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Abstract:
Lifelong learning is mostly analysed as political and educational concept. However it is worth
to look at it through different lenses, namely, the cultural ones. After short description of
natural basis to learning in life span, especially neuroplasticity of the brain, cultural
dimensions of the process are discussed. The author took anthropologist point of view first, to
see the concept as a whole – separate culture (values, language, symbols, rites of passage).
Then, humanistic and neoliberal discourse (commonly called paradigm shift) of lifelong
learning is shown as some kind of sub-cultures, where issues of values, human position in
both stances. Strong and multidimensional relations between culture and lifelong learning are
underlined. In the end an attempt to answer a question – “what varieties of lifelong learning
culture can we speak about?” is taken.
Keywords: lifelong learning, nature, neuroplasticity, culture, humanistic/neoliberal discourse

Introduction
Lifelong learning is the most known and popular idea of the present time. Its broad
meaning brings different views and practice in consequence. Diversity is nothing strange,
rather potential, but there are situations when the lifelong learning concept is mistakenly
understood or even distorted. Two main stands are the most popular in international
discussions – the humanistic and economic (neoliberal) one (Field 2009, Barros 2012). The
first one is often called utopian, the second one – practical. Humanistic vision of lifelong
learning emphasizes human development, personal growth, deepening knowledge, getting
new interests etc. (Elfert 2015; 2016). However, nowadays lifelong learning is mainly a
political and economic concept. It is explained and researched as a factor contributing to
social and enterprises development, better economy growth, skills development and better
education–labour market launch (Kang 2007; Regmi 2015). It is perceived in terms of human
capital and neoliberalism, paying special attention to practical and financial profits from
learning. This vision is relevant to training of given working groups, with the most popular
research and proposals for teachers (Boyd 2005), nurses (Lifelong… 2010), physiotherapists
(de Caro 2012) and managers (Murray & Raper 2007) training, usually using ICT (Halberg,
Mozelius & Meegamman 2011).
The aim of this paper is to stress natural as well as cultural significance of lifelong
learning process and point the relation between those two. Deliberating on the essence of
learning in lifetime and its cultural diversity, both concept and practice, reach far beyond
discussion on humanistic and neoliberal “paradigms” .
Natural Basis to Lifelong Learning
Neuroplasticity of the brain
Lifelong learning is often discussed as one of the most interesting concepts, leading to
knowledge society, but we should perceive it primly as a natural process. Learning is one of
the mechanisms of human development, experience acqusition in everyday life, based on
reflection and making conclusions of the experience. As research in neuroscience and
psychology of learning clearly show its validity and possibilities throughout our life, we no
longer doubt in its power. The growing importance of non-formal and informal learning, and
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its results recognition procedures in formal education, proves growing awareness of
unorganized learning. In fact, it is still rediscovered by adult educators, since learning is
natural process, that may happen anytime, anywhere.
Scientific concepts about learning in adulthood date back to the beginning of the 20th
century, when authors like Basil Yeaxlee, who published his famous book “Lifelong
Education” in 1929, and psychological experiments, contributed to conviction that adults can
learn and entailed growing interest in adult education. Previously adult person was perceived
as completed, in the sense that he/she is mature, educated and things he/she knows are
sufficient for his/her further personal life and vocational career. This view was grounded in
common conviction of the society as well as neurological knowledge about brain functioning.
Denying adults the right to learn was also caused by connecting the process of learning with
formal education. Advances in neurological knowledge elicited adult education and let it
grow as a serious sector of educational system and policy.
A key word in analysing natural basis to learning in life span is “neuroplasticity”.
“This is due to the process by which connections between neurons are strengthened when they
are simultaneously activated […]”. (Brain Waves 2, 2011, p. 5) Our activities, social
interactions and obviously learning, changes how the brain works and changes connections
between neurons. However neuroplasticity may act twofold (Gugielman 2012). When we
learn it helps to set new connections or thicken those which already exist. But when we stop
learning or cease some kind of previous activity, neuroplasticity means disappearance of
some connections in favour of the used ones.
Taking into account neurobiological foundations of learning through life span, another
issue should be raised. Generally, research and debate about lifelong learning concerns
healthy people. Where are those, who are disabled or have to face temporary constraints in
their daily functioning and need rehabilitation? As Kesselring (2014) states, people who
experienced brain or neurological injuries, due to specific exercise, may reorganize their
neurological pathways, in order to function normally. “Adult patients should be allowed to
use similar mechanisms, which in childhood have led to success, viz. normal behaviour.” (p.
143) The essence of life-long learning truly reveals in case of adults, children and the elderly
learning in situation of body/brain injury and the process of recovering from it.
Natural learning or informal learning?
There is also one important thing we should remember – people were learning during
lifespan for ages, even if they were truly not aware of the process. Since the power to decide
what is knowledge and what is not, what kind of knowledge is valuable, which is not – was
given to school and university – adults were not perceived as able to learn. But we should not
forget that learning is primarily natural process.
What is the difference between natural and informal learning? Natural and informal
learning are very close to each other, based on experience, observation, active listening, trial
and error, drawing conclusions from one’s own and other people’s experience, etc. However
informal learning is more about reflecting on the process of learning and being more
conscious that learning just happened. Top theories of adult learning underline the role of
reflexion (see Kang 2007 for example). We should step back to Dewey who wrote, that
experience without reflexion is somehow unfinished, uncomplete. (Dewey 2007)
International Journal of Psycho-Educational Sciences, Volume (6) Issue (2), September, 2017
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There is also something we could call “double learning” or “semi-natural learning”. It
is revealed in situation when someone who teach adults (adult educator) takes part in course
advancing his/her teaching skills. The process of learning is thus twofold – firstly, the official
content of the course is brought to the front, secondly, teachers (as learners) analyse (more or
less consciously) their teacher’s behaviour during the course they participate in. Teachers (as
learners) think of their educator’s features and assume if they would like to behave like
him/her or not. They analyse what could they incorporate into their practice or reject.
Sometimes they are inspired by something during the course (for example a given method) or
become aware that they do not want to be treated in a given way, so in consequence they can
improve their teaching and relationship with their learners. Interesting qualitative research on
switching teachers-learners role and its effects for improving teachers practice on the basis of
critical reflection was conducted by Georgia Efthymiou and A. Eugenia Panitsides (2016).
Lifelong Learning From Cultural Perspective
Apart from being natural, lifelong learning is also cultural process. If we discuss this
phenomenon from the anthropologist point of view, where culture is defined as something
people think, do and possess as members of society. “Culture consists of patterns, explicit and
implicit, of and for behaviour acquired and transmitted by symbols, constituting the
distinctive achievements of human groups, including their embodiment in artefacts; the
essential core of culture consists of traditional (i.e. historically derived and selected) ideas and
especially their attached values; culture systems may, on the one hand, be considered as
products of action, on the other, as conditional elements of future action.” (Kroeber &
Kluckhohn 1952, p. 181)
And now question arises – what are cultural features of lifelong learning, in terms of values,
rituals, language, and symbols?
Values
Considering lifelong learning from anthropological perspective, values underlying
different visions of the concept come to the front. In the humanist view, represented mainly
by UNESCO and authors publishing in that trend, the main values are: freedom, human
development, life quality, personal enrichment, right to learn, breaking down barriers to
learning, equality in access to education (especially for those, who are somehow excluded
from society), social sustainability etc. According to Elfert (2015) the most known reports –
one edited by Edgar Faure (1972) and the second one edited by Jacques Delors (1997),
present the humanist view on lifelong learning, actually lifelong education. Both comment on
changes in society and labour market, highlighting the individual, but in the broader context
of community. In the neoliberal view, represented mainly by OECD, European Commission
and World Bank (Kaya 2014, Barros 2012), the most important values are: skills
advancement, professional development, career, economic success, measurable benefits from
investment in education, practical profits, individual responsibility, adaptation to changing
world of work etc.
Hence, only the humanistic view deserves to be called lifelong learning concept, for
learning is understood not only as lasting throughout life, but also life-wide and in-depth
(Belanger 2016). The neoliberal one, because of its narrower perspective, should be rather
called continuing education and be perceived as one of the elements constituting the concept
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of lifelong learning. However some authors claim, that neoliberal vision of lifelong learning is
not only about money. On the basis of research conducted in Malaysia (Ting et. al. 2015),
stand that “[…] it is more economically worthwhile to support lifelong learning programmes
aimed at professional development as it brings both economic returns and personal growth
benefits to the participants.” On the other hand, people who attended non job-related courses,
made some economic profits, like setting their own small business. (Ting et al. 2015) In fact it
is wider problem. Neoliberal stance focuses on job-related learning strictly linked to expected
skills advancement, usually ignoring informal or natural learning incidents that contribute to
work performance. Employers hardly invest in learning that is not linked to competences
needed in work environment.
Rites of passage
In human development throughout life span we may find milestones, that could be
interpreted from anthropologist point of view as rites of passage. It happens in personal,
vocational and social life, and lifelong learning seems to be crucial for those moments.
While the European and Northern American culture are more individualized, paying
attention to human development with assistance of some socio-economic factors, the African
and Asian cultures are more about community and family as primary factors that let people
develop their personality. One of the examples that shows why some lifelong learning
programs fail to achieve expected results, when ignoring culture, are herders in Lesotho,
described by Pitikoe & Morojele (2017). They underline the notion of indigenous knowledge,
defined as “being oral, context-specific, and passed on through generations.” (p. 40) This kind
of knowledge, grounded in culture is very important for males in Lesotho, and it is also
connected with rites of passage. Authors point out that literacy programmes do not fit herders’
life as they frequently drop out of the programmes, because of living in a nomadic style.
This is why lifelong learning should not be narrowed only to what is offered in formal
and non-formal programmes, whether job-related or personal interests-related. What we learn
during our life in natural way (e.g. by observing others) or in informal way (by stories, advice
given by others) is of most importance and impacts other forms of learning.
Language and symbols
Although humanistic and neoliberal vision of lifelong learning use different rhetoric,
the effect is much the same - language used in both those stances is positive. Lifelong
learning is encompassing all society, it is suitable for everyone, no one is privileged to learn,
although more radical interpretations point that lifelong learning rather strengthens those who
already benefited from education.
According to Elfert (2016), the two most known reports presenting UNESCO’s
humanist vision of education, namely the Faure’s (Learning to be, 1972) and Delores’ report
(Learning: the treasure within, 1996), were response to the narrow, economic perspective on
education and the rise of neoliberal ideology. Hake (2015, p. 10) denies this commonly
accepted interpretation of the Faure’s report. On the basis of the report’s language analysis, he
argues that “Faure talked the neo-liberal language of employability and flexibility among the
workforce, or ‘learning for earning’.”
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Signs, words, buildings, places and persons may constitute symbols. What kind of
symbols are aligned to lifelong learning? Shortcut “LLL” is first thing that comes to mind,
widely promoted and accepted, although when in educational analyses life-wide and life-deep
concepts appeared, it is used less frequently, with clear prevalence of term “life-long”
learning. Next, “learning from cradle to grave” very often cited by authors when lifelong
learning is defined, to underline what “life-long” really means. In like manner “learning
anytime, any space” appears, especially when an author of a given paper elaborates on ICT in
lifelong learning context. Hardly ever may we find a paper on lifelong learning without key
names of Edgar Faure, Jacques Delors, Paolo Freire or Julius Nyerere, and key organizations,
like UNECO, European Commission, World Bank or OECD. And finally, words strictly
connected to lifelong learning analyses: “development”, “sustainability”, “advancement”,
“rapid change”, “keeping pace”, “growth”, to name just a few, which also work as symbols.
Over 50 years of lifelong learning intensive discussions, resulted in broad language
elements connected with the concept. Change of rhetoric, commonly called “paradigm shift”,
draw attention not only to different issues in learning through life, but also how it is
understood and practised.
Cultural Differences In Lifelong Learning Perception
Creating different cultures of lifelong learning
One of the crucial features of lifelong learning is its diversity. As stated in the Faure’s
Commission report (1972, p. 205), there are many faces of adult education. “For a very large
number of adults in the world today, it is a substitute for the basic education they missed. For
the many individuals who received only a very incomplete education, it is the complement to
elementary or professional education. For those whom it helps respond to new demands
which their environment makes on them, it is the prolongation of education. It offers further
education to those who have already received high-level training. And it is a means of
individual development for everybody. One or other of these aspects may be more important
in one country than in another, but they all have their validity.” Can we also speak of many
faces of lifelong learning?
There is a thorough discussion on what does the shift from education to learning really
means and the possible tension between humanistic and neoliberal view on lifelong learning.
Whilst the concept of lifelong learning is more about personal development, a part of which is
also skill advancement in formal and non-formal settings, continuing education is more about
formal education and professional development, with knowledge acquisition and personal
growth as side effects. In humanistic vision human is someone who adapts to current
situation, but also creates new conditions, in the neoliberal one, human is someone who
adapts to the society and labour market and being creative is usually neglected feature. In
neoliberal stance, attention in drawn to interests of the labour market and needs of employers,
not individuals - employees (Kaya 2014). Although neoliberal stance underlines that people
should be responsible for their lives and take life in their own hands, it actually leaves people
alone. The responsibility really means paying for professional development and vocational
training on their own, with little help from employers, not to mention the state. Treating
learning as private good denies education and learning as human right. The most distinctive
disadvantage of neoliberal stance is that it accentuates and overestimates instant economic
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benefits and return from investment in suitable (for employers) vocational training. While it
underestimates, perhaps slower, but visible and also important effects of informal learning in
daily life or informal learning at work, which in time may also bring financial profits – for the
employer and employee as well. According to Kaya (2014, p. 66), benefits from lifelong
learning in neoliberal version are not so easily measurable and are rather some kind of
promise, “just a hope for but not the guarantee of being employed, finding a better job or
having advancement.”
In author’s opinion, relations between education and learning, humanistic and
neoliberal, should be like that:

