting angry, but he always looked forward to 
regular meetings with you. I also relaxed, chatted with the others and was able to have a deposit of coffee, I was worried about 
how direct you were from the start but from the first moment he just smiled at you. At home afterwards he was always walking 
past me asking when the dragon was coming.
How do you think Denis perceived the performance itself? He was aware that he was a dragon and very happy to play it, I was also 
very pleasantly surprised that he could handle the pressure and play the whole show. That was a little miracle for me.
Did you see any changes in Denis’ behaviour during the regular meetings? I can’t say exactly, but he always looked forward to the 
Monday meetings, and even now after the show he asks when the dragon is coming again.

6  Conclusion
Self-actualization is a basic psychological need, the fulfillment of which significantly 
affects the quality of life, mental well-being and social integration of an individual. 
Research across age groups and ability levels shows that promoting autonomy, crea-
tivity and meaningful engagement can act as a significant protective factor against 
depressive symptoms, frustration and problem behaviour. This fact was confirmed in 
a research project carried out in collaboration with the Jitka Home, where a support 
group was created and an expressive therapy intervention based on theatre therapy – 
a theatrical rendition of the fairy tale Lazy John – was implemented.

The empirical investigation, based on a qualitative analysis of three case studies, 
showed that even people with moderate to severe mental disabilities show the need 
to be active creators of their lives, to express themselves, to be accepted and perceived 
as full participants in social events. Involvement in the theatrical process has led not 
only to improvements in communication, cooperation and self-control, but above 
all to a stronger sense of value and pride – for the clients themselves, their families 
and the staff of the facility.

The data obtained confirms that self-actualization is not an exclusive privilege 
highly restricted to the majority society or to people without mental deficits, but 
a universal need that finds its form in every individual – whether through creative 
activities, relationships or small everyday decisions. If conditions are created that 
respect individuality, allow for expression and promote participation, even a person 
with an intellectual disability can experience a sense of meaning, belonging and 
personal growth. For these reasons, the issue of self-realisation needs to be actively 
integrated into approaches in the field of ethical underpinning of research.

The names of the clients mentioned in the case studies have been changed for ethi-
cal reasons to protect their identity and privacy. All research activities were conducted 
in accordance with the ethical principles of working with people with specific needs, 
including informed consent from all stakeholders social work, special education and 
community support.
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Options for preventing school failure among 
children starting regular primary schools: 
Theory and good practice in the Czech 
Republic

(overview essay)

Barbora Lanková, Michal Vostrý, Ilona Pešatová, 
Hana Finkousová, Vlastimil Chytrý

Abstract: The article focuses on the problem of school failure among children entering 
the first grade of regular primary schools (in the Czech Republic, these are schools for 
children between six and eleven years old). School failure is a worrying phenomenon 
that has a negative impact on children’s lives and can affect their future academic growth 
and career success. The aim of this article is to analyse the causes of school failure in 
this specific age group and to propose effective strategies and interventions that could 
contribute to reducing the problem. The article presents the various factors that con-
tribute to school failure among children entering the first grade. Such factors include 
children’s lack of readiness for school education, inadequate support by the family and 
environment in which children grow up, and insufficient specific pedagogical strategies 
for working with this age group. Furthermore, the article presents some effective inter-
ventions and strategies that could help to reduce school failure among students in the 
first grade. These strategies include preschool programs aimed at preparing children for 
school, strengthening family-school collaboration, providing support for students with 
special educational needs, and using differentiated teaching methods and resources. 

Keywords: school failure, special education, diagnostics and screening, Reversal Test, 
primary schools

1  Introduction
Study problems can be considered one of the leading predictors of school failure, so 
it is difficult to examine school dropout without focusing on these problems at the 
same time. In practice, it is quite difficult to separate the causes and consequences 
of such failure. It is important to recognise that students who experience long-term 
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school failure are at risk of emotional and social difficulties. This risk can escalate 
and result in delinquent to criminal behaviour. In this case, many authors agree that 
such behaviour threatens the health of the individual concerned. Quite often, such 
behaviour is also associated with addictive substance abuse or risky sexual behaviour 
(Newcomb et al., 2002; Lochner & Moretti, 2004; Bradshaw et al., 2008). Therefore, 
the very development of the students in question may be disrupted. School failure 
may also be a reason for dropping out of school. In this case, we may encounter im-
maturity of the individuals in the emotional, social and cognitive domains. From 
the social point of view, they are not mature enough to take on adult social roles and 
responsibilities. In particular, maintaining full employment and financial independ-
ence and developing self-reliance seems to be difficult (Arnett, 2000; Bradshaw et al., 
2008). Older sources suggest that school failure and dropout may be considered 
comprehensive and inter-related processes. These processes often occur together 
with problem behaviours. We cannot disregard factors related to the individual, their 
family and social environment. These factors can adversely affect the person’s de-
velopment and lead to school failure. It can be assumed from the general theory of 
deviance that students who use addictive substances are more likely to drop out of 
school. There is also the theory of deviant peer affiliation, which assumes that peers’ 
views of school or study matters influence their friends’ behaviours and attitudes 
(Battin-Pearson et al., 2000; Bronfenbrenner & Morris, 1998; Gilmore et al., 1992). 

Many authors work with the term “problematic school absenteeism”, linked to the 
issues mentioned above, among which teenage pregnancy can also be included. It is 
precisely those individuals who show excessive absenteeism during their schooling 
who have higher failure and dropout rates. To avoid these risks, we must look into 
the risk factors for both truancy and dropout (Chou et al., 2006; Jaafar et al., 2013; 
Kearney, 2008).

Truancy (also referred to as school absenteeism) is not just a label for one par-
ticular issue. It can be used to describe a variety of concepts, including school refusal. 
One of the reasons may be the often-mentioned addictive substance abuse and also 
emotional distress of children, which includes, for example, anxiety and depression, 
school phobia (fear-induced absenteeism). The traditional view of truancy also con-
siders inadequate parental supervision, delinquency, study problems or inadequate 
social environment. In all cases, such situations give rise to a fairly clear pattern. It 
starts with relatively harmless truancy, which can, however, turn into school failure, 
and even to dropping out (Fremont, 2003; Gubbels et al., 2019). 

1.1  Preventing school failure in the Czech Republic
The basic competencies that a child should acquire during the educational process 
are of lifelong importance in our culture, and therefore school failure must be dealt 
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with seriously (Pokorná, 2010). School failure can be defined as a long-term failure to 
meet the demands of school. It involves poor marks and often the resulting negative 
attitudes towards learning and education, as well as towards individual teachers or 
the school as a whole. School failure can be classified as absolute and relative. Abso-
lute failure is a consequence of the child’s innate intellectual abilities, relative failure 
occurs due to other reasons that may have a solution (Průcha, 2008). 

It is important to realize the significant factors that contribute to long-term school 
failure. These include, for example, a lower level of intellectual abilities. Specific mani-
festations of children with a lower level of intellectual ability include an impaired 
ability to concentrate and poorer performance in reading and arithmetic. However, 
these children can be successful in other areas (art, physical education or handicraft) 
where they can excel among their peers; so it is necessary to provide an appropriate 
programme for these children so that they too can achieve praise, recognition and 
school success (Monatová, 2000).

The significant factors also include developmental changes (immaturity of first-
graders or developmental changes during adolescence). A child starting school has 
a strong need to compete with peers and succeed. If the child’s experience in this 
regard is positive, then the desired qualities of concentration, diligence and ambition 
are naturally reinforced. The negative effects on the child’s personality formation 
are caused by possible failure, which makes the child feel inferior. This can lead to 
resignation and apathy towards education in general. In the case of repeated failures, 
these factors may become a personality trait and persist into the future (Helus, 2009). 
Therefore, in order to prevent school failure, it is necessary that the child is mature 
and sufficiently prepared at the time of starting school. Individual needs of the child 
(specific learning and behavioural disorders, somatic and psychological condition 
of the child, gifted child) must be considered. Children with specific learning needs 
that are not adequately compensated for and considered by the teacher, have worse 
marks even if their intelligence is demonstrably high. It is important to remember 
that often specific learning disorders go hand in hand with problem behaviours. 
A child who cannot achieve success at school soon develops a dislike for school 
work and expresses his or her negative attitude through inappropriate behaviour 
(Pokorná, 2010). 

The difficult position of such children can also be caused by the attitude of the 
school, teachers, and classmates, who often perceive them (due to the prevalent 
stereotyping) as a source of problems (Vašutová, 2008). Special care should also be 
given to gifted children, where the lack of full use of their potential can again lead to 
problem behaviours and a negative attitude towards school (Sokolová, 2020).

We can also talk about social influences. The environment in which the child grows 
up also has an impact on school performance, whether it is a family that supports the 
child in everything but fails to give him or her the guidance to be independent, or on 
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the contrary, an environment that maximally supports the child’s independence and 
self-sufficiency but lacks the need for cooperation with others. Another factor that 
influences a child’s school performance is the family’s attitude towards education and 
their trust in school as an educational institution. Last but not least, the relationships 
within the family and the child’s cooperation with his or her parents also contribute to 
the child’s success (Vašutová, 2008). In addition to social influences, another research 
focus is classroom climate and assessment. The school classroom is a specific peer 
group that is not chosen by the child. The child has a need to assert him- or herself 
among the classmates and to become accepted, which is important for gaining his or 
her self-esteem. However, if he or she fails to do so or does not feel comfortable in the 
classroom atmosphere, this can have a negative impact on the school performance 
(Vágnerová, 2008). Assessment significantly affects interest in learning. Assessment 
should serve a motivational function in addition to describing the level of knowledge. 
Statements made by the teacher regarding the child fall into this category and should 
be positive, specific and understandable for the child (Jucovičová, 2017). For example, 
teachers’ views of and attitudes towards disadvantaged children play an important 
role in narrowing the social gap between children and can to some extent compensate 
for poorer skills of some children entering school (Youn, 2019). 

A child who fails in the school environment, for whatever reason, is exposed to 
many related negative influences. School failure negatively affects a student’s atti-
tudes towards education, work and society. Children who are unsuccessful often have 
a negative attitude towards school, reflected in their final marks, which significantly 
affect their choices and options for further education. Educational attainment then 
determines future careers to a large extent. The right choice of profession is one of 
the factors that determine lifelong satisfaction and the possibility of self-realization. 
Conversely, failure at school can cause frustration and lead to secondary behavioural 
problems. These children may have more problematic relationships with their more 
successful peers and seek support among members of questionable social groups 
(Pokorná, 2010). The interconnectedness of the various phenomena clearly points 
to the need to address the prevention of school failure in a systematic way.