humanistic
lifelong
learning

lifelong
education
l

Diagram 1. Lifelong learning discurse

neoliberal
continuing
education

Source: author’s own concept

The main differences between humanistic and neoliberal vision of lifelong learning are
pointed by Regmi (2015, pp.142; 136). The assumptions underlying humanistic paradigm are:
citizenship education, social capital and capability, whilst in neoliberal paradigm:
competitiveness, privatisation and human capital.
Kang states that “[t]he focus on lifelong learning has shifted from humanitarian to
economic objectives.” (2007, p.207) In some way he is right taking into account current
situation where neoliberal discourse prevails the humanistic one. It is comfortable for many
governments to use neoliberal discourse, invest in adult vocational training (often equalized to
lifelong learning) and measure the input – output relation. However, we should not forget the
humanistic vision of lifelong learning. Stating that humanistic point of view is obsolete,
jeopardizes not only human, adult education and lifelong learning development, but society as
a whole and also economy, as one of the element of society’s culture.
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Culture as foundation of lifelong learning
Although lifelong learning may be seen as a concept concerning learning throughout
the whole human’s life, particular countries accentuate different aspects of the process,
according to cultural basis. For example in Malaysia, lifelong learning is understood as
education of people 15+. Moreover, full-time students (at schools, colleges, universities) are
excluded from the category, and only adults taking courses offered especially by community
colleges are treated as lifelong learners (Ting et al., 2015). Likewise in other countries,
lifelong learning is frequently identified with adult learning, but with stronger accent on jobrelated programmes, literacy, civil education, language education etc., according to society
and its culture in a given country.
Despite discussions and tensions between humanist and economic vision of lifelong
learning, there are also cultural differences in its understanding. Julia Preece (2014) argues,
that African perspective on lifelong learning differs from the North one, represented mainly
by the European Union and the United States. As she assumes, the language of lifelong
learning policy promoted in the North, is a new kind of colonialism, and it results in muting
other voices and views grounded in a given culture, in which people perceive the world,
relationships and the process of learning in another way. She states that “the difference for
continents like Africa is that there is an assumption in the international development aid
agendas that the South is not able to speak for itself and has no learning history of its own.”
(2014, p. 5). In a global perspective it causes real problems with a rhetoric used in documents
promoting lifelong learning. Ignoring peoples’ traditions, language, mind-set and values,
grounded in their culture leads to the concept of lifelong learning’s failure, not development.
Relations between culture and lifelong learning are complex. According to Field
(2004), there are at least three dimensions of that kind of relation. First, how culture is
influencing lifelong learning in terms of stressing selected learning pattern/s. Second, learning
is also impacting on culture, because things people learn may change themselves and in effect
it changes cultural patterns. Third, culture is changing under different conditions, whether in
slow, evolutionary or rapid way. Thus, learning in long perspective of human life and culture
(in broader understanding) are intertwined. Taking into account narrower understanding of
culture as different domains of art, it makes human life multidimensional, and lets for
fulfilment of spiritual needs. Arts, culture and creativity are crucial aspects in todays’
societies development and human condition in contemporary changing world (Laal,
Aliramaei, Laal 2014). This is why the concept of lifelong learning should be analysed on
different levels of culture understanding.
Conclusion
The rising popularity of lifelong learning concept is based mainly on neurobiological
research outcomes into human brain and capacity to learn due to neuroplasticity, as well as
growing number of programmes aimed at human personal or vocational development. The
process of natural learning has been re-discovered by adult educators, institutions,
international organizations and politics and harnessed into structures of societies’ functioning.
As Field (2004, p. 7) states “[f]ar from being too broad, its scope at present is usually too
narrow, tending as it does to treat informal and non-formal learning somewhat sketchily and
crudely, before returning to the familiar terrain of more institutionalised forms of learning.”
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Lifelong learning tends to be a concept based on such values as equality, democracy,
freedom, inclusion, quality, social justice, sustainability, skill advancement, human capital
development, etc., which are differently chosen and accentuated, according to humanistic or
neoliberal view. It could be also perceived as a human right and as Patrick Blessinger (2015)
claims, on the example of higher education “[…] lifelong learning must be based on a
democratic vision of higher education, that is diverse, inclusive, representative and rooted in
an ethos of political, social and economic justice.” This is some kind of idealistic view on
lifelong learning, however if we do not seek this ideal, a discrepancy may occur between the
promise of learning benefits and the reality.
Another issue is cultural dimension/s of lifelong learning concept. Is there something
like culture of lifelong learning? In what sense can we speak of culture of lifelong learning –
from anthropological point of view - as one of many cultures (like global, national, local,
youth culture, i.e. kind of subculture?) or like culture in itself? In the analyses showed above,
lifelong learning in cultural perspective is presented on different levels, and relations between
learning in life span and culture are complex. Lifelong learning could be perceived as culture
in terms of its own values, language, symbols, and rites of passage. On the other hand, it
could be seen as sub-culture, when humanistic and neoliberal discourse is taken into account.
Last, interplay between lifelong learning and culture, as indicated by Field (2004) is of crucial
role in understanding todays lifelong learning discussion and future development of the
concept.
In the context of these discussions, some critic is expressed towards lifelong learning.
Although generally it is useful concept in a very positive sense, there is also dark side of it. A
notion lies behind the concept of lifelong learning that human being is always incomplete,
always unadjusted to society where he/she lives and always late to rapidly changing world.
But things do not change for themselves. It is human who changes things, begins or ceases
changes, creates and destroys.
The most common mistake in discussions concerning lifelong learning is analysing
only adults’ learning process, possibly the elderly. Adults and the elderly’s learning is
certainly part of the lifelong learning process. However, authors reporting their research
outcomes into those groups or describing innovation projects in communities, should not
write about lifelong learning but adult education or the elderly’s education as a part of the
lifelong learning process. Although academics who are theoretically and practically interested
in lifelong learning, perfectly know what the process is, usually write about adult education or
the education of the elderly. It is understood that lifelong process of learning is the most
visible and easiest to catch in adulthood. But we should be aware, that the true process of
learning throughout human’s life needs to be researched and analysed, from childhood to
seigniorial age. That is why the best way to research the process of lifelong learning are
longitudinal studies. Although it needs time, at least 25 years, the kind of research project
would show learning throughout lifetime in its specifics as well as would shed some light on
social and personal factors underlying successful learning.
Guy Claxton & Bill Lucas (2009, p. 5) remark that: “Babies learn their mother’s smell.
Toddlers learn to walk. Children learn the layout of their new schools and the habits of their
teachers. Teenagers experiment with a range of ‘possible selves’ – they throw out exploratory
tendrils of identity into which they might want to grow (at the same time as they are learning
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about photosynthesis or the causes of the First World War). Adults learn new skills and
vocational forms of speech, the rigours of parenthood and the regulation of their emotions.
The elderly learn how to enjoy slower pleasures, to cope with infirmity and to face their own
death.” This citation reflects also author’s stance about lifelong learning in explicit words.
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Abstract
Autism is a neurodevelopmental disorder that challenges families and professionals to find
effective interventions that can improve the lives of individuals with autism spectrum
disorders. The objectives of this paper are to find out social deficits and different
interventions for autism spectrum disorder in children and adolescents.
Keywords: Autism spectrum disorder, social deficits, intervention.

Introduction
According to the Diagnostic and Statistical Manual of Mental Disorders (DSM)5
(American Psychiatric Association, 2013), Autism spectrum disorder is characterized by
persistent deficits in social communication and social interaction across multiple contexts,
including deficits in social reciprocity, nonverbal communicative behaviors used for social
interaction, and skills in developing, maintaining, and understanding relationships. In addition
to the social communication deficits, the diagnosis of autism spectrum disorder requires the
presence of restricted, repetitive patterns of behavior, interests, or activities. Because
symptoms change with development and may be masked by compensatory mechanisms, the
diagnostic criteria may be met based on historical information, although the current
presentation must cause significant impairment.
Within the diagnosis of autism spectrum disorder, individual clinical characteristics
are noted through the use of specifiers (with or without accompanying intellectual
impairment; with or without accompanying structural language impairment; associated with a
known medical/genetic or environmental/acquired condition; associated with another
neurodevelopmental, mental, or behavioral disorder), as well as specifiers that describe the
autistic symptoms (age at first concern; with or without loss of established skills; severity).
These specifiers provide clinicians with an opportunity to individualize the diagnosis and
communicate a richer clinical description of the affected individuals. For example, many
individuals previously diagnosed with Asperger's disorder would now receive a diagnosis of
autism spectrum disorder without language or intellectual impairment.
The impairments in communication and social interaction specified in Criterion A are
pervasive and sustained. Diagnoses are most valid and reliable when based on multiple
sources of information, including clinician's observations, caregiver history, and, when
possible, self-report. Verbal and nonverbal deficits in social communication have varying
manifestations, depending on the individual's age, intellectual level, and language ability, as
well as other factors such as treatment history and current support. Many individuals have
language deficits, ranging from complete lack of speech through language delays, poor
comprehension of speech, echoed speech, or stilted and overly literal language. Even when
formal language skills (e.g., vocabulary, grammar) are intact, the use of language for
reciprocal social communication is impaired in autism spectrum disorder.
Deficits in social-emotional reciprocity (i.e., the ability to engage with others and
share thoughts and feelings) are clearly evident in young children with the disorder, who may
show little or no initiation of social interaction and no sharing of emotions, along with
reduced or absent imitation of others' behavior. What language exists is often one-sided,
lacking in social reciprocity, and used to request or label rather than to comment, share
feelings, or converse. In adults without intellectual disabilities or language delays, deficits in
social-emotional reciprocity may be most apparent in difficulties processing and responding
to complex social cues (e.g., when and how to join a conversation, what not to say). Adults
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who have developed compensation strategies for some social challenges still struggle in novel
or unsupported situations and suffer from the effort and anxiety of consciously calculating
what is socially intuitive for most individuals(American Psychiatric Association, 2013, P.53).
Deficits in nonverbal communicative behaviors used for social interaction are
manifested by absent, reduced, or atypical use of eye contact (relative to cultural norms),
gestures, facial expressions, body orientation, or speech intonation. An early feature of autism
spectrum disorder is impaired joint attention as manifested by a lack of pointing, showing, or
bringing objects to share interest with others, or failure to follow someone's pointing or eye
gaze. Individuals may learn a few functional gestures, but their repertoire is smaller than that
of others, and they often fail to use expressive gestures spontaneously in communication.
Among adults with fluent language, the difficulty in coordinating nonverbal communication
with speech may give the impression of odd, wooden, or exaggerated "body language" during
interactions. Impairment may be relatively subtle within individual modes (e.g., someone may
have relatively good eye contact when speaking) but noticeable in poor integration of eye
contact, gesture, body posture, prosody, and facial expression for social communication.
Deficits in developing, maintaining, and understanding relationships should be judged
against norms for age, gender, and culture. There may be absent, reduced, or atypical social
interest, manifested by rejection of others, passivity, or inappropriate approaches that seem
aggressive or disruptive. These difficulties are particularly evident in young children, in
whom there is often a lack of shared social play and imagination (e.g,. age-appropriate
flexible pretend play) and, later, insistence on playing by very fixed rules. Older individuals
may struggle to understand what behavior is considered appropriate in one situation but not
another (e.g., casual behavior during a job interview), or the different ways that language may
be used to communicate (e.g., irony, white lies). There may be an apparent preference for
solitary activities or for interacting with much younger or older people. Frequently, there is a
desire to establish friendships without a complete or realistic idea of what friendship entails
(e.g., one-sided friendships or friendships based solely on shared special interests).
Relationships with siblings, co-workers, and caregivers are also important to consider (in
terms of reciprocity).(P.54).
Early intervention services are the key to help children have a successful future, both
in and out of school. When children receive educational interventions at an early age, they
gain the skills necessary to successfully enter school. Early educational opportunities are
important for all children, but especially important for children with special needs, such as
autism. Matson (2007) found that .the consensus is that early intervention is valuable and,
within limits, the more intense the intervention, the greater the gains despite variability in
outcomes within groups of children treated.
Peer-Mediated Intervention
Peer mediation refers to the “coaching” of typically developing peers to help increase
the social, language, or play skills of children with ASD. The use of peers is important as
children with ASD typically tend to communicate more with adults than with their own peer
group (Adel Abdulla & Mourad Ali, 2014).
Peer-mediated interventions are generally classified into six dimensions which include
(a) peer modeling, (b) peer initiation training, (c) peer monitoring, (d) peer networking, (e)
peer tutoring, and (f) group-oriented contingencies (Strasberger, 2013). Peer-mediated
intervention requires the teacher to design and train a peer or peers to deliver instruction that
is often designed to address social or academic skills. The role of the target child is to
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respond to peers’ initiations to gain needed skills. In particular, studies have indicated the use
of peers as role models has the potential to be more advantageous than teachers for teaching
and modeling social behaviors (Kathleen I. Harris, 2010).
Lee, Odom, and Loftin (2007) examined peer initiation for its potential to decrease
stereotypic behaviors in three children with autism. Two typically developing peers learned to
direct social initiations to each child with autism demonstrating stereotypic behaviors, such as
hand flapping, body rocking, head rolling, and repetitive object manipulation, during
structured play activities. Peers were taught four positive social behaviors: sharing a toy,
suggesting play ideas that were interesting to the child with autism, assisting the child with
autism, and being affectionate. Peer initiation increased children’s social engagement with
play and decreased the level of stereotypic behaviors for all three children with autism while
playing with peers. The level of stereotypic behaviors decreased even further during
generalization of the study for two out of three children with autism.
Jie Zhang(2011) investigated the efficacy of peer-mediated interventions for
promoting social interactions among children from birth to eight years of age diagnosed with
ASD. Forty-five single-subject design studies were analyzed and the effect sizes were
calculated by the regression model developed by Allison and Gorman (1993). The overall
effect sizes suggest that peer-mediated interventions were highly effective. Further categorical
comparisons suggest that these interventions were more effective in enhancing social
responses in younger boys, when older male siblings served as interventionists, when the
interventions took place in the home, when peer modeling was used, and when consideration
was given to maintenance and generalization across participants, behaviors and activities, and
in involving collaboration among all researchers, peers/siblings, school staff, and
parents/families.
Abla (this volume) explored the effect of peer- mediated picture exchange
communication system intervention in improving vocabulary knowledge in children with
autism spectrum disorders. Participants were ten children aged seven, attended a center for
children with autism. A pre-post design was used to examine the effect of peer- mediated
picture exchange communication system intervention in improving vocabulary knowledge in
children with autism spectrum disorders. Findings from this study advocated for the effect of
peer- mediated picture exchange communication system intervention in improving
vocabulary knowledge in children with autism spectrum disorders.
Peer-mediated strategies demonstrate a naturalistic application of behavioral teaching.
The typical peers of a child with an autistic spectrum disorder are instructed in a more adultcentered, mass-trial approach, while children with autistic spectrum disorders are taught by
their peers in a more child-centered, naturalistic type of approach. In peer-mediated
intervention, peers are taught to initiate play with children with autism through sharing,
offering assistance, suggesting play ideas, and showing affection. Teachers remind peers to
use their initiation strategies to facilitate play with their peers with autism. Research indicates
interactions increase, stereotypic behaviors decrease, time engaged with peers increase and
initiations and responses to initiations by children with autism increase. Peer-mediated
intervention has therefore been purported as a promising practice for increasing social and
communication skills in children with autism(Adel Abdulla & Mourad Ali, 2014).
Music Therapy
According to the American Music Therapy Association (2014), Music Therapy is,
“the clinical and evidence - based use of music interventions to accomplish individualized
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goals within a therapeutic relationship by a credentialed professional who has completed an
approved Music Therapy program.” Ouimet et al. (2012) noted that people with ASD often
show an ability to succeed at music and rhythm related tasks. It is the empirical evidence that
music can be an engaging and motivating stimulus for the population validates the value of
music therapy in the treatment of
children with autism. Researchers have developed
different models of music therapy and continued to explore new strategies for effective
intervention with these clients.
O’Connell (1974) as stated in Yuen-Man Chan(2005),coined the term “autistic
musicality” to describe the outstanding musical talent in an otherwise low-functioning child
with autism whom he worked with for four years. The child had absolute pitch and could play
familiar tunes in any keys with appropriate chord accompaniment to the melody on the piano
before receiving any formal musical training. He could also memorize every single note of a
piece, including those notes inside the texture of the music. At the same time, however, some
typical characteristics of autism such as difficulties in understanding abstract concepts and
concentration problems were found in this unconventional music student. Albeit this may not
be a common case in the autistic population, what draw attention is the possible astounding
musical capabilities in these children when compared to their weaknesses in other
performance and behavioral areas.
Over the past ten years, the prevalence of research on the use of music therapy for
individuals with ASD has increased. Boso, Emanuele, Minazzi, Abbamonte, and Politi (2007)
investigated the effects of a long-term active music therapy program on behavior profiles for
eight young adults with severe autism spectrum disorder (ASD) with no previous music
training, and also the effects of active music teaching on musical ability. Scores based on the
Clinical Global Impression scale (CGI) and the Brief Psychiatric Rating Scale (BPRS) were
used to measure behavior and completed by the psychiatrist of each participant. The
psychiatrist was considered an external rater who did not participate in the music sessions. A
music skills questionnaire was independently completed for each participant by an external
rater, who was considered a music expert. Scores on the CGI, BPRS, and music skills
questionnaire were analyzed in three tiers: the first tier (T1) represented the baseline scores
before music therapy began, the second tier (T2) included scores after six months of music
therapy, and the last tier (T3) included ratings at the end of the treatment. The results
indicated significant improvements on behavior scales and music skills at the end of the 52week program for the participants. The authors reported significant changes after six months
from the beginning of the program, but no significant changes were evident between the sixmonth mark and the end of the program, yielding a plateau effect after six months.
Wan, Demaine, Zipse, Norton, and Schlaug (2010) described the characteristics of
deficits often found in individuals with autism, particularly areas of social, communication,
and understanding of theory of mind. They offered a theory that these impairments might be
related to a dysfunction of the mirror neuron system (MNS). According to previous research,
the MNS is located in the Broca’s area of the brain and is linked to complex cognitive
processes such as understanding motor actions of others, language, and imitation (seeing,
hearing, and doing). These processes are common areas of impairment in individuals with
autism. The authors further explained that when intact, the MNS serves as a hub of firing
neurons that allows humans to perceive speech in a multi-modal manner through processing
bodily and mouth movements as well as auditory stimuli from another person. This has been
supported by neuro-imaging research.
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The current literature and support, both empirical and anecdotal, encourage that music
can be a benefit for individuals with ASD in numerous ways. There are therapeutic benefits,
skill-building benefits, and benefits to wellbeing. As the research continues to grow in this
area of study, the more the awareness of the benefits of music can potentially increase within
music communities and ASD communities. The hope is that this awareness will then bridge
these communities to provide opportunities for individuals with ASD to utilize music as a
positive tool and outlet (Samantha, 2014).
Social Story Intervention
Gray (1995, 1998) suggested a couple of steps in preparation for generating a social
story. The first step is to determine the topic on which the entire story will focus. It can be a
specific social skill or a social situation that continues to be difficult for a child even with
interventions. Other possible topics are future situations such as new social skills or novel
social situations. Once a topic is identified, the second step involves gathering information.
Detailed information is usually obtained through direct observations and interviews with
relevant individuals. Information such as typical sequence of events, relevant cues, the child’s
abilities, interests and responses to the given situation are important. Last but not least is the
perspective of the child with regard to the target skill or situation. Gray (1993, 1995, 1998)
has consistently emphasized that the child’s perspective is the most critical factor in writing
an effective social story. The more thorough an author understands the child’s perceptions and
feelings, the more likely he or she will provide accurate information that is useful to that
child.
The social stories used under Gray’s (1998, 2000, 2004) approach contain the following
types of sentences:
1. Descriptive sentences: These sentences appear at the beginning of the social stories. They
describe situations and the people involved in them, what is going to happen, and the
causes of events. They also address the following questions: Where? Who? What is going
to happen?
2. Perspective sentences: These sentences describe internal feelings—the sensations, wishes,
emotions, attitudes, thoughts, and beliefs of people in the situations depicted. These
sentences are very important because they contain information that is not available to
children with ASD.
3. Directive sentences: These sentences present social cues within situations and indicate the
expected responses of individuals. Such responses may begin with “I will try” or “I will
attempt.”
4. Control sentences: These sentences are added to the story by the storyteller and describe
more general observations and thoughts to reinforce the information presented in the story.
5. Affirmative sentences: These sentences emphasize the importance of directive sentences;
they begin with “It is good that . . .”
6. Cooperative sentences: These sentences describe others’ actions, and show who these
actions can help and how.
The ratio of the sentences is one directive sentence for every two to five descriptive,
perspective, affirmative, and cooperative sentences. Based on Gray’s rules, when care
providers utilize control and cooperative sentences in a story, a control sentence must be used
with a directive sentence, and cooperative sentences must be used with descriptive and
affirmative sentences (Gray, 2004).
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Adams, Gouvousis, VanLue, & Waldron (2004) studied the effectiveness of social
stories in decreasing "socially inappropriate and undesirable behaviors" in an elementary
school student with autism (p. 88). Researchers identified four target behaviors, which
included crying, falling, hitting, and screaming. The participating child displayed these
behaviors with the greatest frequency and these inappropriate behaviors were addressed with
a social story. The researchers wrote a social story for the student that described the target
behavior in the context of homework completion; positive alternative behaviors were also
included in the story. With the introduction of this social story, the student experienced
decreases in each of the four identified problem behaviors. For example, the number of crying
episodes decreased by 48 percent and screaming decreased by 61 percent. The student
experienced similar decreases in falling (74 percent) and hitting (60 percent). The social story
helped the child see that inappropriate behaviors during homework time could be replaced
with more appropriate behaviors such as asking for help. The results of the Adams et al.
(2004) study support the effectiveness of social stories, but are limited because only one child
experienced the intervention.
Quirmbach, Lincoln, Feinberg-Gizz, Ingersol, Andrews (2008) compared two formats
of a social story targeting the improvement of social skills during game play using a pretest
posttest repeated measures randomized control group design. A total of 45 children diagnosed
with Autism Spectrum Disorder (ASD) ages 7-14 were randomly assigned to standard,
directive, or control story conditions. Results demonstrated that the standard and directive
story formats were equally as effective in eliciting, generalizing and maintaining the targeted
social skills in participants who had prior game play experience and Verbal Comprehension
Index (VCI) scores from the WISC-IV intelligence test in the borderline range or above.
In their study, Reichow and Sabornie (2009) used a Social Story intervention to
increase acceptable verbal greeting initiations with an 11-year-old boy who had a diagnosis of
high functioning autism. A withdrawal design with a comparison condition examined the
frequency of acceptable verbal greeting initiations during 5 min observation periods. Results
showed no acceptable verbal greeting initiations during both baseline conditions, increased
frequency of acceptable verbal greeting initiations during both intervention conditions, and
maintenance of intervention levels of behavior with visual supports during the comparison
condition.
Samuels, and Stansfield (2012). examined the use of Social Stories with four adults
with learning disabilities and social communication impairments characteristic of ASD. This
study employed an N = 1 multiple-baseline, across-participant, AB design with fade and
maintenance probe stages. Each participant was involved in two Social Story interventions.
The intervention and data collection was carried out by support staff who knew the
participants. Results found that all target behaviors showed positive change during at least one
phase of the study, although data indicated a return towards baseline levels across all
behaviors into the probe phase.
A multiple baseline across participants design was used to evaluate the effects of
Social Stories to help preschool-aged children with characteristics of Autism Spectrum
Disorders (ASD) increase their engagement in functional behaviors and use sensory
integrative-based strategies to promote self-regulation. Three children, 3-5 years old, from a
self-contained preschool classroom were selected to participate in the study. The intervention
package included reading individualized Social Stories that discussed desired behaviors and
self-regulation strategies. The researchers measured the percentage of intervals in which
participants engaged in desired behaviors. The frequency of desired behaviors increased for
International Journal of Psycho-Educational Sciences, Volume (6) Issue (2), September, 2017