1.2  Strategies to prevent school failure in the Czech Republic
The strategy for the prevention of school failure should be part of the Minimum Pre-
vention Programme, which is a mandatory document prepared by each school, aimed 
at educating students. It is developed on the basis of the school’s prevention strategy. 
In general, it deals with education for a healthy lifestyle, and personal and social 
development of children. It promotes students’ own activity, involvement of teachers 
and work with students to prevent socially pathological phenomena. An important 
issue is the cooperation between the school and parents. The Minimum Prevention 
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Programme is developed for a period of one year (Decree No. 72/2005 Coll.). The 
strategy for preventing school failure should then include, in addition to the legisla-
tive framework and the definition of the starting points and objectives, the specific 
steps that will lead to the set goal and the specific problem-solving procedures that the 
school will follow if previous measures fail (Strategie předcházení školní neúspěšno-
sti, šikaně a dalším projevům rizikového chování, 2018 /Strategy to prevent school 
failure, bullying and other risk behaviour/). Educators need to consider the fact that 
the first grade is likely to be composed of children whose age difference may amount 
to 1 year, which is approximately 15% of a child’s development. This means that even 
the simple factor of age can negatively affect a child’s success at the start of school. 
Further differences will be in the areas of cognition, social competence, attention 
span, etc. (Matějček & Klégrová, 2011). All these differences between children must 
be considered by the teacher in the school activities. Teachers often have to rely 
only on their own pedagogical diagnostics – observation and analysis of outcomes. 
However, its accuracy depends on the experience, intuition and individual skills of 
the educator. This process is also very lengthy and requires a longer period of time. 
For this reason, the child may get special education care too late, i.e. only after going 
through a negative experience – failure and disappointment (Vítová, 2021). This 
situation could be changed by the introduction of a school special educator who 
would be able to provide (in terms of time and expertise) screening of children at 
the beginning of the first grade and provide educators with more information about 
the children and their current levels in the areas necessary for successful completion 
of school duties. Appropriately selected diagnostic tools that can identify weakness-
es and subsequent targeted intervention are tools that can prevent school failure 
(Urbanovská, 2019). As mentioned above, effective diagnostics of a child starting 
compulsory schooling appears to be an effective prevention of school failure. Early 
detection of the child’s weaknesses, and subsequent targeted intervention can reduce 
the risk of exposing the child to failure (Vítová, 2021). Also, the methodological 
recommendation issued by the Czech School Inspectorate puts emphasis on the 
monitoring of children with special educational needs, as well as on the screening 
of children at risk of school failure (CSI). 

An extended model of the school counselling centre, for whose activities the 
school principal is responsible, includes the role of a special educator. Together with 
the educational counsellor, prevention methodologist or school psychologist, they 
provide counselling services for children, parents and teaching staff of the primary 
school. The special educator coordinates the school’s cooperation with counselling 
facilities – educational psychology counselling centres and special education centres 
(Decree No. 72/2005 Coll.). The necessary professional qualification of the special 
educator is stipulated by Section 18 of Act 198/2012 Coll. The special educator’s inter-
est is mainly focused on children with special educational needs and the provision of 
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all related tasks, such as checking the implementation of individual education plans, 
assisting teachers in their preparation and setting appropriate support measures. He 
or she also provides methodological guidance to teachers educating children with 
special educational needs as well as to teaching assistants. In addition to the afore-
mentioned, the job of a special educator should include conducting screening tests to 
detect children at risk of school failure (Kucharská, 2013). By introducing this posi-
tion, the Ministry of Education, Youth and Sports hoped to improve communication 
and conditions of inclusive education in Czech schools (Šablony OP JAK vyhlášeny, 
2022 /OP JAC templates announced/). Currently, there is an apparent effort to increase 
the number of schools where the position of special educator is established. So far, 
these positions have been funded from various projects, development programmes or 
templates. As a result, positions of special educators are established on a temporary 
basis, without the certainty of job perspective, which reduces the interest in applying 
for the job (Čech, 2020). Certain changes in approach may be brought by the new 
Operational Programme Johannes Amos Comenius (OP JAC), which was established 
in 2022 to support inclusive education, building on the success of the Operational 
Programme Research, Development and Education. Funding from European funds 
can be obtained for the creation of support positions in education (including the 
position of special educator) and for the development of teaching staff over a three-
year period. The programme thus focuses primarily on supporting children at risk of 
school failure. In addition to the above, the programme aims to test a new model that 
could receive systemic support in 2025 (Šablony OP JAK vyhlášeny, 2022 /OP JAC 
templates announced/). If a standard position of special educator at schools is created, 
the schools would most probably be interested in staffing their counselling services.

The present research shows the importance of coordinating comprehensive sup-
port for students who are at risk of school failure in regular primary schools in the 
Czech Republic. The support for such students is based on the support instruments 
defined by law. Since 2016, this system has been embedded in Czech legislation 
(primarily, Act No. 82/2015 Coll., which amended Act No. 561/2004 Coll., on Pre-
school, Primary, Secondary, Tertiary Vocational and Other Education, “the School 
Act”; or curriculum documents – General Education Programmes). Thanks to leg-
islative background and clearly defined support measures, inclusive education for 
all students with special educational needs can be fully implemented. These are the 
essential measures for the successful inclusion of students. In this context, it is also 
important to consider the school environment (barrier-free, friendly climate), teach-
ers’ competencies and attitudes towards students’ education, cooperation between 
the school and counselling centres, cooperation between the school and the family, 
acceptance of each student by teachers, classmates and parents, etc. (Slowík, 2016; 
Evans, 2007; Armstrong et al., 2010).
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2  Method
2.1  Research method
The present survey is based on the quantitative approach. The survey involved an 
experiment carried out with two groups. The participants in the experimental and 
control groups were selected by purposive sampling, where the respondents matched 
the predetermined relevant characteristics. Their assignment to a given group was 
then made by random selection. The aim of the survey was to determine the effect of 
our chosen intervention on the improvement of results in the chosen diagnostic tool.

2.2  Research ethics
It was necessary to obtain the consent of the child’s parent or legal guardian to con-
duct the research. In this process, we stressed that the results of the research would 
be presented in a way ensuring the anonymity of the respondents. When conducting 
the research, it was necessary to approach the children with regard to their age and 
intellectual abilities, and to adjust the choice of words when explaining the different 
tasks. The researcher followed the code of ethics and maintained confidentiality. The 
individual steps of the investigation were approved by the ethics committee of the 
Faculty of Health Studies, J. E. Purkyně University in Ústí nad Labem (registration 
number: 72/2023/01238). The survey was carried out in accordance with the Decla-
ration of Helsinki. Informed consent was secured from the legal representatives of 
the primary school pupils. The experimental investigation was not carried out in the 
form of invasive techniques; it was carried out in the form of selected educational 
procedures.

Data availability: The source data cannot be shared publicly in order to respect 
the signed informed consent of legal representatives. The source data are recorded in 
the Czech language and any translations could cause differences in the interpretation 
of individual items. The source data are kept unchanged by the authors of the study. 
(Contact information: Michal.Vostry@ujep.cz)

2.3  Timetable
The actual implementation of the research took 4 months. It started with entry testing 
of all children (September), then a periodical intervention (3 times a week for 30 min-
utes) with the children from the experimental group was carried out and ended with 
exit testing (end of January). The individual steps of the research implementation 
are recorded in a flowchart (Figure 1). With regard to the chosen survey, we asked 
a causal research question: What is the effect of a periodical targeted intervention on 
the development of measurable competencies through the chosen standardized instru-
ment in children entering the first grade of a regular primary school?

mailto:Michal.Vostry@ujep.cz
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Figure 1: Flowchart for the survey (source: author’s own work)

34 children in the 1st grade of primary school

Request for the consent of a parent or legal guardian

27 with the consent of a parent or legal
guardian

7 children without the consent of a parent
or legal guardian

Entry testing

Division of children into groups

14 children
experimental group

13 children
control group

Transfer of 1 child from the experimental
group to the control group due to the

child’s time schedule

13 children
experimental group

14 children
control group

Intervention
for 3 months

Exit testing
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2.4  Research sample
The research was conducted in a regular primary school (223 children in the school 
year 2022/23). Enrolment at this school tends to be formal in nature and mainly 
consists of familiarising the student with the teachers and the school. A total of 
34 children enrolled in the first grade, whereas informed consent to participate in 
the research was obtained for 27 of them (27 children participated in our research 
investigation, following the signing of informed consent by a legal guardian). These 
children were randomly divided into two groups. One group was the experimental 
group (13 children) and the other was the control group (14 children). Four children 
from the experimental group and five children from the control group had com-
pulsory schooling postponed. In the experimental group there was one child with 
a health impairment (diabetes) who had a third-level support measure and a teach-
ing assistant. One child in the experimental group already had a referral from an 
educational psychology counselling centre. There was no child in the control group 
with a support measure. The children in the experimental group then participated 
in the periodical intervention.

2.5  Intervention
The intervention took place regularly 3 times a week for 30 minutes over the period of 
4 months. After careful consideration of the children’s availability and in an effort not 
to disrupt the teachers’ normal work with the class during the day, the intervention 
time was set for the afternoon (12:40–13:10). As these children are of early school age, 
lower participation can be expected due to higher sickness rates than the case would 
be with older children. According to the data collected, attendance ranged from 91% 
to 29%. The average attendance rate was 65%. The structure of the intervention was 
always similar to help children navigate and feel safe. In the initial session, we greeted 
the children, and briefed them on what to expect in the next 30 minutes. They then 
played an active game aimed at strengthening visual memory. During the second 
part of the intervention, the children sat at their desks where they had worksheets 
or tools for the given activity. Where possible, the pictures were thematically related 
to the previous game. Children who completed the tasks before the others had puz-
zles or worksheets one level harder always prepared. At the end of the intervention 
there was a recap session in which the children tried to evaluate their work and said 
what they did or did not like. They were also informed about the work that awaited 
them at the next meeting. The children also had the opportunity to participate in 
the preparation of the materials, for example by choosing the topics of the pictures 
used. This was always a guided choice.

The targeted intervention primarily focused on the areas that were tested with 
the help of the selected diagnostic tools and in which it was necessary to achieve 
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detectable improvement – visual memory, visual discrimination, spatial orienta-
tion, visual analysis and synthesis, fine motor skills, and graphomotor skills. The 
intervention followed the general principles of reeducation and work with children 
of early school age. The activities were chosen on the basis of literature that focuses 
on this issue or deals with the prevention of learning disorders. These are mainly 
publications by Bednářová, Pokorná (Cvičení pro děti se specifickými poruchami 
učení: rozvoj vnímání a poznávání /Exercises for children with specific learning disor-
ders: development of perception and cognition/; Přemýšlej, vybírej, rozlišuj, srovnávej, 
sestavuj: předcházíme sklonům dítěte k dyslexii, dysgrafii, dyskalkulii /Think, choose, 
distinguish, compare, assemble: preventing the child’s tendency to dyslexia, dysgraphia, 
dyscalculia/; Rozvoj vnímání a poznávání /Development of perception and cognition/) 
and Šindelářová (Předcházíme poruchám učení: soubor cvičení pro děti v předškol-
ním roce a v první třídě /Preventing learning disorders: a set of exercises for children 
in the pre-school year and first grade/). Šimon’s worksheets were also used (Šimonovy 
pracovní listy 8). As a diagnostic tool, we chose the School Maturity Reversal Test. 
Figure 2 shows the developmental curve of visual perception according to Edfeldt 
(Reversal Test), where the number of errors is a function of the child’s age. The as-
sumption is that children at age six with adequate development of visual perception 
should make no more than ten errors. Error-free completion of the test is assumed for 
eight-year-old children (Pokorná, 2010). The blue dots show the distribution of the 
research sample according to the number of errors made in the entry Reversal Test. 
Children who are above the developmental curve are children who should be given 
more attention, as they show some deficit in visual perception or concentration skills.