18

all participants. The use of self-regulation strategies varied across participants. These findings
suggested that the intervention was successful in increasing desired behaviors of the three
children (Thompson and Johnston, 2013).
Hala Ahmed (2014) explored whether or not Social Stories intervention strategy has
positive effects on the social skills of children with autism. Participants were ten children
between the ages of five and seven who attended a school for children with developmental
disabilities. A pre- post design was used to examine the effectiveness of the social stories
Intervention Strategy on the social skills of the target children. Findings from this study
indicated the effectiveness of the social stories intervention employed in teaching the target
children social skills.
Asmaa Abdullah (2014) explored whether or not Social Stories intervention strategy
has positive effects decreasing problem behavior of children with autism. Participants were
ten children between the ages of seven and nine who attended a center for autism. A pre- post
design was used to examine the effectiveness of the social stories intervention strategy on
decreasing problem behavior of the target children. Findings from this study indicated the
effectiveness of the social stories intervention employed in teaching the target children
problem behavior.
Fatemeh, Ghorban and Shahram (2015) aimed to investigate the effect of a social
stories intervention on the social skills of male students with autistic spectrum disorder
(ASD). The sample included 30 male students with ASD who were selected through
convenience sampling and randomly assigned to an experimental group (n = 15) or a control
group (n = 15). The social skills of both groups were assessed pre- and post-test using Stone
and colleagues’ Social Skills Scale (which included subscales for understanding/ perspectivetaking, initiating interactions, responding to interactions, and maintaining interactions). The
experimental group participated in 16 sessions of social stories training, while the control
group did not. Overall, the results showed that the social stories intervention improved the
social skills of the children with ASD in the experimental group compared with the control
group. The effects of the social stories intervention were mostly evident in the subscales for
understanding/ perspective-taking, initiating interactions, and maintaining interactions with
others.
Augmentative Communication Systems
The field of augmentative and alternative communication (AAC) has notably
developed a number of intervention techniques for individuals with communication and
language impairments in the last decades(Adel Abdulla& Mourad Ali, 2014).
The use of augmentative and alternative communication was proposed by Lloyd in
1985. The name had already been adopted by the international organization in 1983.
Eventually augmentative and alternative communication was adopted and later shortened to
AAC. Currently the field and practice is most commonly known as AAC(Adel Abdulla&
Mourad Ali,2014).
According to ASHA:
AAC refers to an area of research, clinical and educational practice. AAC involves
attempts to study and when necessary compensate for temporary or permanent
impairments, activity limitations, and participation restrictions of persons with severe
disorders of speech-language production and/or comprehension, including spoken and
written modes of communication (ASHA, 2005, p. 1).
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If AAC users are going to be competent, they have to develop competency in four
important ways: (a) linguistic, (b) operational, (c) social, and (d) strategic. Communication
competence enables us to achieve our goals for communication (Maud Selasie, 2008).
Linguistic skills involve expressive and receptive skills of one’s native language as well
knowledge of the linguistic code peculiar to the user’s AAC system. These skills afford
persons who use AAC systems the ability to understand and use symbols to communicate
their ideas, thoughts, and feelings to others. These skills also ensure that users will produce
the symbols expressively in their environment. Most often, the linguistic code of a user’s
primary language may be different from the linguistic code of AAC (Light, Beukelman, &
Reichle, 2003). Consequently, linguistic competence for AAC users may include knowledge
of both the native language used in his/her environment and special AAC symbols (Maud
Selasie, 2008).
Teresa, David and Shane (2016) completed a systematic search of three databases
(OVID Medline, PsycINFO, ERIC) as well as forward citation and hand searches to identify
systematic reviews of AAC intervention efficacy research including children with autism,
published between 2000 and March 2016 in peer-reviewed journals. Data pertaining to the
quality indicators of included studies, effect sizes for intervention outcomes, and evidence for
effectiveness were extracted for descriptive analysis. The search yielded 17 systematic
reviews. Most provided indicators of research quality for included studies, of which only
relatively few provided conclusive results. Communication targets tended to be focused on
teaching children to make requests. Still, effect size measures for included studies indicated
that AAC was effective to highly effective.
Conclusion
Providing intensive early intervention is critical to amplify outcomes for children with
autism spectrum disorder (ASD), and evidence suggests that the earlier the intense
intervention can begin, the better the result (Woods & Wetherby, 2003). Children with autism
are very capable of learning, socializing and becoming an integral part of society. Research
indicates that when children with autism receive early intervention services based on Applied
Behavior Analysis (ABA) principles, they have an improved chance of achieving functional
levels of normal or near-normal ranges of intelligence and development (Lori A. Reffert,
2008).
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Abstract
Autism is a disability characterized by impaired social interactions, limited verbal and
nonverbal communication, and restricted and repetitive patterns of behavior. Children with
autism may not make friends, spend more time alone than with others, and may not develop
empathy or other forms of social reciprocity. This study explores the effect of peer- mediated
picture exchange communication system intervention in improving vocabulary knowledge in
children with autism spectrum disorders. Participants were ten children aged seven ,attended
a center for children with autism. A pre-post design was used to examine the effect of peermediated picture exchange communication system intervention in improving vocabulary
knowledge in children with autism spectrum disorders. Findings from this study advocated
for the effect of peer- mediated picture exchange communication system intervention in
improving vocabulary knowledge in children with autism spectrum disorders.
Keywords: peer-mediated, Picture Exchange Communication
knowledge, children with autism spectrum disorders.
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Introduction
Autism is a disability characterized by impaired social interactions, limited verbal and
nonverbal communication, and restricted and repetitive patterns of behavior. Children with
autism may not make friends, spend more time alone than with others, and may not develop
empathy or other forms of social reciprocity. They may exhibit stereotypical behaviors to the
exclusion of all other activities, may engage in echolalia if any speech at all, and may also
engage in dangerous behaviors such as aggression or self-injury (Adel Abdulla & Mourad Ali,
2014).
Language difficulties commonly occurring within the spectrum include using only
nonverbal forms of communication, having delayed speech, participating in the use of
echolalia, using only single words to communicate, and exercising other abnormalities in the
use of language. These difficulties often contribute to many of the behavioral issues observed
in ASD because the individuals become frustrated with the task of trying to portray the
appropriate message to others (Mourad Ali Eissa, 2015)
Fahey and Reid (2000) further discussed the implications of ASD on the development
of communication characteristics. Some children may produce words in early infancy but
experience regression in their language between 18 and 30 months. This can, most likely, be
attributed to the variation of disorders found along the spectrum. The authors noted that
approximately 50 percent of individuals diagnosed with ASD would never develop functional
language production. Characteristics observed in those individuals who do learn to speak may
include:
(a) the use of echolalia (i.e. immediate or delayed repetition of part or all of someone
else's language); (b) improper use of pronouns to refer to self (e.g., .you,. .she,. .he.);
(c) repetitive speech without apparent functional value; (d) monotonous inflection,
rhythm, pitch, rate, and articulation; (e) confusion in grammar and meanings; and (f)
impaired understanding of nonverbal gestures, facial expressions, and physical
distance from others (see Mourad Ali Eissa, 2015,P.4).
The picture exchange communication system (PECS) is a pictorial system that was
developed for children with social-communication deficits (Frost & Bondy, 2002). It has six
phases that include (a) physical exchange, (b) expanding spontaneity, (c) picture
discrimination, (d) sentence structure, (e) answering a direct question and (f) commenting.
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Physical exchange involves the child exchanging a picture of a preferred item for the tangible
preferred item. Expanding spontaneity involves increasing the distance between the child and
the communication partner when making requests for preferred items. Picture discrimination
involves the child choosing between multiple pictures on the board when requesting an item.
Sentence structure involves the child making a sentence with a picture of “I want” and a
picture of the preferred item in order to request. Answering a direct question involves the
child answering the question, “What do you want?” with the sentence learned from sentence
structure. Commenting involves the child commenting on their environment with specific
attributes, such as shape and colour (Strasberger, 2013).
Ganz & Simpson (2004) examined the effects of the PECS on the requesting
behaviors and speech development of three young students with an ASD. The PECS training
took place two to five times per week, with 15 trials occurring per session until participants
were able to reach 80% proficiency independently for three consecutive 15 min trials. Data
were taken on non-word and word vocalizations, as well as the proficiency relative to the
PECS phase criteria. Participants were taught phases one to four of the PECS. Results
indicated that the PECS was mastered quickly by the participants (as in previous studies) and
word vocalizations increased in the number of words and the complexity of grammar.
Using a multiple baseline design, Marjorie et al. (2002) examined the acquisition of
PECS with 3 children with autism. In addition, the study examined the effects of PECS
training on the emergence of speech in play and academic settings. Ancillary measures of
social-communicative behaviors and problem behaviors were recorded. Results indicated that
all 3 children met the learning criterion for PECS and showed concomitant increases in verbal
speech. Ancillary gains were associated with increases in social-communicative behaviors
and decreases in problem behaviors. The results are discussed in terms of the provision of
empirical support for PECS as well as the concomitant positive side effects of its use.
El Farahati Elsayed Mahmoud (2015) explored the effectiveness of Picture Exchange
Communication System has positive effects functional communication of children with
autism. Participants were ten children between the ages of five and seven who attended a
school for children with developmental disabilities (Tarbya Fekrya). A pre-post design was
used to examine the effectiveness of the Picture Exchange Communication System on
functional communication of the target children. Findings from this study indicated the
effectiveness of the Picture Exchange Communication System employed in teaching the
target children functional communication. On the basis of the findings, the study advocated
for the effectiveness of the Picture Exchange Communication System employed in teaching
the target children functional communication.
Peer-Mediated Interventions