2.6  Methods and procedures of statistical analysis
As mentioned above, the selected research sample consisted of 27 children. For this 
reason, the results of the experimental and control groups were compared using 
the non-parametric statistical method. Using descriptive statistics, the differences 
between the scores on the entry and exit tests for both the experimental and control 
groups were calculated. The values of the differences for the two groups were then 
compared using the Mann-Whitney test, which showed us the α level – the prob-
ability of whether or not the null hypothesis could be rejected. The t-test was used to 
compare the scores of the entry and exit tests of the group that actively participated 
in the intervention and the group that only participated in the testing. If it happens 
that the P value is greater than or equal to 0.05, then there is no statistically signifi-
cant difference between the medians at the 95.0% confidence level, and statistical 
significance cannot be confirmed. The results presented below are divided according 
to the tests that were used to determine the child’s school maturity and readiness. 
We used a logical order for the monitored variables: testing for normality (generally 
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Figure 2: Relationship between age and number of errors in the entry Reversal Test  
(source: modification by Pokorná, 2010)

presenting the results of descriptive and inductive statistics), visualizing the data, and 
identifying differences between the experimental and control groups.

2.7  Results
Table 1 shows the results of the descriptive statistics of the Reversal Test. This test was 
applied to both groups before and after the intervention. The results were compared 
with each other based on the statistical analysis performed. Tables 2–4 present the 
results of the statistical analysis of the t-test with the following results. Through the 
statistical analysis of the data using the paired t-test, it is possible to reject the null 
hypothesis that was defined at the beginning of the research and accept the alterna-
tive hypothesis, i.e. to confirm the effect of the periodical intervention on obtaining 
higher scores in the exit Reversal Test. The results suggest that both the experimental 
and the control group showed a statistically significant difference between the entry 
and exit testing (experimental group’s p= < .001 and control group’s p= .002). 
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Tab. 1: Descriptive statistics 

N Minimum Maximum Mean Std. Deviation

Ex. in 14 54.00 83.00 69.71 8.31

Con. in 13 54.00 81.00 65.85 7.84

Ex. out 14 60.00 83.00 74.57 6.50

Con. out 13 63.00 84.00 74.15 8.20

Valid N (listwise) 13

Legend: Ex. in = experimental group input, Con. in = control group input; Ex. out = experimental group output; Con. out = control group output

Tab. 2: Paired Samples Statistics – Reversed test 

Mean N Std. Deviation Std. Error Mean

Pair 1 Ex. in 70.92 13 7.25 2.01

Con. in 65.85 13 7.84 2.17

Pair 2 Ex. out 75.69 13 5.17 1.43

Con. out 74.15 13 8.20 2.28

Pair 3 Ex. in 69.71 14 8.31 2.22

Ex. out 74.57 14 6.50 1.74

Pair 4 Con. in 65.85 13 7.84 2.17

Con. out 74.15 13 8.20 2.28

Legend: Ex. in = experimental group input, Con. in = control group input; Ex. out = experimental group output; Con. out = control group output

Tab. 3: Paired Samples Correlations – Reversed test 

N
Correlation

One-Sided p
Significance

Two-Sided p

Pair 1 Ex. in & Con. in 13 –.317 .146 .292

Pair 2 Ex. out & Con. out 13 .156 .305 .610

Pair 3 Ex. in & Ex. out 14 .837 < .001 < .001

Pair 4 Con. in & Con. out 13 .646 .009 .017

Legend: Ex. in = experimental group input, Con. in = control group input; Ex. out = experimental group output; Con. out = control group output
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Tab. 4: Paired Samples Effect Sizes – Reversed test 

Standardizera Point Estimate
95% Confidence Interval

Lower Upper

Pair 1 Ex. in – Con.in Cohen’s d 12.25 .414 –.161 .974

Hedges’ correction 13.09 .388 –.151 .912

Pair 2 Ex. out – Con.out Cohen’s d 8.99 .171 –.380 .716

Hedges’ correction 9.60 .160 –.356 .670

Pair 3 Ex. in – Ex.out Cohen’s d 4.57 –1.062 –1.711 –.388

Hedges’ correction 4.86 –1.000 –1.610 –.365

Pair 4 Con. in – Con.out Cohen’s d 6.76 –1.229 –1.944 –.485

Hedges’ correction 7.23 –1.150 –1.819 –.454

a. The denominator used in estimating the effect sizes. 
Cohen’s d uses the sample standard deviation of the mean difference. 
Hedges’ correction uses the sample standard deviation of the mean difference, plus a correction factor.

3  Discussion
The aim of the survey was to ascertain the effect of our intervention on the improve-
ment of the results achieved in the chosen diagnostic tool. On the basis of the presented 
results, we reached the following conclusion. The experimental group achieved better 
results in the monitored indicators and there was also a statistically significant differ-
ence compared to the control group. The intervention aimed directly at the students 
and at positively influencing them. It is also important to consider the related studies 
that addressed the issue at the level of the factors that led to school failure. One such 
example is the study by Jakšić and Malinić (2019), whose first research focused on 
qualitative inquiry about what future teachers reported as important factors associ-
ated with school failure. Through this analysis, the authors reached conclusions that 
point to a number of different causes of school failure factors. The most common 
causes were the students’ disinterest and lack of motivation. In addition, it was also 
the teachers’ lack of preparation (teaching methodology), the students’ failure to 
prepare for the classes, their laziness and lack of commitment. Closely related to 
this was the missing involvement of parents (legal guardians) in the educational 
process. Such findings are consistent with other authors’ research (Georgio et al., 
2002; Petersen, 2010).

Completing the highest education possible can be considered a strong predic-
tor of good health. Many authors believe that the more educated people are, the 
better their health is likely to be. Education is also closely related to earnings and 
employment, yet evidence suggests that education itself has the strongest influence 
on health (World Health Organization, 2010; Molla, Madans & Wagener, 2004). To 
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some extent, school can provide the knowledge that students acquire during their 
studies. Likewise, school can be involved in health promotion and prevention in the 
case of risky behaviours. Such behaviours may then lead to school failure. An inter-
esting example is the school climate model. This model suggests the importance of 
connectedness and engagement at school. Positive relationships with teachers and 
respect at school may be associated with better academic performance. This may be 
reflected in fewer behavioural problems, and the process then leads to better mental 
health. Consequently, school can be understood as a framework for the cognitive, 
emotional and social development of an individual. Similarly, school becomes a fo-
cal point for prevention, identification and resolution of problems that can lead to 
mental health disorders (Jamal et al., 2013; Bruns et al., 2004). 

The resulting poor mental health is often associated with dropping out of school or 
generally failing in the educational process. As mentioned above, adolescents without 
the completed compulsory education are at risk of cumulative disadvantage due to 
poor health, poverty and unemployment later in life (Patton et al., 2016; Castellví 
et al., 2020). The issues of students who do not fit into mainstream education is not 
a new or unfamiliar topic for schools. We can say that since the very establishment of 
school, this has been an ongoing issue: How to categorise and classify a “problematic 
child” who is not meeting expectations? In history, there have been many ways to 
categorize “lagging” students. In the 19th century, such individuals were referred to 
as “bums” or “idiots”. In the early 20th century, such students were labelled as “weak”, 
“slow” or “imbeciles” or “psychopaths”. Many of the labels have become pejorative 
since then, i.e. the classification has been modified.

Nowadays we talk about diagnoses such as ADHD, ADD, dyslexia, etc., based 
on the findings of neuroscience and neuropsychiatry. In short, we can say that the 
classification of school problems using different individual categories is a sign of how 
the institution thinks about and responds to problems (Hjörne & Säljö, 2009; Hjörne 
& Säljö, 2014). We fully share the view that “efficient” teachers know that each person 
“dances to their own tune”. That is, students learn in different ways. Unfortunately, 
even today, dynamic and individualized learning is not used very much, and the more 
popular trend of setting different standards prevails. This includes different standards 
for teachers, for student learning, for outcomes, etc. It may seem that a standard, like 
a test score, is a rational way to identify schools, teachers and students who failed 
or succeeded. Unfortunately, the use of standards has its limitations, as it identi-
fies precisely those who do not meet the standards. Thus, a very narrow margin is 
created: you either meet the standards or you do not meet them and then you are 
“problematic”. The question is whether this is an ideal way to prevent school failure 
(Wood, 2001).
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Limitations of the study
A limitation of the study may be the small number of respondents who participated 
in the survey. Given the funding opportunities and the composition of the research 
team, it was not possible to get a larger research sample. Thus, the direction of future 
studies could be to form a larger sample of students and to subsequently compare 
the diagnostic tools. Another limitation may be the selection, i.e. the equality of the 
groups. The entry examination showed that there was no statistically significant dif-
ference between the test scores of the two groups. 

Prior to the intervention, we tried to limit the entry inequalities as much as pos-
sible, adjusting the conditions to enable equal testing, and deliberately selecting par-
ticipants who matched the predefined relevant characteristics. It is also important 
to mention instrumentation, i.e. the measurement effect. We do not assume that the 
participants mastered the test questions of a given standardized test since the time 
lapse between the entry and exit testing was three months.

4  Conclusion
In this article, we addressed the problem of school failure of students entering the 
first grade of regular primary schools. This phenomenon has serious implications 
for children’s lives and may affect their academic growth and career success. We 
have identified several factors that contribute to this problem, including insufficient 
readiness of children for school, inadequate support given by the family and the 
environment, and a lack of specific pedagogical strategies for working with this age 
group. We have proposed several effective interventions and strategies to reduce 
school failure. These include pre-school programmes aimed at preparing children for 
starting school, strengthening family-school collaboration, supporting students with 
special educational needs, and using differentiated teaching methods and resources. 
It is important to recognise that the resolution of school failure requires a multidis-
ciplinary approach. Collaboration between teachers, psychologists, social workers 
and the students’ families is key to achieving positive outcomes. Diagnostics and 
individual planning are essential for adapting the educational process to the needs 
of individual students. 