Peer-mediated interventions are generally classified into six dimensions which include
(a) peer modeling, (b) peer initiation training, (c) peer monitoring, (d) peer networking, (e)
peer tutoring, and (f) group-oriented contingencies (Strasberger, 2013). Peer-mediated
intervention requires the teacher to design and train a peer or peers to deliver instruction that
is often designed to address social or academic skills. The role of the target child is to
respond to peers’ initiations to gain needed skills. In particular, studies have indicated the use
of peers as role models has the potential to be more advantageous than teachers for teaching
and modeling social behaviors (Kathleen I. Harris, 2010).
The purpose of the present study was to the effect of peer- mediated picture exchange
communication system intervention in improving vocabulary knowledge in children with
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autism spectrum disorders. The primary research question was, what effect will peermediated picture exchange communication system intervention have on improving
vocabulary knowledge in children with autism spectrum disorders?
Method
Participants
Participants were ten children aged seven, attended Misr Institute for Autism and
Special Needs. Parental informed consent forms were sent home by the specialist to parents of
potential participants telling them about the study and requesting them to give permission for
their children to participate. Through a previous comprehensive psychological evaluation
each targeted child had received a primary diagnosis of Autistic Disorder.
Instrument
Pictured Vocabulary Test: A measurement instrument was specifically developed for the
study to measure vocabulary ability in children with autism . The test consists of 22 pictures ,
presented to the child individually by the researchers . The child in return names the picture.
The total scores for the test range from 0-22. Correlation coefficient between the test and
Verbal communication questionnaire in the Diagnostic Scale for Autism Disorder (Ade;
Abdalla, 2001) was (0.87).
Procedure
The PECS training consists of six phases, which will be described in detail in the
following. Phase I–“How” to Communicate. In this phase, the terminal objective is that upon
seeing a “highly preferred” item, the child will pick up a picture of the item, reach toward the
communicative partner, and release the picture into the trainer’s hand (Frost & Bondy, 2002,
pp. 67). One trainer entices the child with an object that is highly desired. As the child reaches
for the desired object, the second trainer, the facilitator, physically assists the child in picking
up a picture for the desired object. The first trainer immediately gives the child a reward along
with an appropriate comment, such as “Oh, you want M&M!” when he/she receives the
picture.
Phase II – Distance and Persistence. In this stage, the exchange continues with
attempts to increase the child’s independence. Thus, the terminal objective is that the child
goes to his communication book where his picture is stored, pulls the picture off, goes to the
trainer, gets the trainer’s attention, and releases he picture into he trainer’s hand (Frost &
Bondy, 2002, pp. 93).The child now is encouraged to use greater spontaneity and persistence,
and to generalize the skill he acquired. The facilitator is still available for as needed
assistance. Thus, the child learns to remove the picture from a display board for the exchange
and must engage in more physical movement than in Phrase I in order to accomplish the
exchange. However, the child is still encountering only one symbol on a board at any one
time.
Phase III – Picture Discrimination. The terminal object for this phase is that the child
requests desired items by going to a communication book, selecting the appropriate pictures
from an array, and going to a communication partner and giving him/her the picture (Frost &
Bondy, 2002, pp.123). In this stage the child is asked to discriminate between several items
on a board, choosing which item he wants, or which activities he wants to try. The child
begins by answering forms of the question “What do you want?” but these are faded quickly
so the child will make choices spontaneously as well as in response to a question. As the child
becomes more comfortable making discriminations, a third item may be added, and so on.
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Phase IV – Sentence Structure. The terminal objective is that the child requests present
and non-present items using a multi-word phrase by going to the book, picking up a picture/
symbol of “I want,” putting it on a sentence strip, picking out the picture of what she wants,
putting it on the sentence strip, removing the strip from the communication board, and finally
approaching the communicative partner and giving the sentence strip to him (Frost & Bondy,
2002, pp.159). Thus, the child is taught to combine the object picture with the carrier phrase
“I want” on a sentence strip and to give the strip to the adult or communication partner. The
two pictures are attached to a sentence strip and the entire strip is exchanged with the
communicative partner in return for the pictured item.
Phase V – Responding to “What do you want?” In this stage the child learns to
respond to the question “What do you want?” by exchanging the sentence strip. Thus, this
phase extends the sentence structure begun in Phase IV. Use of the questioning phrase is
deliberately delayed until this phase because the exchange behavior should be automatic by
that point in the programming sequence (Frost & Bondy, 2002, pp. 209). Adjectives and other
words may be added to the child’s repertoire to help her further refine her requests.
Phase VI – Commenting. In this finial stage, the child learns to respond to the
questions “What do you want?” “What do you see?” “What do you have?” This phase makes
a fundamental shift in the child’s communication as well as the expected outcome from the
teachers or peers. That is, it is designed to introduce the child to commenting behavior, while
the previous stages focused on requesting behavior. Through the use of pictures for “I see,” “I
hear,” “I smell,” etc., the child is taught to comment on elements of his/her environment.
Results
The first objective of the study was to determine if use of peer- mediated picture
exchange communication system intervention would be more effective in improving
vocabulary knowledge for the treatment group compared to the control group .For this
purpose, the post intervention scores of both treatment and control groups were analyzed.
Table 1. shows Z Value result for the differences in post- test mean rank scores between
experimental and control groups in vocabulary knowledge. The table shows that (Z) value
was(-2.271).This value is significant at the level (0.01) in the favor of experimental group.
Table 1. Z Values results for the differences in post- test mean rank scores between
experimental and control groups in vocabulary knowledge
Variables

Groups

N

vocabulary
knowledge

Ex
Cont.

5
5

Mean
Ranks
8
3

Sum
Ranks
40
15

Mannwhiten
Zero

Z Value

Sig

-2.271

0.01

The second objective of the study was to determine the effect of peer- mediated
picture exchange communication system intervention in improving vocabulary knowledge in
children with autism.
The children’s performance on vocabulary knowledge was measured pre and post
intervention. Table 2 shows Z Value result for the differences in pre and post-test mean rank
scores for the experimental group in vocabulary knowledge test. The table shows that (Z)
value was(-2.121). This value is significant at the level (0.01). This indicates that use of peermediated picture exchange communication system intervention had a positive effect on
vocabulary knowledge in children with autism.
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Table 2. Z Values results for the comparison of mean rank scores of experimental group at
pre- and post-intervention in vocabulary knowledge
Variables

vocabulary
knowledge

Negative
Ranks
Mean
3

Sum
15

Positive
Ranks
Mean
Zero

Sum
Zero

Z Value

Sig.

-2. 121

0.01

Discussion
The purpose of the present study was to the effect of peer-mediated picture exchange
communication system intervention in improving vocabulary knowledge in children with
autism spectrum disorders. The primary research question was, what effect will peermediated picture exchange communication system intervention have on improving
vocabulary knowledge in children with autism spectrum disorders?
Findings from the present study indicate peer- mediated picture exchange
communication system intervention was an effective intervention strategy in improving
vocabulary knowledge in children with autism spectrum disorders
These findings support the use of PECS by providing the first empirically controlled
data on the PECS program. We encourage the evaluation of PECS and the continued pursuit
of visually presented speech training programs for children with autism.
Limitations of the Study
The first limitation of this study is that the sample was small. The study was also
limited in that it lacked a maintenance or generalization phase, which would add robustness to
the findings. The dependent variable was narrow in that only the impact of peer- mediated
picture exchange communication system intervention on a single vocabulary knowledge was
examined. Future research needs to be conducted on large sample, more variables, and the
need for maintenance and generalization phases.
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Abstract
Bibliotherapy is one approach, intending to not only help students learn and develop new
social skills, but also to experience validation and insight into their own thought processes
and emotions. Books can be used to help people with broad range of personal problems,
including emotional, physical, and developmental. This study explores the effectiveness of
bibliotherapy as an intervention on improving aggressive behavior of fifth graders children
with emotional and behavioral disorders. Participants were ten children aged eleven
,attended two primary schools in Nasr City; namely Al Sayedia Primary School , and Al
Farouk Primary School. A pre-post design was used to examine the effectiveness of
bibliotherapy as an intervention on improving aggressive behavior of fifth graders children
with emotional and behavioral disorders. Findings from this study advocated for the
effectiveness of bibliotherapy as an intervention on improving aggressive behavior of fifth
graders children with emotional and behavioral disorders.
Keywords: bibliotherapy, aggressive behavior, fifth graders children with emotional and
behavioral disorders.