The aim of this article is to contribute to greater awareness of the school failure 
issue in students entering the first grade of regular primary schools and to offer prac-
tical steps to reduce this problem. It is necessary that educational institutions, families 
and professionals work together and pay increased attention to this important aspect 
of education. This is the only way to ensure that students have a solid foundation 
for successful academic development and future careers. The present text provides 
some important advice for educational practice (modified from Silvana et al., 2021; 
Jakšić & Malinić, 2019):
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	 i.	Provide children with emotional support: It is important for them to feel safe and 
confident in the school environment. It is important to make sure they feel heard 
and respected. Promoting emotional wellbeing is key to their ability to concentrate 
and learn effectively.

	ii.	Help to develop a positive self-image: It is important to help children develop 
healthy self-esteem and self-worth. You can build on supporting their individual 
abilities and strengths. It is essential to teach students to cope with failure and to 
reward their efforts and progress.

	iii.	Contribute to the development of social skills: Communication and interaction 
with peers are crucial for success at school. Help children to develop social skills 
such as cooperation, expressing their feelings and resolving conflicts. Encourage 
healthy classroom relationships and create a friendly learning environment.

	iv.	Cooperate with the family: Involve parents in the learning process, support them 
and give them tools to support their children’s learning at home. Communicate 
with them regularly and share information about their children’ achievements 
and challenges.

	 v.	Provide individual support: The key is to recognise the individual needs of stu-
dents and tailor learning plans accordingly. To do this, you can use differentiated 
teaching methods and resources to ensure that every student has the chance to 
reach his or her full potential.

	vi.	Monitor and evaluate progress: Regularly monitor and evaluate students’ progress 
so that you can identify any problems early and provide adequate support. Use 
a variety of assessment methods, including informal observation, tests and inter-
views. Share the assessment results with parents and work with other professionals 
to get a full picture of the child and his or her needs.

We believe that this combination of pedagogical approaches can bring positive chang-
es and help students entering the first grade of regular primary schools to overcome 
obstacles and achieve success in their academic and personal development.
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Well-being interventions for learners with 
special educational needs in schools: 
A scoping review

(scoping review)

Dagmar Majerechová, Lenka Sokolová

Abstract: Learners with special educational needs (SEN) often show difficulties in social 
interaction, autonomy, application of social rules, and behavioral and/or emotional self-
regulation, not only in the school setting. Therefore, effective school-based interventions 
should support their well-being, positive development, and social and personal skills. 
This study aims to identify the interventions focused on well-being provided to learners 
with SEN and to assess their effectiveness. Reviewed research drawn from four databases 
(Web of Science, SCOPUS, ScienceDirect, and EBSCOhost), and nine journals identi-
fied 11 studies. Given their common features and characteristics, we grouped them into 
3 categories: relaxation interventions, social and emotional skills interventions, and 
positive psychology interventions. Interventions targeting the well-being of learners with 
SEN are in short supply, their effectiveness is not generalizable to the entire population, 
and if implemented in a school setting, the general learner population may benefit from 
those interventions too. The reviewed interventions seem to be applicable in practice 
and have the potential to improve the overall well-being, mental health, and quality 
of life of learners with SEN in school, however, some limitations need to be discussed. 

Keywords: interventions, well-being, learners, special educational needs, effectiveness 

1  Introduction
In both the schools and the counseling services, we are increasingly encountering 
children who require a different approach to education. In the school educational 
system, they are classified as learners with special educational needs (hereafter re-
ferred to as SEN). The term SEN refers to a very diverse population of children with 
a wide range of physical, cognitive, and social-emotional difficulties, but also to 
children with exceptional talents who require varying degrees of special educational 
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support and assistance (Squires, 2012). Learners with SEN are considered potentially 
vulnerable groups at all levels of education due to learning difficulties, mental health, 
stigma, or risk of exclusion. A growing body of evidence suggests that there is a posi-
tive association between the prioritization of health and well-being in schools and the 
educational attainment of children (Michael et al., 2015). Schools that place greater 
emphasis on the health and well-being of learners tend to achieve better educational 
results (Littlecott et al., 2018). Well-being is related to the variety of experiences these 
children and adolescents have in the school environment, particularly the perceived 
support from their teachers (Suldo et al., 2009). Well-being is defined as a combi-
nation of feeling good and functioning satisfactorily (Huppert, 2009), and it is also 
associated with social support and personal factors such as self-esteem and positive 
self-image (Hilgenkamp et al., 2011). It is characterised as experiencing positive emo-
tions such as happiness and contentment, as well as developing one’s potential and 
some control over one’s life, a sense of purpose, and positive relationships (Huppert, 
2009). Children’s well-being is not only coming to the fore in academic research but is 
also frequently mentioned in public discourse (Cooper & Layard, 2005). Longitudinal 
research shows that well-being in childhood predicts future well-being in adulthood 
(Richards & Huppert, 2011). Although researchers have not reached a consensus on 
a standardized definition of well-being in education, nor on the dimensions of well-
being that are most related to learning and achievement (Vaknin-Nusbaum & Tuck-
willer, 2022), there is a large consensus that well-being in school is connected with 
academic skills such as motivation and self-efficacy that influence learners’ academic 
achievement (Govorova et al., 2020; Low et al., 2016). These research findings are 
also supported by Suldo et al. (2016) who noted that learners with full mental health 
who were identified as having high levels of well-being and no special educational 
needs showed better outcomes than vulnerable children, i.e., learners with low levels 
of well-being and no special educational needs in terms of their academic attitudes, 
perceptions of overall physical health, social support, relationship satisfaction, and 
identity development. Learners with high levels of well-being and the presence of 
SEN reported better academic self-esteem, better perceptions of physical health, 
greater social support, satisfaction in relationships, and lower victimization com-
pared to their peers with low levels of well-being and the presence of SEN (Suldo 
et al., 2016). Therefore, as proved by many experts, monitoring the well-being of all 
children with and without SEN is necessary to continuously improve and ensure 
optimal performance, mental health, and overall satisfaction with the school as well 
as the quality of life in the school environment and also beyond (Bonell et al., 2018; 
Gigantesco et al., 2015; Inchley et al., 2022; Littlecott et al., 2018; Suldo et al., 2016). 

In recent years, we have observed a growing trend toward promoting inclusive 
education for all learners (Roldán et al., 2021). Successful inclusive education creates 
a learning environment that supports not only the cognitive abilities of all children 
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but also their social and emotional development (Schwab et al., 2014) and ultimately 
their well-being. In an inclusive learning environment, it is necessary to provide 
a specialist approach to education for a child with SEN, as well as the provision of 
special teaching aids to support their effective learning. Learners with SEN often 
show difficulties not only in the school environment but also beyond, specifically in 
social interaction, autonomy, and application of social rules, as well as in behavioral 
and emotional self-regulation (Gaspar et al., 2016). Therefore, appropriate prevention 
and school-based interventions should promote well-being, positive development, 
and social and personal skills in these learners. Referrals should be directed primarily 
to the immediate environment of these children, especially their teachers, families, 
friends, and close communities (Gaspar et al., 2016). Interventions in the form of 
direct interventions in the school environment achieve the best results when they are 
integrated into the daily functioning of learners in the schools. They can also rein-
force skills outside the classroom, for example, in school corridors and playgrounds. 
An important aspect is their adoption of a whole-school approach to improve the 
development of young people’s social and emotional skills (Goldberg et al., 2019), 
whereby interventions that improve learners’ coping skills in stressful situations can 
lead to improvements in their overall functioning, particularly well-being, which also 
leads to the more effective achievement of their individual goals (Ryan & Deci, 2000). 
Interventions of this type have focused predominantly on the classroom curriculum, 
the working environment of the support team, and methods of parent-teacher col-
laboration (Björklund et al., 2014). Such school-based interventions, which improve 
mental well-being, also aim to enhance multiple aspects of learners’ development, 
such as promoting their self-efficacy as well as overall life satisfaction (Gigantesco et 
al., 2015). In addition, many of them also focus on bullying, aggression, and general 
well-being in different areas (Bonell et al., 2018). School-based well-being inter-
ventions also aim to stimulate children’s intrapersonal and interpersonal domains 
(Mertens et al., 2020). The intrapersonal domain is related to coping with one’s feel-
ings, emotions, and attitudes as they relate to the individual self (Barber, 2019). In 
contrast, the interpersonal domain refers to the ability to build and maintain positive 
relationships with other learners, understand different social situations, roles, and 
norms, and respond appropriately to them (Shek & Leung, 2016). School-based in-
terventions should be defined for a pre-agreed period, accompanied by measurable 
targets, regularly evaluated, and also recommended for individuals with SEN who 
can benefit the whole class. This way, school-based intervention might become part 
of the routine of all children, and each child benefits from it and is not excluded from 
the classroom. Such interventions generally improve the well-being and productiv-
ity of all learners in the school with or without SEN (Mitchell, 2014). Investigating 
the effectiveness of school-based interventions in improving the overall well-being, 
social-emotional development, mental health, and quality of life of learners with 
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and without SEN is also considered necessary and highly relevant (Barry et al., 2013; 
Clarke et al., 2015; Domitrovich et al., 2017; Langford et al., 2014; Weare & Nind, 
2011) to ensure and demonstrate their effectiveness and relevance for all stakeholders 
who come into daily contact with children in the school environment. Today, effective 
support and participation of children with SEN in classrooms is achieved through 
teachers adapting the learning environment and altogether with teaching practices 
to best meet their needs and well-being, and can also contribute to reducing their 
multiple barriers and difficulties (Mitchell, 2014). According to a study by Mackenzie 
and Williams (2018), the lack of research focusing on school-based interventions 
targeting the mental well-being of learners with SEN in the school setting needs to 
be highlighted. This is one of the main reasons why we decided to carry out the cur-
rent literature review, and we feel it is important to summarise the previous research 
findings and knowledge about school-based interventions concerning well-being that 
are delivered to learners with SEN in educational settings. 

Review objectives
This review aims to fill a literature gap by focusing on well-being interventions de-
livered to SEN children in schools. At the same time, our objective is to discuss the 
effectiveness of these interventions. Although research attention has been paid to 
this group of children, there is still a lack of research focusing specifically on the 
well-being of these children in the context of the interventions provided. Therefore, 
we aim to explore what well-being interventions are provided to learners with SEN 
and what is their effectiveness. 

2  Materials and methods
Study design
We adopted a rigorous approach to reviewing the literature by selecting clear criteria 
for selecting studies, extracting unsuitable ones, and assessing the quality of indi-
vidual research studies as defined in the inclusion and exclusion criteria. We aimed 
to minimize bias and objectively assess the relevance of studies. We sought answers 
to our research questions, which we derived from previous research knowledge and 
findings. We followed the specific version of PRISMA for Scoping Reviews (PRISMA-
ScR) as a guideline (Tricco et al., 2018) and the steps for conducting the scoping 
review (Mak & Thomas, 2022) in implementing this review study. 

Search strategy
We decided to search four databases, Web of Science, Scopus, ScienceDirect, and 
EBSCOhost, because of access to an extensive archive of recent scientific articles 
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from prestigious journals with a higher quality peer-review process and outreach to 
a wide range of relevant literature. We identified a total of 729 articles and scientific 
studies with a limited year of publication, 2013-2023, on 27 June 2023, because of the 
focus on the most up-to-date and relevant research reflecting current school-based 
well-being interventions. The cut-off date was set from 2013 to June 27, 2023, the 
day when we provided a search. For the Web of Science electronic database, we chose 
the search string “intervention AND learners/students AND well-being AND special 
needs” using the Boolean operator “AND” and using these keywords, the database 
retrieved a total of 11 studies. For the Scopus electronic database, the search string 
“interventions AND well-being AND learners/students AND special educational 
needs AND efficiency” was used, and a total of 181 studies were identified. For the 
Science Direct electronic database, the search string was “interventions AND well-
being AND learners/students AND special educational needs AND efficiency”, and 
a total of 424 articles were identified. Finally, for the EBSCOhost electronic database, 
the search string used was “interventions AND well-being AND learners/students 
AND special educational needs AND efficiency” with a total of 113 studies. Search 
strings vary due to the diversity of study provision of a given database. Current search 
strings consider as many desirable studies as possible for each database; therefore, 
they do not include any other appropriate words. The above selection of four data-
bases provides extensive access to articles in the fields of education, psychology, social 
sciences, and health that are key to research on school-based interventions aimed at 
improving well-being. 