Introduction
Aggressive behavior is identified as any intentional act used to injure another, whether
physically or psychologically, including a range of violent physical acts to verbal insults or
name calling (Kari Newman, 2015). Aggression is expressed in three different forms:
physical, verbal, and relational (Shechtman, 2009). Physical aggression consists of any
physical act to direct harm towards another person, animal, or object. Verbal aggression
involves the use of words by the aggressor to injure another. Relational aggression is the
intentional damaging of relationships, manipulating feelings of inclusion and acceptance
within the friendship. Types of aggression can be either proactive or reactive, and are defined
by the motive for the aggressive act. Pervasively aggressive youth often display both
proactive and reactive aggression (Kari Newman,2015).
Influences of aggression include genetic, biological, and temperamental factors that
appear at birth or within the first few years of life; learning disabilities or other mental
disabilities; social influences in the child’s environment; and stage of development. Children
seeking control or power are likely to engage in aggressive behaviors, particularly if they
experience difficulty in verbalizing their own emotions, lack empathy for others, demonstrate
deficits in social informational processing, or lack self-control (Kari Newman,2015).
Bibliotherapy is one approach, intending to not only help students learn and develop
new social skills, but also to experience validation and insight into their own thought
processes and emotions. Books can be used to help people with broad range of personal
problems, including emotional, physical, and developmental (Abdullah, 2002). Bibliotherapy
can help students become aware of many issues such as: self-esteem, interactions with others,
problem solving and emotional issues (Stamps, 2003). Rozalski (2010) describes
bibliotherapy as a projective indirect tool that employs literature for growth of children that
can be used to teach children on life’s challenges by encouraging them to connect with book
characters, thereby letting readers evaluate their individual.
The goal of bibliotherapy is to broaden and deepen the children’ understanding of a
particular problem that requires attention. The written books may educate the children about
their problem itself or be used to increase their acceptance of a proposed treatment (Akinola,
2014).
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Bibliotherapy is broken down into four stages by Stamps (2003):
1. Identification – Identify the problem. Choosing the book and matching it to the
students’ situation is the most important thing. The students must be able to see their situation
in the story (Sridhar and Vaughn, 2000).
2. Catharsis – The student identifying with the character
3. Insight – Students apply the situation addressed by the book’s character to their own
situation. A positive reaction may happen in this phase.
4. Universalization – This is known as “putting yourself in someone else’s shoes.”
Hopefully students can see that all people have problems.
Through all of these stages the teacher should discuss the chosen issue and share
helpful coping strategies or problem solving strategies with the student or students. This
method lends itself to much questioning, and the teacher must carefully and thoughtfully ask
questions that will help the student (Stamps, 2003; Sridhar and Vaughn, 2000).
Shechtman (2006) investigated the effectiveness of bibliotherapy and counseling of 61
aggressive Israeli boys, ages 8 to 16 years, comparing its effectiveness to counseling alone,
and control group of boys with no counseling. Boys who received counseling or counseling
and bibliotherapy received the treatment in ten 45-minute sessions over the course of 4
months by 48 counseling students. Results, as measured by the pre- and post-treatment ratings
from the CBCL and TRF and the Index of Empathy for Children and Adolescents were used
to measure aggression and empathy, respectively. While the control group did not experience
a significant change in aggression or empathy, both treatment groups decreased in aggression
and increased inempathy, especially the groups that received bibliotherapy.
Kari Newman (2015) investigated the effect of bibliotherapy as an intervention for
aggressive elementary children at a residential treatment center in the western United States.
Bibliotherapy was provided for six children, three boys and three girls, ages 9 to 11,
Caucasian and Hispanic, who took part in one of two groups. The study involved a multibaseline design, beginning with a baseline phase, followed by two separate intervention
phases comprised of eight sessions of bibliotherapy. Data gathered from almost daily
observations along with pre- and post-intervention ratings of aggressive behaviors indicated
that four of the six students demonstrated notable decreases in observed aggressive behaviors
as well as decreases in teachers’ ratings of aggression and/or social problems. Social validity
for bibliotherapy as a viable and enjoyable intervention for aggressive behaviors was
supported through interviews of students, teachers, and therapists. This study supports the
potential for bibliotherapy to be a viable intervention to implement in the public school setting
to decrease the observed aggressive behaviors of elementary school students.
The purpose of the present study was to explore the effectiveness of bibliotherapy as
an intervention on improving aggressive behavior of fifth graders children with emotional
and behavioral disorders. The primary research question was, what effect will bibliotherapy as
an intervention have on improving aggressive behavior of fifth graders children with
emotional and behavioral disorders?
Method
Participants
Participants were ten children aged eleven ,attended two primary schools in Nasr City;
namely Al Sayedia Primary School, and Al Farouk Primary School. Parental informed
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consent forms were sent home by the specialist to parents of potential participants telling
them about the study and requesting them to give permission for their children to participate.
Through a previous comprehensive psychological evaluation each targeted child had received
a primary diagnosis of emotional and behavioral disorders.
Instruments
Conner’s Behavior Rating scale-Teachers’ Forms. It evaluates the three areas of classroom
behavior, participation in group, and attitudes toward authority. In addition it measures the
following subscales of hyperactivity, conduct problems, nonchalance, excitement, anxiety,
antisocial disorders, dreaming, and attention problems. Cronbach's alpha coefficient for the
whole questionnaire is 0.84 and for subscales varies from 0.79 to 0.87.
The Aggression Questionnaire by Buss and Perry (1992) contains 29 items that are measured
on a Likert Scale ranging from one being non-characteristic to five being very characteristic.
The questionnaire is comprised of four distinct subscales: Physical Aggression, Verbal
Aggression, Anger, and Hostility. Buss and Perry’s Aggression Questionnaire offers modest
but adequate evidence for construct validity. In this study the terms “low level” and “high
level” of self-reported aggression were based on each participants’ score on the Aggression
Questionnaire. The survey looks at how aggressive the respondent is as a child.
Settings
The study took place within two primary schools in Nasr City; namely Al Sayedia
Primary School, and Al Farouk Primary School. The bibliotherapy intervention was
conducted in multipurpose room made available for the bibliotherapy groups.
Procedure

Prior to beginning the study, Conner’s Behavior Rating scale-Teachers’ Forms was
applied to identify levels of emotional and behavioral disorders in the target children. Also
The Aggression Questionnaire by Buss and Perry was applied to identify levels of aggressive
behavior in the target children. Once this was done, the bibliotherapy intervention was
introduced to the students, informing them that they would take part in reading and
discussing picture books, along with taking part in some additional activities, 2 times a week
for 8 weeks, for a total of 16 sessions.
The researcher did read each part of the story aloud at each session and students
followed it from their own copies. Then, the students were asked to summarize the story.
Next, structured post reading discussion in which students asked some questions regarding the
topic was conducted. The post reading discussion questions were as follows: Who were the
characters of the story? Who was the main character faced with the problem? What feelings
and thoughts did the character have about his/her problem? How did he/she overcome the
problem? Have you ever faced with the similar problem? What did you feel? What did you
think? How did you deal with the problem? If not, what would you do if you face with? What
other solutions would you use? Post reading discussion enabled children to identify
challenges in feelings, relationships, and behaviors of the character/s.
Each session was led and carried by the researcher with the group members, lasted 30
minutes, and followed the same structure, which consisted of: 1) reviewing the group rules, 2)
introducing the book and the concepts covered, 3) reading the book, 4) post-reading activities,
and then, 5) self-ratings of how well each student followed the group rules and participated in
the group.
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Results
The first objective of the study was to determine if use of bibliotherapy as an
intervention would be more effective in improving aggressive behavior for the treatment
group compared to the control group. For this purpose, the post intervention scores of both
treatment and control groups were analyzed. Table 1. shows Z Value result for the differences
in post- test mean rank scores between experimental and control groups in aggressive
behavior. The table shows that (Z) value was(-2.271). This value is significant at the level
(0.01) in the favor of experimental group .
Table 1. Z Values results for the differences in post-test mean rank scores between
experimental and control groups in aggressive behavior
Variables

Groups

N

Aggressive
behavior

Cont.
Exp.

5
5

Mean
Ranks
8
3

Sum
Ranks
40
15

Mannwhiteny
Zero

Z Value

Sig

-2.271

0.01

The second objective of the study was to determine the effect of bibliotherapy as an
intervention in improving aggressive behavior of fifth graders children with emotional and
behavioral disorders.
Children’s aggressive behavior was measured pre and post intervention. Table 2
shows Z Value result for the differences in pre and posttest mean rank scores for the
experimental group in The Aggression Questionnaire by Buss and Perry (1992). The table
shows that (Z) value was(-2.121). This value is significant at the level (0.01). This indicates
that use of bibliotherapy as an intervention had a positive effect on aggressive behavior of
fifth graders children with emotional and behavioral disorders.
Table 2. Z Values results for the comparison of mean rank scores of experimental group at
pre- and post-intervention in aggressive behavior
Variables

Vocabulary
knowledge

Negative
Ranks
Mean
3

Sum
15

Positive
Ranks
Mean
Zero

Sum
Zero

Z Value

Sig.

-2. 121

0.01

Discussion
The purpose of the present study was to explore the effectiveness of bibliotherapy as
an intervention on improving aggressive behavior of fifth graders children with emotional and
behavioral disorders. The primary research question was, what effect will bibliotherapy as an
intervention have on improving aggressive behavior of fifth graders children with emotional
and behavioral disorders?
As shown in Table 1 , (Z) value was(-2.271).This value is significant at the level
(0.01) in the favor of experimental group . Also Table 2 showed that (Z) value was
(2.121). This value is significant at the level (0.01). This indicates that use of bibliotherapy as
an intervention had a positive effect on aggressive behavior of fifth graders children with
emotional and behavioral disorders.
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The findings from this study confirmed what Ajayi (1997), Clarke, Lynch, & Debar
(2006) ascertained as the use of books in the treatment of mentally sick people was dated
back to 300 BC when Aristotle delineated the influence that book had on the psyche,
especially the purifying or purgative effect on tragedy.
Depending on the findings from this study, I recommend Bibliotherapy, the process of
reading books with therapeutic intent, must be seen as an effective means to implement
character education within the curriculum.
Limitations of the Study
The first limitation of this study is that the sample was small. The study was also
limited in that it lacked a maintenance or generalization phase, which would add robustness
to the findings. Future research needs to be conducted on large sample, and the need for
maintenance and generalization phases.
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Abstract
Reading is a major problem for most students with learning disabilities in the United Arab
Emirates. The purpose of this study was to examine the impact of repeated reading
intervention strategy on improving oral reading fluency and reading comprehension of 47
United Arab Emirates students with learning disabilities. All participants were assigned to a
reading strategy condition. Participants completed pretest and posttest on reading skills.
Data was analyzed using t-test measures. A statistical significant difference was found in the
pretest scores and posttest scores. In other words, the results of this study indicated that
repeated reading strategy is an excellent instructional intervention to teach reading to
children with learning disabilities.
Keywords: learning disabilities, intervention strategy, repeated reading, elementary
education, UAE