Selection process
When selecting studies for the current review, we set inclusion and exclusion criteria 
(Table 1). To ensure greater homogeneity and quality of the research studies reviewed, 
we included only research articles from peer-reviewed journals. At the beginning of 
the selection process, both authors independently summarised and checked the total 
number as well as the titles and abstracts of all studies after applying search strings 
in the four specific scientific databases to avoid possible missing data. In the correc-
tion and check phase, the two authors then determined the reasons for excluding any 
unsuitable studies by adhering primarily to the two research questions. Discrepancies 
at any stage of writing were resolved by reassessing both views on the issue and then 
reconciling both views to ensure unanimity. The whole selection process is described 
in detail in the PRISMA Flowchart Diagram (see Figure 1). 

Search results 
Initially, we worked with a total of 729 studies. All duplicate studies were excluded 
based on their titles. Then, studies based on formal criteria were conducted, where 
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studies with inappropriate article types and those not in English were excluded. The 
abstracts were first independently evaluated by the authors. The authors later met 
in person and compared the abstracts of the eligible studies with each other in the 
meeting, in particular, the intervention that focuses on the well-being of learners with 
SEN in the school learning environment, as well as the presence of validation of the 
effectiveness of such an intervention. If the abstract did not convey the focus of the 
study, the specific study was retrieved as a full article, and the reviewers evaluated it 
together. A total of 11 articles were included in the final review (see Table 2). 

3  Results
Of the 11 research studies, five were conducted in elementary schools, with a total of 
(N = 2623) children participating in the intervention. These studies were conducted 
in different countries: the UK, Finland, Canada, and India. One was conducted in 
the UK in a secondary school with a total number of learners (N = 10) participating 
in the intervention. One of the studies was conducted in four elementary (N = 39) 
and one middle school (N = 8) in the USA, with a total number of learners (N = 47) 
with SEN involved in the intervention. The remaining 4 studies were conducted in 
17 primary schools and 51 special schools, with a total of 192 children with SEN in 
the UK participating in the intervention. Of the 11 interventions, 3 categories were 
created, with 5 studies falling into the first ‘social and emotional skills interventions’, 
4 studies allocated to the second ‘relaxation interventions’, and only 2 studies allocated 
to the third ‘positive psychology interventions’. An overview of the categories of each 
intervention can be found in Table 2.

Interventions aimed at relaxation
The practice of meditation in various forms has often been associated with various 
religious practices and belief systems. There is some evidence that learners with 
SEN could benefit specifically from meditation techniques (Droscher et al., 2021). 
The authors used transcendental meditation, developed to achieve a deep state of 
relaxation, which is typically practiced for 20 minutes twice a day in a comfortable 
seated position (Haaga et al., 2011). Its effectiveness was validated through an RCT 
study. The meditation was introduced and taught during one individual session and 
two group sessions conducted over two weeks for children with SEN (emotional, 
behavioral, and autism spectrum disorders). All participants in the group, in which 
a regular period of silence (called Quiet Time) was introduced, practiced transcen-
dental meditation for 10–15 minutes twice a day. The Quiet time was provided by 
a qualified member of the teaching or support staff trained in transcendental medita-
tion. The entire intervention process was monitored through regular consultations 
with members of the research team (Droscher et al., 2021).
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A qualitative evaluation was conducted, and the analysis of interviews with the 
children during and after the intervention showed that most participants expressed 
positive feelings about the Quiet Time sessions. After the sessions, and 12 weeks after 
the intervention, some even continued to practice them at home. Those with higher 
participation in the intervention tended to rate meditation sessions more positively. 

Mindfulness-based interventions (MBI) are increasingly being implemented in 
schools to strengthen the emotional regulation skills of learners with SEN. Initial 
evidence suggests that these interventions hold promise in alleviating mental health 
burdens, particularly in terms of reducing anxiety and depression and increasing lev-
els of mindfulness (Malboeuf-Hurtubise et al., 2016; Zenner et al., 2014). Mindfulness 
can be defined as a process in which attention is paid to a specific focus and pur-
poseful in the present moment (Kabat-Zinn, 1994). Ryan and Deci (2000) defined 
mindfulness as a factor that leads to optimal self-regulation, allowing individuals to 
be in touch with their own needs, values, and emotions. The MBI was an intervention 
lasting eight weeks, and validation of its effectiveness was conducted using a quasi-
experimental design. The group met once a week for 60 minutes, and the intervention 
was administered to primary school learners with learning disabilities and attention 
difficulties. Homework was assigned and was required to be completed at least once 
a week. Facilitated meditations were recorded, and a copy was provided to the teacher 
for further practice in the classroom. The MBI was adapted to be appropriate for 
the developmental stage of elementary school learners (Malboeuf-Hurtubise et al., 
2017). If learners with severe attention deficit disorders become more perceptive, they 
may become more aware of their limitations in terms of their academic and social 
skills. This may have had a direct impact on their perception of their autonomy and 
competence (Malboeuf-Hurtubise et al., 2017). 

A survey of 14 participants demonstrated that 4 of them showed a gradual increase 
in satisfaction with their competencies and skills. On the contrary, a small number, 
specifically 2 of the 14, exhibited only minimal changes over time; the majority, 8 of 
the 14, demonstrated a decrease in satisfaction. The impact of the mindfulness-based 
intervention program varied between participants (Malboeuf-Hurtubise et al., 2017). 

Animal-assisted interventions are popular in schools because the presence of 
pets in the classroom can positively influence learning (Hummel & Randler, 2011), 
classroom behavior (Kotrschal & Ortbauer, 2003), emotional and cognitive develop-
ment (Brelsford et al., 2017), and contribute to lower stress levels (Beetz et al., 2012). 
The authors (Brelsford et al., 2022) provided SEN learners (autism spectrum disor-
der, ADHD, ASD, and ADHD, and learners with a variety of learning disabilities) 
with both dog-assisted and relaxation interventions. In terms of time, approximately 
5 minutes were devoted to active relaxation, 10 minutes to meditation, and the re-
maining 5 minutes to active relaxation, again to match the profile of the dog-assisted 
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intervention as closely as possible to the relaxation sessions. Validation of its effec-
tiveness was demonstrated through a longitudinal RCT study.

The results of the study provide an overview of the effects of dog and relaxation 
interventions on the spatial abilities of typically developing learners as well as learn-
ers with SEN over one year, a key area of their learning and cognitive development. 
Spatial abilities are also important for children’s problem-solving abilities, developing 
skills in maths as well as different subject areas that contribute significantly to their 
well-being: mental, physical, social, and emotional. Scores increased for all children 
after applying both interventions over one year, with immediate and short-term 
improvements noted at 4 weeks post-intervention (Brelsford et al., 2022). Statistical 
analyses of the group intervention revealed that learners with SEN did not significant-
ly improve in the dog-assisted or relaxation interventions, unlike their peers without 
SEN. Notably, learners with SEN showed significant improvement only during the 
relaxation intervention, suggesting that relaxation interventions may have a more 
beneficial impact on the well-being of learners with SEN compared to dog-assisted 
interventions (Brelsford et al., 2022).

Research studies indicate the beneficial effects of animal-assisted intervention in 
school settings (Meints et al., 2022). For example, in the presence of a dog, children 
pay more attention to the teacher (Kotrschal & Ortbauer, 2003), follow the instruc-
tions better, and show fewer irrelevant decisions and errors (Gee et al., 2012). The 
current study used the same interventions as the previous study reported above 
(Brelsford et al., 2022), and involved learners with the same SEN, but also a learner 
with Down syndrome. Validation of their effectiveness was conducted similarly 
through a longitudinal RCT study. Salivary cortisol was collected in this case. 

The study presents new findings on the effectiveness of individual and group 
interventions for children with SEN. At the beginning of the study, the SEN chil-
dren showed higher cortisol levels compared to their peers due to their responses to 
novel situations, school integration, and self-perceived deficits in social competence. 
Additionally, all children, regardless of SEN status, experienced a significant increase 
in cortisol during the school period. Addressing the main research question about the 
impact of the animal-assisted intervention on stress reduction, learners in the dog-
assisted group intervention showed decreased cortisol levels, indicating a significant 
improvement in stress response. In contrast, individual dog-assisted interventions 
did not yield similar improvements, emphasizing the greater effectiveness of group 
interventions for learners with SEN. Therefore, in general, group intervention with 
a dog appears to be more beneficial for children with SEN, particularly when ad-
ministered in a small group with similar children, providing a more intensive and 
sustained effect on stress reduction (Meints et al., 2022). 
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Interventions in social and emotional skills
Cognitive behavior therapy (CBT) focuses on the nature of human experience with 
an emphasis on the interconnection of thoughts, emotions, and behavior (Graham 
& Reynolds, 2013). In the study by Weeks et al. (2016), female learners were divided 
into groups by school staff to particularly monitor those about whom they were most 
concerned. The effectiveness was confirmed through an RCT study. The partici-
pants were assigned to four groups, two experimental and two control groups. The 
experimental groups participated in the 6-week intervention, and pre-intervention 
measures were carried out with the whole research sample, with the 19 girls who had 
been identified as anxious and who would benefit the most from the intervention. 
At the end of the intervention, repeated measures were taken for all participants, 
and the comparison group was then involved in the intervention. Finally, additional 
measurements were taken with comparison group members following the interven-
tion (Weeks et al., 2016). 

Four instruments were used in the study: the Spence Children’s Anxiety Scale 
(SCAS) by Spence (1998), the Children’s Automatic Thoughts Scale (CATS) by 
Schniering and Rapee (2002), the Strengths and Difficulties Questionnaire (SDQ) 
by Goodman (1997), and the School Anxiety Scale Teacher Report (SAS-Tr) by 
Lyneham et al. (2008). Semi-structured interviews were conducted with school staff 
and learners following the intervention, as well as a focus group with parents from 
one of the schools. A questionnaire with open and closed questions was completed 
by all participants in both the experimental (N = 10) and control (N = 9) groups. 
Learners reported improvements in their feelings of anxiety as well as their ability to 
manage them. The intervention was described as a helpful and positive experience, 
and parents also noticed positive changes in their children. Given that CBT interven-
tion is traditionally delivered in a clinical setting, implementing a CBT approach in 
a school setting presented some practical challenges, which included, for example, 
challenging the timing of group sessions and securing a suitable room in the school. 
These factors were critical to ensuring confidentiality and privacy, including con-
cerns about other staff or learners who could enter the room during group sessions. 
Further concerns were also raised about the external intervention provider due to 
the subsequent delivery of the intervention through the CBT approach. Throughout 
the process, it became clear that some children had difficulty actively engaging with 
the CBT approach, specifically understanding and applying the principles to them-
selves and extending them beyond the examples presented during the group sessions 
(Weeks et al., 2016). 

The program called The Impact of Promoting Alternative Thinking Strategies 
(PATHS) is a universal school-based intervention with an emphasis on social and 
emotional learning. There is significant evidence supporting its positive impact on 
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children’s social-emotional outcomes and mental health (Hennessey et al., 2021). 
PATHS is a universal social and emotional learning intervention for children aged 
4 to 11 years, delivered by a class teacher, aimed at promoting emotional awareness 
and understanding, positive self-evaluation, self-control, and interpersonal problem-
solving skills. Learners from socially disadvantaged backgrounds have participated 
in the intervention, and its effectiveness has been demonstrated through an RCT 
study. At the beginning of this 2-year longitudinal study, classroom teachers received 
a PATHS program implementation guide. In addition to the curriculum, teachers 
were also encouraged to help children understand how and when to use coping 
strategies to manage and regulate their emotions throughout the school day. The 
intervention was designed to be implemented twice a week throughout the school 
year. Schools assigned to the control group continued their regular instructional 
activities, which typically included personal, social, and health education classes as 
part of the standard school curriculum (Hennessey et al., 2021).

The findings suggest that learners with SEN in the PATHS program were more 
likely to report lower levels of feelings of loneliness compared to children in the 
control group. These results suggest that a universal school-based social and emo-
tional learning intervention, such as the PATHS program, can effectively reduce 
children’s feelings of loneliness (Hennessey et al., 2021). The present study, even 
considering similar previous findings (Gupta, 2011; Madsen et al., 2018), thus dem-
onstrates that interventions targeting social and emotional learning can work effec-
tively in school settings to alleviate feelings of loneliness in children, highlighting the 
potential of readily available universal school-based interventions targeting loneliness 
in early human development. 

The Pyramid Club intervention for Year 3 learners is a therapeutic school-based 
intervention that takes the form of an after-school club over 10 weekly sessions. 
The program focuses on children who exhibit quiet and shy behaviors and tend 
to internalize. It also targets children who may have difficulties with interpersonal 
relationships, including interactions with peers and adults. The present study in-
volved children from socially disadvantaged backgrounds as SEN learners, and its 
effectiveness was validated through an RCT study. The overall results of the current 
study, as well as previous research on the Pyramid Year 3 intervention by Ohl et al. 
(2008), provide evidence of the intervention’s effectiveness. The results suggest that 
the expected positive changes persist over the period. The scores in perceived dif-
ficulties decreased significantly in intervention participants (Ohl et al., 2008), while 
an increase in the “strength” of prosocial behavior was found, suggesting that the 
intervention not only positively influenced prosocial behavior, but also effectively 
managed deficits in the children who participated, thus achieving its primary aims 
(Ohl et al., 2008). This broadens the evidence base for interventions that aim to 
improve the social-emotional competence of children in school, particularly those 
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who tend to have greater problems with internalized emotional disturbances (Durlak 
et al., 2011). 

Considering the effectiveness of using music as a therapeutic method for children 
with a variety of disabilities, The Musical Theatre Project (TMTP) aims to create 
a program that uses musical theatre as an enjoyable, entertaining, and educational 
way to promote language skills. The specific program implemented as part of this 
study, referred to as KIDS LOVE MUSICALS (KLM), uses classic musicals inspired 
by children’s stories. It aims to foster learners’ imaginative and cognitive skills by 
engaging them in the process of learning about themselves and their surroundings 
through the stories of musical characters. The main objective of the intervention 
is to foster creativity, improve social bonds between children and their emotional 
understanding, and improve the learning that occurs in or out of school. It also 
aims to create a safe environment and develop a variety of skills, including acting, 
communication, and social interaction. It is implemented for 4 weeks, twice a week 
for 30–45 minutes during or after the school day (Zyga et al., 2017). Its effectiveness 
has been demonstrated through a cohort study. Learners with specific learning dis-
abilities, attention deficit disorders, autism spectrum disorders, Down syndrome, as 
well as those with developmental delays, participated in the intervention. The results 
of this study confirmed the feasibility of the KLM program for learners with SEN in 
a variety of school settings. They suggest that participation in a residential program 
has the potential to positively impact social-emotional functioning in children with 
intellectual disabilities or delays. The intervention results in improvements in eye 
contact and cooperative learning. It also increases engagement, social awareness, 
and self-confidence. Teachers’ reactions to the program were equally positive (Zyga 
et al., 2017).

Standing Up for Myself intervention (STORM) is inspired by the principles of 
cognitive behavior therapy (Beck et al., 1979), exploring the different ways of re-
sponding to stigma. It also integrates narrative therapy (Close, 1992) by separating 
oneself from the problematic label and then creating new stories about oneself. A key 
element of the STORM intervention is peer support, which is considered of utmost 
importance in well-being, sense of self-worth, and response to stigma (Pistrang, 
2008; Puschner, 2018). It consists of 4 weekly 90-minute sessions, with a different 
key message presented at each session, with a fifth follow-up session approximately 
4 weeks after the fourth session. It is designed for existing collectives and groups of 
learners with learning disabilities. The evaluation of this intervention was conducted 
through qualitative interviews. Participation in the intervention allowed the group 
members to consider and practice ways to stand up for themselves effectively and 
assertively. The participants reported feeling more confident, willing, and courageous 
to stand up for themselves and rely only on themselves and not their parents after 
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the STORM intervention. Group members also showed greater empathy for others 
as well as a greater willingness to stand up for their peers (Scior et al., 2022). 

Positive psychology interventions 
The central theme of the 16-week positive educational intervention is the promotion 
of social participation. Its main goal is to teach children how to perceive themselves 
and others in a positive and valuable way. Teachers are trained to implement this 
intervention in their classrooms. In addition to regular 45-minute lessons, the prin-
ciples of the program have been embedded into the wider curriculum (Vuorinen et 
al., 2018). The intervention has been regularly monitored, and teachers have had the 
opportunity to consult their progress (Vuorinen et al., 2018). Its effectiveness has 
been confirmed through an RCT study. It involved learners with SEN with learning 
and behavioral difficulties due to their immigrant background.

The entire group of learners with SEN demonstrated increased interest and im-
proved participation in schoolwork after the intervention. Qualitative data revealed 
overall teacher satisfaction, noting a transformative change in teaching approaches 
and enhanced observations of each learner. Improved social cohesion and shared 
moments were highlighted, along with initially reluctant learners gradually appre-
ciating their strengths. Changes in relationships and behaviors, increased empathy, 
and perseverance were observed. Despite general satisfaction, challenges included 
doubts among some teachers about positive education, mistrust between teachers 
and learners, identification of children not benefiting from the intervention, and 
the difficulty of involving the entire school team in the new educational approach 
(Vuorinen et al., 2018). 

The positive psychology intervention comprises specific strategies aiming to 
enhance overall well-being. As defined by Sin and Lyubomirsky (2009), it is a psy-
chological intervention that consists of training, exercise, and therapy and focuses 
primarily on increasing positive emotional states, positive thoughts, or positive be-
haviors. The main purpose is to increase the overall well-being of children with 
SEN and to examine whether this intervention led to a significant change in their 
perceptions of academic self-concept and academic achievement. Baseline assess-
ments utilized standardized tests for subjective well-being, academic self-concept, 
and academic achievement. The positive psychology intervention was conducted 
over 12 weekly group sessions for 4 months with 31 children with ADHD. Post-
intervention and 6-month follow-up assessments were employed to validate its ef-
fectiveness through an experimental design before, after, and follow-up (Upadhyay 
et al., 2021).

Statistical analysis revealed a significant improvement in the levels of well-being, 
academic self-concept, and academic achievement post-intervention. Upadhyay et al. 



Journal of Exceptional People, Volume 14, Number 27, 2025		            Articles� 135

(2021) observed consistent effectiveness with previous studies (Stiglbauer et al., 2013; 
Dawood, 2014; Shoshani & Slone, 2017), indicating that positive psychology inter-
ventions for children with SEN effectively enhance overall well-being. Noteworthy 
was the significant improvement in academic self-concept, because of which learners 
with SEN experienced more positive emotions in the school environment, which sup-
ported their resources and facilitated learning in the classroom. This also extended 
their self-esteem in the academic environment, contributing to a significant enhance-
ment in academic performance. In conclusion, the positive psychology intervention 
yielded significant improvements in the well-being, academic self-concept, and aca-
demic achievement of children with SEN (Upadhyay et al., 2021).