Introduction
Reading is a crucial skill that allows children to achieve at high levels and become
reflective and lifelong learners. Although a fluent reader is a prerequisite for success in any
academic area and for success in life (Benner, 2007), reading skill is a significant concern of
students with learning disabilities (Mastropieri & Scruggs & Graetz, 2003). In fact, 90% of
students with learning disabilities demonstrate significant difficulties learning to read
(Vaughn, Levy, Coleman, & Bos, 2002). Students with learning disabilities not only struggle
with basic reading skills at a young age, but they exhibit some problems in analyzing,
interpreting, or comprehending the text. The relationship between the difficulty in
comprehension and reading fluency is also well documented in research. Indeed, previous
research has documented that there is a positive correlation between oral reading fluency and
reading comprehension (e.g., Fuchs, Fuchs, Hosp, & Jenkins, 2001). The National Reading
Panel defined fluency as “the ability to read quickly, accurately, and with proper expression”
(NICHD, 2000, p 1-3; cited in Pikulski and Chard, 2005). Reading fluency is critical for
success in reading.comprehension. Indeed, fluency has been viewed as a bridge that readers
must cross to get from word recognition to comprehension (Carnine, Silbert, Kameenui, &
Tarver, 2004; Welsch, 2007). Reading comprehension has been defined as “a process of
constructing and extracting meaning from written texts, based on a complex coordination of a
number of interrelated sources of information” (Mastropieri & Scruggs, 1997, p.67).
Research indicates that among children identified with learning disabilities (LD), an
estimated 80-90% is referred for special education services because of their reading problems
(Kavale & Forness, 2000; Shapiro, Church & Lewis, 2002). For these reasons, improving
students with disabilities in reading has become a major focus of research (National Reading
Panel, 2000). Notably, failure to decipher the written code and to read properly is the major
reason for retention and placement in special education programs ((Meese, 2001; Snow,
Burns, & Griffin, 1998). The major difference between proficient and poor reader is that
proficient readers typically use one or more metacognitive strategies as they read. For
instance, they may use self-questioning techniques to monitor their understanding of the
material or to reread the section many times to locate important information (Alsheikh, 2011;
Alsheikh & Mokhtari, 2011; Swanson & De La Paz, 1998).
Over the past years, a bundle of research on reading has long-established that when
students with learning disabilities are taught how to utilize metacognitive strategies, their
comprehension levels increase (Mastropieri & Scruggs, 1997). Additionally, Swanson's
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(1999) findings from an extensive meta-analysis study showed that effect sizes for measures
of reading comprehension instruction strategies were higher when cognitive and direct
instruction were implemented. In improving student reading skills, several reading strategies
were used including repeated reading, guidance and feedback, reading time, and
reinforcement (e.g., Benner, 2007; Huang, Nelson, & Nelson, 2008).
When using repeated reading, learners practice reading one passage, at an appropriate
instructional level, until some predetermined level of fluency is attained. Repeated reading is
an intervention strategy originally developed by Dahl and Samuels (1974). According to
Roundy and Roundy (2009), repeated reading method consists of a non-fluent student orally
reading a passage several times. With this method, students are instructed not to read the next
passage until the target level of fluency is achieved. The reading passages provided to
students are chosen so that they are at the students’ reading level and are, approximately, 100
to 200 words in length. Repeated reading intervention strategy has been found to be effective
in increasing students with disabilities’ reading speed and oral reading fluency (e.g., AlberMorgan, Ramp & Anderson, 2007; Antoniou & Souvignier, 2007; Benner, 2007; Schimer &
Schaffer & Therrien & Schimer, 2009; Tam, Heward, & Heng, 2006; Vandenberg, Boon,
Fore & Bender, 2008; Welsch, 2007). Research into repeated reading has established the
efficacy of this approach in increasing students’ reading comprehension skills. For example,
Huang et al., (2008) found that the student-direct repeated reading strategy and feedback
improved significantly second graders students with reading difficulties’ sight word
vocabulary, fluency and comprehension. Also, Landa and Barbetta (2009) examined the
impact of repeated readings of English language learners (ELL) with specific learning
disabilities’ reading fluency, accuracy and reading comprehension. Results of this study
indicate gains in fluency, accuracy and reading comprehension to literal comprehension
questions.
In addition to that, many studies on reading have been conducted with intent to
improve the reading fluency of struggling learners revealed that repeated reading intervention
strategy improves the student’s motivation, self-confidence, and self-esteem. For instance, in
Turkey, Yildirim, Ritz, Akyol, and Rasinski (2015) conducted a study with an elementary
school struggling learner to improve his fluent reading skills by utilizing repeated reading
intervention strategy. Results of this study indicated repeated reading intervention strategy
improves the student’s reading, comprehension, automaticity, accuracy skills, motivation, and
self-confidence. Also, repeated reading intervention technique was also found to be effective
with diverse learners. For instance, in a study that examined the effect of repeated reading on
middle school students’ fluency, reading speed, reading oriented self-esteem, and confidence.
Roundy and Roundy (2009) found that, on average, the use of repeated reading strategies
increased student’s fluency, words per minutes (wpm) reading score, reading oriented selfesteem, and confidence.
Moreover, in a study that examined the effectiveness of the repeated readings
instruction on both oral reading fluency and reading comprehension of practiced and
unpracticed passages, Vandenberg, Boon, Fore, and Bender (2008) found that the use of the
repeated reading strategy increased all participants’ oral reading fluency rates and the number
of comprehension questions accuracy of practiced and unpracticed passages. Another metaanalysis study conducted by Therrien (2004) revealed that repeated reading can be used
effectively with students with and without disabilities. According to Therrien, Wickstrom, and
Jones (2006), students receiving combined repeated reading and question generation
interventions made significant gains in oral reading fluency on independent passages.
Recently, Landa and Barbetta (2017) have investigated the effects of repeated readings on
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reading fluency, errors, and comprehension of 4, third-to-fifth grade English language
learners (ELLs) with specific learning disabilities (SLD). Results of this study revealed that
repeated reading significantly affects the participants reading fluency, errors, and
comprehension.
Literacy has been and remains a cornerstone for the educational, social, economic and
personal fulfillment of United Arab Emirates (UAE) citizens and residents. Indeed, literate
citizens in the UAE must be able to respond thoughtfully and articulately in oral and written
forms in order to participate fully in economic, political, social, and educational dialogues.
Currently, the UAE government declares 2016 “as year of reading”
(http://gulfnews.com/news/uae/government/uae-declares-2016-as-year-of-reading1.1631695).
Research on early intervention reading programs have been recommended by several
researchers (e.g., Hurry & Sylva, 2007) in decreasing the number of students exhibiting
reading difficulties in later elementary grades. If intervention is delayed, approximately 75%
of children experiencing reading problems will continue to have such problems for the rest of
their lives (Francis, Shaywitz, Stuebing, Shaywitz, & Fletcher, 1996). Therefore, it is critical
that literacy problems be addressed in the early school years.
Despite the reading deficits experienced by UAE students with learning disabilities
and the fact that research into repeated readings methods has consistently confirmed the
efficacy of this approach with students with learning disabilities (e.g., Alber-Morgan, Ramp,
& Anderson, 2007; Tam, Heward, & Heng, 2006; Vandenberg, Boon, Fore, & Bender, 2008;
Welsch, 2007). No research to date has investigated approaches designed to improve the
reading fluency and reading comprehension of UAE students with learning disabilities or
determined whether repeated reading intervention has a parallel effect on the reading fluency
and reading comprehension of UAE students with learning disabilities. Only one study has
been found in the UAE that examined the effect of repeated reading strategy on the oral
reading fluency of a fourth grader student with reading difficulties (Aljaffal, 2014). However,
this study used single subject design which makes its generalization difficult to other students.
In the area of reading, few studies were found that focused on the use of reading strategies
among UAE students with disabilities (e.g., Al-Hilawani, 2003; Elhoweris & Alsheikh &
Haq, 2011). Therefore, the purpose of this study was to examine the impact of repeated
reading intervention strategy on improving oral reading fluency and reading comprehension
of 47 United Arab Emirates students with learning disabilities.
The use of repeated reading intervention strategy is expected to improve not only
reading fluency but reading comprehension as well, because by the end of the reading
sessions the students reach the criterion of reading the passage fluently and in turn they may
internalize what they are reading. The research questions of this study are as follows:
1)

Does the use of repeated reading intervention strategy improve Emirati students with
learning disabilities’ oral reading fluency?

2)

Does the use of repeated reading intervention strategy improve Emirati students with
learning disabilities’ reading comprehension?

According to the United Arab Emirates Ministry of Education‘s Guide (2010), “a
specific learning disability means a disorder in one or more of the basic psychological
processes involved in understanding or in using spoken or written language that may manifest
itself in the imperfect ability to listen, think, speak, read, write, spell, or perform mathematical
calculations and/or mathematical reasoning” (p. 19).
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In the UAE, when a student experiences learning or behavior difficulties, the student
may be referred by a parent, school personnel or community organization for a
comprehensive evaluation to determine his eligibility for special education programs and
services (the Ministry of Education’s Guide: General Rules for the Provision of Special
Education Programs and Services, 2010). The following 6 steps should be followed to
determine the student’s eligibility for special education programs and services including prereferral, referral, IEP preparation, IEP implementation, monitor review or revise IEP, and
examination and certificates of grade completion. Typically, students with reading disabilities
are diagnosed in the UAE schools when they perform below grade level in reading tests and
score average or above average in the IQ test. Students are diagnosed by a team of
professionals including general education teachers, special education teachers, school
psychologist and social workers.
Method
Participants
The participants in this study are third to fifth graders (n=47) with learning
disabilities; in term of gender there were male students (n=23) and female student (n=24). All
the participants were identified by their schools as having learning disabilities in reading,
difficulties with oral reading fluency and reading comprehension. With regard to the grade
level, twenty one students were third graders (45 %), twenty students were in fourth graders
(42 %), and six students were fifth graders (13%). The ranges of students’ age were 8 to 11
years.
The study took place in the UAE elementary public schools. Since all the UAE public
schools are segregated by gender, a stratified random sampling technique was used to ensure
the representation of both gender in the sample. The participating schools include one males’
school and one females’ school. The two schools were located in the Emirate of Abu Dhabi.
The schools were chosen based on the following criteria: schools should a) have
special education classrooms; b) include students with learning disabilities from third to fifth
grade; c) include special education teachers; and d) be willing to participate in this research
project. The criterion for participation was for the students to be diagnosed with reading
disability by their school and to perform below their grade level in the school reading
achievement test which include reading fluency and comprehension skills. This ensured that
participants have difficulty in reading fluency and comprehension. All participants were
diagnosed with reading disabilities and were receiving reading instruction in a special
education resource room. Repeated reading intervention strategy was provided by special
education teachers who were hired and trained in successive sessions by the researcher. The
repeated reading intervention programs were conducted in the schools special education
resource rooms. To conduct this study consent form was signed by the participating school
principals, parents, and the two special education teachers.
Materials
Classroom teachers were asked to select reading passages at the students’ instructional
level. Only narrative passages to which the students did not have previous exposure were
used. Previous researchers found that the amount of shared words among stories increased
students with learning disabilities’ reading speed (Rashotte & Torgesen, 1985). Therefore, in
this study teachers were asked to select passages that have shared words among it. A total of
20 passages (10 passages for each instructional level) were used in the intervention sessions.
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Passage length was between 100-200 words. The passage topics were different include
typical themes of children's literature. Ten questions accompanied each passage were used to
assess the participants’ reading comprehension including literal and inferential questions.
Design and Procedures
A pre-post experimental design was used to examine the impact of the repeated
reading intervention strategy on elementary Emirati students (n=47) with reading disabilities.
During the reading pretest, oral reading fluency rate and reading comprehension were
established for all participants. More specifically, participants’ reading fluency was
established based on oral reading fluency pretest and for reading comprehension by means of
a multiple-choice reading comprehension pretest that include literal and inferential questions
for each narrative passage by the researcher in collaboration with the teachers. The pre and
posttests are identical.
The study was conducted following several steps as follows: a) material for the
intervention (20 narrative passages) was selected by school teachers based on the participants’
instructional reading level. For all participants the instructional reading level was typical
reading materials for their respective grade levels (3rd , 4th and 5th); b) teachers were trained
by the researcher to conduct the repeated reading intervention strategy including working with
the student individually, monitoring student’s progress, and conducting observations, c) ten
multiple choice comprehension test including literal and inferential questions were prepared
for each narrative passage by the researcher in collaboration with the teachers and they were
revised by the UAE Ministry of Education supervisors to ensure the content validity; d)
participants’ reading fluency was determined by the oral reading fluency pretest and for the
comprehension levels a multiple-choice comprehension pretest was administered; and e)
interventions were implemented by the class special education teachers until all the narrative
passages were read.
During the intervention section the teachers provided the participants scaffold
assistance. More specifically, if the participant made a mistake, the teachers immediately read
the word aloud correctly and ask the participant to repeat the word aloud. Finally, students
were post-tested using the oral reading fluency and reading comprehension tests. The pre and
posttests of oral reading fluency and reading comprehension tests were prepared by the school
teachers and reviewed by the UAE Ministry of Education supervisors to ensure the content
validity. More specifically, the pre and posttests of oral reading fluency and reading
comprehension tests were sent to two UAE Ministry of Education supervisors who are expert
in Arabic language teaching to assess the content of the tests and see whether it measures
what it supposed to measure. The two experts agreed that the tests are valid. The inter-rater
reliability (90%) was excellent in this study.
To ensure the treatment fidelity, the researcher has trained the two participating
teachers to implement the intervention based on the prepared lesson plan. Additionally, the
researcher observed the two participating teachers in two practice sessions. The two
participating teachers participated in approximately 4 hours of training. At the end of the
training sessions, the two participating teachers were observed implementing the reading
intervention program by the researcher and the research assistants. Additionally, teachers
were observed while implementing the intervention program during the study. A checklist
was used to see whether the teachers followed the lesson plan accurately. The two teachers
met the fidelity criterion prior to implementing the repeated reading intervention program and
during the implementation of the intervention program.
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The repeated reading intervention strategy was used with each participant individually
two to four times weekly over a period of six weeks. The passages for the pre-posttests and
for the intervention sessions were selected to match the instructional reading level of each
student as determined by their teachers. The participants read each passage until they achieve
the reading fluency criterion level or read the passage four times. The participants received
guidance and feedback while reading. After each reading, the teacher reported the number of
words read correctly and incorrectly per minute and completed the observation notes.
When the students reach the reading fluency level, they will be able to move on to the
next narrative passage. After each session, oral reading fluency and reading comprehension
tests were administered. Then the teacher completed a report for each individual student to
show their progress. The time for each reading session was about 15-20 minutes. After the
six-week period, students were given final reading fluency and reading comprehension tests
to determine fluency and comprehension and the progress that the students have made during
the period of the six-week. The number of words read correctly per minute orally in reading
passages served as the measure of fluency. A word read correctly is defined as a word that is
verbally pronounced accurately, quickly, and with proper expression given the reading
context. The word read incorrectly is defined as a word that is verbally pronounced
inaccurately, slowly, and without proper expression given the reading context. At the end of
the study, unstructured interviews were conducted with the teachers and students to know
their point of views about the use of repeated reading intervention strategy.
Analysis and Results
To find out the effect of the repeated reading intervention strategy on the independent
variables pre-post data was analyzed using a dependent t-test. Pre- and post-test measures
included word reading correct per session, word reading errors per session, reading time of
each passage per session, and number of comprehension questions answered correctly.
In the following paragraphs, analysis of the two research questions will be discussed
separately.
1)