4  Discussion
Given the current paucity of research studies focusing on school-based well-being 
interventions delivered to children with SEN, which is also pointed out by Humphrey 
and Hebron (2015), in this review, we set out to identify what well-being-targeted 
interventions are delivered to learners with SEN in a school environment and discuss 
their effectiveness. We identified a total of 11 studies that met our criteria. Of the 
11 interventions, we created 3 categories based on the identification of common 
features and characteristics that emerged in these interventions. Given the very com-
mon and significant difficulties, children with SEN face in terms of feelings of lone-
liness as well as lower levels of enjoyment of learning (Goldan et al., 2022). Our 
review includes that the PATHS intervention effectively reduces these feelings of 
loneliness by self-control as well as the elements of emotional awareness, understand-
ing, and positive self-evaluation in children, while the study presents positive effects 
with a larger sample of learners with SEN (Hennessey et al., 2021). At the same time, 
social and emotional competencies need to be considered in SEN children, particu-
larly among those with behavioral difficulties (Durlak et al., 2011). Emotional and 
peer difficulties have been the focus of Ohl et al. (2012), whose intervention, The Pyr-
amid Year 3, which focuses on improving the social-emotional competence of chil-
dren, has been included among the recommendations regarding the role of schools 
in promoting emotional health and well-being of learners, including those with SEN. 
Music therapy-based intervention, possibly using music-focused techniques such as 
the KIDS LOVE MUSICALS! A program that focuses on improving social relation-
ships between participants, communication, creativity, and emotional understanding 
can equally positively impact social-emotional skills in children with SEN (Zyga 
et al., 2017). Interventions of this type also appeared to be effective, given the sample 
size. After implementing this intervention in education, teachers reported higher 
levels of self-confidence and verbal expression in children with SEN. They also ob-
served an increased ability to interact with others, a better adaptation to behavioral 
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problem-solving, and an improved ability to work in larger groups (Zyga et al., 2017). 
This suggests that together with evaluating the effectiveness of interventions in the 
school setting, it is important to focus on the feedback provided by teachers (Mitch-
ell, 2014; Norwich & Kelly, 2004) because not all types of intervention will suit all 
children with SEN and an individual approach needs to be considered (Mitchell, 
2014; Norwich, 2008). Furthermore, due to the larger research sample with quantita-
tive assessment of learners with SEN as well as qualitative assessment of their teach-
ers, Vuorinen et al. (2018) consider the positive educational intervention which aims 
to teach children to perceive themselves and others in a positive and valuable way 
and to emphasize positive aspects to be an effective intervention, to have an accept-
ing and valuable perception of yourself as well as others. When applying such inter-
vention in the school environment among all learners with and without SEN, we 
need to be aware of the development of strengths and positive emotions, which can 
be particularly beneficial for learners with SEN as they help to build resilience and 
increase motivation and overall well-being in these children (Benoit & Gabola, 2021). 
Moreover, positive psychology interventions support social-emotional learning, de-
velop better coping strategies, improve self-esteem, promote positive school experi-
ences (Weare & Nind, 2011), and ultimately focus on strengthening the 
child’s internal resources such as self-esteem, life satisfaction, and positive relation-
ships, which can significantly contribute to improving their well-being (Benoit 
& Gabola, 2021). The positive psychology intervention, a subjective well-being interven-
tion program that focuses on positive emotional states, positive thoughts, as well as 
positive behaviors involving gratitude, mindfulness, and optimistic thinking, has also 
been successful in promoting well-being and overall functioning in learners with 
SEN (Upadhyay et al., 2021). This effectiveness is consistent with previous research 
that has addressed similar themes (Dawood, 2014; Shoshani & Slone, 2017; Stigl-
bauer et al., 2013). However, Scior et al. (2022), who used the STORM intervention, 
which aims to teach learners with SEN to be self-reliant, take responsibility for them-
selves, and be able to assertively stand up and defend their stigmatized status in the 
event of misunderstandings, did not mention the same effect. The effect of the inter-
vention varied for some participants, as the intervention was less effective for those 
who had already built higher self-esteem or skills in self-advocacy and asserting their 
rights. However, the intervention was still perceived as effective in line with fulfilling 
their potential, given that all participants reached a higher level of self-esteem after 
the intervention, were more willing to take initiative, and were also more courageous 
in making decisions independently and relying on themselves rather than others. 
From the above, it is evident that learners with SEN become more confident in their 
abilities and beliefs after the application of such an intervention, also due to its ef-
fectiveness. They can express their opinions confidently, solve their problems effec-
tively, learn to find creative solutions, and overcome obstacles. At the same time, they 
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can more easily establish and maintain positive interactions and friendships with 
others, and finally, they can engage more effectively in the classroom and actively 
contribute to their learning. On the other hand, regarding effectiveness, group in-
tervention with the assistance of a dog is not effective for learners with SEN. Based 
on these findings, relaxation interventions appear to have a more beneficial effect on 
learners with SEN compared to individual or group dog-assisted interventions (Brels-
ford et al., 2022). Through relaxation interventions, learners with SEN can achieve 
a higher level of well-being, which has a positive impact on their overall attitude and 
quality of life. However, then group interventions with a small group of learners with 
SEN are more effective compared to individual dog-assisted interventions (Meints 
et al., 2022). Hence, in promoting the well-being and presence of learners with SEN, 
teachers should focus on relaxation and group interventions in their elementary 
school classrooms with a narrower circle of participants, which are primarily aimed 
at benefiting this target group, as the teacher is one of the key elements contributing 
to the overall well-being and well-being of learners with SEN in the school environ-
ment (Kebbi & Al-Hroub, 2018). Given the limited ability to generalize the results 
due to the sample sizes, we consider the above interventions to be applicable to 
practice in terms of promoting the well-being of learners with SEN, however, further 
research is needed to support their effectiveness. Well-being interventions aimed at 
children with SEN can be provided to the benefit of an entire class, including children 
without SEN so that the child does not have to be excluded from the classroom 
(Mitchell, 2014), which is also supported by Droscher et al. (2021) who noted that 
an intervention aimed solely at learners with SEN may not be viewed favourably by 
learners with SEN. This was specifically to highlight the fact that young people are 
generally uncomfortable being singled out for special interventions (Droscher et al., 
2021). Learners with SEN often have fewer emotional and behavioral strengths than 
their peers (Lappalainen et al., 2009). Moreover, boys are at higher risk of social 
exclusion than girls (Sourander et al., 2007), and therefore whole-class approaches 
seem to be beneficial for them. In contrast, Weeks et al. (2016) reported that some 
learners had more significant difficulties practicing the intervention in front of the 
entire group, compared to the findings above, suggesting that it is important to con-
sider the target group when choosing an intervention, i.e., whether the intervention 
will be acceptable to all learners in the class and will not provoke potential negative 
reactions. It is also important to consider whether the intervention is appropriate for 
the individual needs of each learner in the class and what impact it might have on 
the learning process and school performance. We conclude that when applying in-
terventions targeting social and emotional skills, it is desirable to contemplate the 
classroom and school environment as well as the interrelationships between those 
involved children with and without SEN (Lanza et al., 2023). Robb et al. (2011) 
highlighted the need to consider the current emotional state, the age of the target 
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group, and various current preferences. Each professional must consider the context 
of the provided intervention and social dynamics in the school or classroom (Vuo-
rinen et al., 2018). Fostering optimistic thinking can lead to better coping with chal-
lenges in the school environment and can also positively affect cognitive functions 
such as concentration, memory, and problem-solving abilities (Upadhyay et al., 2021; 
Vuorinen et al., 2018). The findings of positive psychology intervention studies sug-
gest potentially useful guidelines for the development of future interventions aimed 
at improving the well-being of children with SEN, as well as other children (Upad-
hyay et al., 2021; Vuorinen et al., 2018). They also highlight the need for research on 
parents and teachers, as they are key actors in children’s overall development and 
may be involved in future positive psychology intervention processes. The results of 
this review can serve as an encouragement to continue to develop new educational 
approaches with not only relaxation elements and social and emotional skills but 
also with positive elements for inclusive classrooms. The interventions address the 
problems of current children with SEN but have not yet been explored sufficiently 
in larger research samples with less variability of learners with SEN, which might be 
explained in this review by a lower number of SEN learners compared to the gen-
eral population. In the future, it is more desirable to implement interventions aimed 
at learners with SEN across the whole class, not separately, as learners without SEN 
can also benefit from such interventions, which in turn prevents learners with SEN 
from feeling that they are being excluded. At the same time, mixed methods evalu-
ations are needed in educational institutions, with an emphasis on extensive docu-
mentation of the experiences of both children and those in their immediate 
environment. 

Limitations
Despite providing relevant examples of intervention practices in schools and promis-
ing findings on their effectiveness, our study has some limitations. Qualitative evalu-
ation of effectiveness carried out on relatively small samples was implemented in 
several studies, which is not generalizable to the whole population of learners with 
SEN. We also consider the limitation of our work to be a constraint of the years of 
publication from 2013 to 2023. However, we opt for it due to the relevance of the 
implementation of school-based interventions in the presence of inclusive education 
in schools in recent years. Nevertheless, some relevant studies, even from the previous 
years, may have been omitted due to this timeframe. Moreover, a limitation of the 
review is the variability of learners with SEN, which, while respecting the common 
reality in schools, at the same time limits the generalizability of the conclusions to 
the entire population of these children.
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Implications for practice
The scoping review shows that in the context of the school environment, relaxation 
interventions are effective interventions for promoting the well-being of learners 
with SEN, because of which learners achieve a higher level of well-being at school. 
Other effective interventions that seek to promote learners’ social and emotional 
skills are those that involve situations where learners benefit from being courageous 
in making decisions and expressing their views, relying on their abilities, and taking 
initiative, thereby promoting self-confidence and engagement. At the same time, 
those in which learners feel part of a positively oriented and flaw-accepting collec-
tive appealing to a valued perception of self as well as others, involving gratitude, 
mindfulness, and positive, optimistic thinking, are also dominant. When consider-
ing the implementation of general interventions as well as those that focus on the 
well-being of learners with SEN, they should be applied to all learners in educational 
institutions, including those with and without SEN, as children with SEN will not 
feel different from their peers and will not be excluded from the lessons. The scope 
of implementation of a given intervention needs to consider what will be required 
of those involved in a particular intervention, as for example, the CBT intervention 
has experienced difficulties in applying its principles over others. However, the in-
terventions discussed in this review showed the potential to support the educational 
well-being of learners with SEN.

5  Conclusion 
Children with SEN are increasingly included in mainstream classes, but they often 
face discomfort due to learning difficulties, stigmatization, and exclusion (Squires, 
2012), which should be of concern for professionals who encounter them daily. For 
this reason, we summarized previous school-based interventions that enhance their 
well-being, positive development, and social and personal skills, which could inspire 
school support teams to implement similar interventions in their schools. However, 
the review underscores a lack of research on the interventions aimed at the well-
being of learners with SEN, emphasizing the need for further investigation into the 
effectiveness of well-being interventions provided directly to this target group. 
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Table 1: Inclusion and exclusion criteria

Inclusion criteria Exclusion criteria

Given the research sample, there must be an isolated sample of learners 
with SEN. 

Duplicity of the studies.

The learners must be direct beneficiaries of the intervention. Studies do not evaluate the effectiveness of the intervention.

The intervention must focus on the well-being of the learners, with 
a particular focus on the children with SEN.

Formal criteria: inappropriate article types such as Editorial, Review, 
Note, Conference proceedings, Conference paper, Comment, Survey, 
Review Article, Book, eBook, Book chapter, Discussion, Systematic 
review, and Methodological review.

The study must include an intervention that can be pedagogical as well 
as psychological but described in detail and applied in a school setting.

Studies written in a language other than English.

The study must include validation of the effectiveness/effectiveness 
of the well-being intervention provided to learners with SEN. 

Studies that have not been peer-reviewed.

Peer-reviewed studies must be published in scientific journals and in 
English. 

Studies do not answer the two research questions.

The study must meet the time range of 2013 to June 2023.

Studies that have been Articles, Research Articles, Journal Articles, and 
Case Studies.
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Experiences with inclusive education from 
the perspective of learners with visual 
impairment and their parents – a systematic 
reviewed protocol

(systematic review)

Lenka Hovorková, Alžběta Smrčková, Dagmar Sedláčková, 
Veronika Růžičková, Jiří Kantor, Liliana Belkin, Zuzana Svobodová

1  Abstract
​​Objective: The objective of this proposed systematic review is to explore the experiences 
of students with visual impairments involved in inclusive education and the experiences 
of their parents.

Introduction: Inclusive education of learners with visual impairment is a key issue in 
contemporary special education and educational practice. However, there is still a lack 
of deeper understanding of how learners with visual impairment and their parents 
experience inclusive education at pre-primary, primary, and secondary school levels. 
The experiences of these groups can significantly influence the quality, accessibility, and 
success of inclusive education.

Methods: This systematic review will synthesize qualitative studies focusing on the 
personal, reflective experiences of children and young people with visual impairment 
and their parents within inclusive educational settings. Searches will be conducted in 
ERIC, CINAHL, MEDLINE, ProQuest Central, PsycINFO, PsycArticles, SocINDEX, 
Scopus, Web of Science, and grey literature. Studies published in English, Czech, and 
Slovak will be included without time restrictions. Two independent reviewers will per-
form study selection, quality appraisal using the JBI Critical Appraisal Checklist, and 
data extraction. Data will be analyzed using the meta-aggregation approach supported 
by JBI SUMARI software.

Anticipated results: It is anticipated that this review will identify key themes such as 
barriers and support in accessing education, teacher attitudes, social integration, and 
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experiences with support measures. The results should capture both positive examples 
of good practice and areas requiring improvement.

Discussion: The findings of this review will be used to develop recommendations for 
teachers, policymakers, and professionals in school counselling services to improve the 
conditions of inclusive education for learners with visual impairment. The conclusions 
are expected to contribute to the development of support strategies, enhanced collabora-
tion with parents, and the promotion of high-quality and accessible education for all.

Keywords: Visual Impairment; Inclusive Education; Parents; Children; Lived Experi-
ence; Qualitative Research; Education, Compulsory; Special Educational Needs; Dis-
ability; School Inclusion

2  Introduction
Inclusive education is a fundamental right for all learners, including those with visual 
impairment, as defined by the UN Convention on the Rights of Persons with Dis-
abilities (UN, 2006). Although visual impairment is not the most common disability 
among the school-aged population, it represents an important group with specific 
educational needs, comprising around 3–5% of students with disabilities in Europe 
(European Agency for Special Needs and Inclusive Education, 2018).

Most existing research has focused on teacher attitudes, systemic barriers, and 
academic outcomes (Miyauchi, 2020; Loh et al., 2023; O’Connor et al., 2024), while 
the personal experiences of students and their parents have been neglected. Yet these 
perspectives are essential for understanding daily school life, peer relationships, and 
support measures. Parents in particular play a critical role in advocating for inclusion 
and collaborating with schools (Lamb, 2021; Gray, 2005).

While Miyauchi (2020) offered valuable insights, most included studies came from 
low- and middle-income countries whose educational systems differ significantly 
from the European context. Therefore, a systematic review of qualitative studies fo-
cusing on the experiences of learners with visual impairment and their parents in 
European or comparable contexts is needed.

This review aims to synthesize qualitative evidence on these experiences, identify 
factors supporting or hindering inclusion, and provide a basis for educational policy, 
teacher preparation, and counselling practice toward high-quality and accessible 
education for all.
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3  Review questions
What are the experiences of learners with visual impairment participating in inclu-
sive education? 

What are the experiences of parents of learners with visual impairment participat-
ing in inclusive education?

4  Inclusion criteria
Participants (P)
This review will focus on children and youths with visual impairment only (without 
additional disabilities) who are educated in an inclusive setting at the pre-primary, 
elementary, or secondary (high school) level, as well as on their parents. The age 
of participants will not be limited, but the educational setting will be restricted to 
compulsory education at the pre-primary, elementary, and secondary levels. Studies 
focusing on other family members, such as grandparents or siblings, will be excluded, 
as will research on parents of children with disabilities other than visual impairment. 
Studies including learners with multiple disabilities (for example, visual impairment 
combined with physical, auditory, or intellectual disabilities) will not be considered, 
nor will studies focusing on tertiary education settings (colleges or universities).

Phenomenon of Interest (I)
This review will focus on the personal, subjective experiences of children and youths 
with visual impairment and their parents as they participate in inclusive education 
at pre-primary, primary, and secondary (high school) levels. The phenomenon of 
interest will include first-hand, deeply reflective accounts that capture participants’ 
own lived experiences of inclusion, everyday school life, support received, challenges 
encountered, and social interactions within inclusive educational environments. 
Studies presenting only generalized perspectives, unverified assumptions, or beliefs 
not grounded in the participants’ personal experience will be excluded. Similarly, 
second-hand reports from teachers or individuals other than parents or learners 
themselves, as well as descriptions lacking subjective depth and meaning, will not 
be considered.

Context (Co)
This review will focus on inclusive education for children and youths with visual im-
pairment within pre-primary (kindergarten/preschool), elementary, and secondary 
(high school) settings as part of compulsory general education. Studies examining 
educational contexts characterized by segregation, such as special schools, special 
classes, or institutions specifically designated for learners with visual impairment, 
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will be excluded. Similarly, studies conducted in tertiary education settings, including 
colleges or universities, will not be considered.

Types of studies
This review will consider qualitative studies of any paradigm, including both inter-
pretive and critical qualitative approaches, that explore the experiences of learners 
with visual impairment and their parents in the context of inclusive education. Study 
designs may include, but will not be limited to, phenomenology, grounded theory, 
ethnography, case study, action research, and feminist research. Mixed methods 
studies will be considered if data from the qualitative component can be extracted 
separately. All relevant published and unpublished qualitative studies will be eligible 
for inclusion, including doctoral and master’s theses and book chapters, provided 
they meet the inclusion criteria and are available in full text. Bachelor theses will be 
excluded due to expected limitations in methodological quality and availability. The 
reference lists of all included studies will be screened for additional relevant studies.

Studies will be excluded if they are purely quantitative in design, any type of re-
view, historical analysis, editorial, commentary, letter, opinion paper, or conference 
abstract.

There will be no restrictions on the publication period. Only studies published in 
English, Czech, or Slovak will be included.

5  Methods
This systematic review will be conducted according to the JBI methodology for quali-
tative evidence synthesis. Study selection, quality appraisal, and data extraction will 
be performed by two independent reviewers with the support of JBI SUMARI soft-
ware. In case of disagreements, a third reviewer will be consulted.

Searches 
ERIC, CINAHL, MEDLINE (accessed via PubMed), ProQuest Central, PsycINFO, 
PsycArticles, SocINDEX, Scopus, Web of Science and for grey literature represented 
by OpenDissertations, Gooogle Scholar. 

Search strategy 
A three-step search strategy will be used for this review. An initial limited search of 
MEDLINE and Web of Science will be undertaken to identify keywords and index 
terms related to visual impairment and inclusive education. A second, comprehen-
sive search will then be conducted across all included databases: ERIC, CINAHL, 
MEDLINE, ProQuest Central, PsycINFO, PsycArticles, SocINDEX, Scopus, Web of 
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Science, and grey literature sources including OpenDissertations and Google Scholar 
(first 100 records). Finally, the reference lists of all studies selected for critical ap-
praisal will be screened for additional relevant studies. There will be no date restric-
tions, and studies published in English, Czech, and Slovak will be included. A draft 
of the detailed search strategy for Web of Science, as well as example strategies for 
MEDLINE and CINAHL, is presented in Appendix I. Search terms will be adapted 
for the other databases accordingly.

Study selection 
Following completion of the search, all identified citations will be imported into 
Rayyan, and duplicate records will be removed. Titles and abstracts will then be 
independently screened by two reviewers against the inclusion criteria. Potentially 
relevant studies will be retrieved in full text and assessed for eligibility independently 
by the same two reviewers. Any disagreements arising at any stage of study selection 
will be resolved through discussion or with the involvement of a third reviewer. The 
results of the search and study selection process will be recorded and presented using 
a PRISMA flow diagram (Page et al., 2021).

Assessment of methodological quality 
The methodological quality of all included studies will be independently assessed by 
two reviewers using the JBI Critical Appraisal Checklist for Qualitative Research (JBI, 
2017). Any disagreements between reviewers will be resolved through discussion or 
with the involvement of a third reviewer if necessary. Study authors will be contacted 
to provide missing information or clarify methodological details where required. The 
overall level of confidence in the synthesized findings will then be evaluated using 
the ConQual approach (Munn et al., 2014), which considers dependability and cred-
ibility, and results will be summarized in a Summary of Findings table.

Data extraction 
Data will be extracted from the included studies by two independent reviewers us-
ing a standardized data extraction tool developed for this review (see Appendix II). 
The extracted data will include information on authors, year of publication, country, 
study design and methodology, research aims, ethical approval, researcher reflexiv-
ity, participant demographics, details of the child’s visual impairment, educational 
setting, data collection methods, and key findings related to participants’ experi-
ences. Additionally, illustrative participant quotations and a credibility rating will be 
recorded. Any disagreements arising during data extraction will be resolved through 
discussion or with the involvement of a third reviewer if necessary.
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Data synthesis 
Extracted data will be synthesized using the meta-aggregation approach within the 
JBI SUMARI software (Munn et al., 2019). Initially, findings from the included stud-
ies will be grouped into categories based on similarity in meaning. These categories 
will then be further synthesized into comprehensive, overarching statements that 
represent the collective evidence. Where textual pooling is not feasible, findings will 
be presented narratively. The confidence in each synthesized finding will be assessed 
using the ConQual approach (Munn et al., 2014), which evaluates dependability and 
credibility, and results will be summarized in a Summary of Findings table.

Assessing confidence of the findings
The confidence in the synthesized findings will be assessed using the ConQual ap-
proach (Munn et al., 2014). This method evaluates both the dependability of the 
included studies and the credibility of their findings. Each synthesized statement 
will be assigned an overall ConQual score, reflecting the level of confidence in the 
evidence. These scores will be presented in a Summary of Findings table to support 
interpretation and practical application of the results.

6  Funding
This review has not yet received specific funding. Funding sources and sponsors will 
be added to the protocol if support is obtained at a later stage.

7  Author contributions
LH conceptualized the review and prepared the initial protocol draft. AS and DS 
contributed to the development of the inclusion criteria, data extraction tool, and 
search strategy. VR and JK provided expertise on special education methodology 
and contributed to refining the review questions. LB advised on the international 
educational context and language criteria. ZS supported the search strategy develop-
ment and managed reference resources. All authors reviewed and approved the final 
version of the protocol.

Anticipated or actual start date 
1 September 2025

Anticipated completion date 
1 September 2026
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Funding sources/sponsors 
Funding information will be added at a later stage. 

Conflicts of interest 
No potential conflict of interest was reported by the authors.

Language 
English 

Country 
Czech Republic 

Stage of review 
Review to begin on 1 September 2025

Date of first submission
Not applicable

Details of any existing review of the same topic by the same authors 
There are no existing systematic reviews on this topic conducted by the same authors.

Stage of review at time of this submission 
The review has not started 
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Information for authors 

Basic information about the JEP
Journal of Exceptional People (JEP) should be based on 2 times 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 scientific 
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. This area covers individuals with disabilities 
and, on the other hand, gifted persons. The Journal will focus on publishing studies 
and articles in the field of education, social science (sociology) and psychology, spe-
cial thematic issues and critical commentaries. The publishing language of the Journal 
of Exceptional People is to be English exclusively. 

The periodical has been 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 ac-
cording template (including list of references, images, tables and appendices). The 
body of the text shall be written in letters of Times New Roman size 11 b. Different 
styles are undesirable, use the normal template and also please avoid numbering of 
pages. The final version of the articles ought to be formatted to the paragraphs. The 
Editorial Board reserves the right to refuse contributions. 

The file should be saved under the same name with the surname of the first au-
thor and sent in a format with the extension .doc or .docx (MS Word 2007 and up-
per versions). Before sending a file with the paper it is required to scan for possible 
infections 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 
Roman 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 

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

The 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 electronic form to the mail address: dan.
bibaged@centrum.cz. In the subject line of the email note: JEP – contribution. 

Compliance with publication ethics
JEP editorial board ensures compliance with publication ethics and does this in 
a following way: 

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

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

stitution 
•	 That 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: 
•	 That their presented texts are original works 
•	 That they state the references in accordance to standard specifications 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 scientific 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 after minor modifications.
•	 Text will be published after reworking.
•	 Text will be reviewed again.
•	 Text will not be published. 
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