Does the use of repeated reading intervention strategy improve Emirati students with
learning disabilities’ oral reading fluency?

The results of the paired-sample t-tests for the pre-test scores and the final post test scores
after the six week period of the intervention on oral reading fluency are presented in Table 1.
Table 1. Pre-Post test Scores of the Intervention on Oral Reading Fluency (n=47)
Pre Test
Mean
20.12

SD
6.93

Post-Test
Mean
36.78

T- Test

Sig. Level

16.69

.00

SD
8.80

A paired-samples t-test was conducted to compare the students’ scores in oral fluency
before and after the intervention. As Table 1 shows, there was a statistical significant
difference in the oral fluency pretest scores (M=20.12, SD=6.93) and posttest scores
(M=36.78, SD=8.80) conditions; t(47)= 16.69, p = .000.
2. Does the use of repeated reading intervention strategy improve Emirati students with
learning disabilities’ reading comprehension?
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The results of the paired-sample t-tests for the pre-test scores and the final post test
scores after the six week period of the intervention on reading comprehension are presented in
Table 2.
Table 2. Pre-Post test Scores of the Intervention Reading Comprehension (n=47)
Pre Test
Mean
23.63

SD
8.29

Post-Test
Mean
39.38

T- Test

Sig. Level

20.28

.00

SD
8.98

A paired-samples t-test was conducted to compare the students’ scores in reading
comprehension before and after the intervention. There was a statistical significant difference
in the pretest scores (M= 23.63, SD=8.29) and posttest scores (M=39.38, SD=8.98)
conditions; t(47)= 20.28, p = .000.
Additionally, observations were completed during the six-week period by the two
teachers. Teachers collected data by observing and listening to the students in the classroom
while reading. Teachers’ notes showed that the majority of students were more motivated at
the final reading sessions of each passage. Also, teachers reported that the students showed
more confidence and interest in the passage when they reach the criterion level. This was
evident by the students’ comments when two students asked the teacher whether they can read
the passage “again and again”. In addition to that, results of the unstructured interviews with
teachers regarding the use of the repeated reading intervention strategy revealed that teachers
like the strategy and they believe that it is an excellent approach to teach reading to students
with learning disabilities. Also, teachers indicated that they like the strategy because it is clear
and easy to be implemented.
In conclusion, the results suggest that repeated reading intervention strategy really
does have an effect on Emirati third to fifth graders with learning disabilities and who
experience reading difficulties in reading fluency and comprehension. Specifically, the
findings of this study suggested that repeated reading strategy is an effective approach to
improve UAE elementary students with learning disabilities’ reading and comprehension
skills.
Discussion
The primary purpose of this study was to broaden the experimental assessment
research in oral reading fluency and reading comprehension of Emirati third to fifth graders
with learning disabilities. The results of this study suggested that repeated reading
intervention strategy does have a significant effect on Emirati third to fifth graders with
learning disabilities and who experience reading difficulties in reading fluency and
comprehension. Indeed, the use of repeated reading intervention strategy over time helped in
ameliorating reading fluency and reading comprehension of Emirati third to fifth graders with
learning disabilities. Findings of this study corroborated the results of previous studies (e.g.,
Alber-Morgan, Ramp & Anderson, 2007; Tam & Heward, & Heng, 2006; Vandenberg &
Boon & Fore & Bender, 2008; Welsch, 2007) which indicated that repeated reading
intervention strategy is an excellent approach to teach reading fluency for students with
learning disabilities. For instance, Benner (2007) indicated that oral reading fluency skill of
students with learning disabilities (LD) and emotional disturbance (ED) was improved
through multiple readings of the text selection. Additionally, the repeated reading session of
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each specific passage improves the UAE students with learning disabilities’ reading fluency
not only in that specific passage, but it carries over to other different passages. This finding is
confirmed by the theory of automatic information processing in reading (Laberge & Samuels,
1974) and Thieren’s study in 2004.
In this study, the participants received guidance and feedback while reading. Actually,
the use of repeated reading intervention strategy with feedback has been found to be one of
the excellent approaches to improve reading fluency in students with reading difficulties (e.g.,
Huang et al., 2008). Also, teachers were asked to select passages that have shared words
among it. This finding is consistent with Rashotte and Torgesen’s (1985) study who found
that the amount of shared words among stories improved students with learning disabilities’
reading speed.
The teachers’ observation notes in this study showed that the majority of students
were more motivated at the final reading sessions of each passage and the students showed
more confidence and interest in the passage when they reach the criterion which was evident
by the students’ comments when two students asked the teacher whether they can read the
passage again and again. So, it seems like the repetition of passages give students with
learning disabilities an opportunity to practice reading more and to feel more confident while
reading and it motivates them to read more. This finding confirms the results of previous
studies that indicated that the use of repeated reading strategies increased student’s confidence
level (see Roundy & Roundy, 2009) and motivation to reading (e.g., Huang et al., 2008).
Additionally, the use of repeated reading intervention strategy in this study
significantly improves UAE elementary students with learning disabilities’ reading
comprehension ability. In fact, for comprehension, no direct or explicit intervention was
used. Because the assumption of this study was based on the fact that the improvement in oral
reading fluency will lead to improvement in reading comprehension and that there is a mutual
relationship between oral reading fluency and reading comprehension. The result of this study
has proven that fluency and reading comprehension have a reciprocal positive relationship.
This finding corroborates the findings of Vandenberg, Boon, Fore, & Bender (2008). So, in
conclusion the results of this study indicated that Emirati third through fifth graders with
learning disabilities can benefit from an intensive reading intervention programs.
The findings in this study have some implications for teaching and research. From an
instructional perspective, this study revealed the repeated reading intervention strategy is an
effective reading approach to teach reading to children with learning disabilities. Teachers,
therefore, may need to be aware of the positive effect of repeated reading intervention as a
viable means for improving reading fluency and comprehension skills among young Emirati
learners with learning disabilities. For research, researchers must consider the use of repeated
reading intervention strategy with the other types of mild disabilities. The use of the repeated
reading intervention strategy was not the sole variable in this study that impact the
participants ‘oral reading fluency and reading comprehension. Other factors played an
important role in the findings of this study including the use of the passages with shared
words and the use of guidance and feedback while reading. There is a need for further study
to see whether the use of passages with varying difficulty levels could lead to same results.
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Abstract
Determining the creative thinking levels of fourth grade students at primary school are aimed
at this research. The qualitative study was carried out with descriptive method. Twenty
students, who were selected in accordance with the sampling method among the students
receiving education in a primary school of Rize province, Güneysuyu district in 2014-2015
school year, constituted the study group of the research. Data was gathered with the
"Scientific Creativity Test". In the analysis of the test, fluency, flexibility, authenticity and
total scores of the students' answers were evaluated. In this regard, students' answers are
scored as connected to each other. In the consequence of the research, it was determined that
the students receiving high scores in sub-dimensions and in the whole test are the students,
who have high academic achievements most of the time, have their own study rooms and get
attention from their families regarding their education. It was determined that the students
with low academic achievement generally got low scores from the test. Besides, it was seen
that the same students got the highest and lowest scores in all dimensions. As a result of the
research, it was recommended that the scientific creativity test can be benefited in
educational environments; different studies can be carried out by using this test, and it may
contribute to the researches in this field
Keywords: Creative thinking, descriptive research, primary school students
Introduction
Creativity is thinking different in the solution of an encountered situation or a
problem, finding out unknown, being authentic, being able to produce different solutions, and
creating original products as a result of this (Aktamış and Ergin, 2007; Işık, 2010; Torrance,
1968; Yenilmez and Çalışkan, 2011). Creativity occurs when the ways used in the solution of
problems or reached results are new and original (Işık, 2012). In other words, creativity can
be expressed as the ability of an individual to see the situations from a new and unusual
perspective. For an individual to show a creative feature, s/he should be curios, patient,
talented for making an invention, having a high imagination and interested in experiment and
research (Tekin, 2008). Moreover, being creative requires to go beyond existing patterns and
thinking different (Yang, Lin, Hong and Lin, 2016; Yenilmez and Çalışkan, 2011). In this
respect, being able to produce different solutions to the same problem and trouble reveals out
the creativity of people (Aktamış and Ergin, 2007).
Creativity, which requires being able to produce different thoughts and solutions, is
consisted of preparation, incubation, enlightenment and verification processes. Preparation is
the stage where the problem is started to be defined. In the incubation stage, the problem is
handled both in the conscious and subconscious. Enlightenment is the stage where the thought
develops suddenly with intuitonal processes. In the verification process, the person tries to
verify the solution s/he found by comparing his/her accumulation of knowledge and the
criteria of the problem (Kontaş, 2015). Creativity contains some sub-dimensions. According
to Torrance (1990), fluency, flexibility and originality are the dimensions constituting the
central elements of creativity. Fluency is the number of original ideas that a person produces
with respect to a thought or situation. Flexibility is the skill of an individual to perform each
different application concerning the situation. Originality (authenticity) is that the individual
produces rarely seen and different answers within the group (Hu and Adey, 2002).
Children have creative skill, which is gained from birth and can be developed later on,
in different levels. What important is contributing to the development of this skill, which is
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existent in children. In this respect, environments where children can express and discuss their
individual thoughts freely should be created in order to improve and ease these abilities of
children (Aktamış and Ergin,2006; Birişçi and Karal, 2011). Likewise, free and open-minded
environments where the students can look for different answers to question and problems
should be provided to students in schools (Çağlar, 2010). Thereby, the problems of children
about themselves and their immediate surroundings can be solved, and they can be raised as
individuals looking at and evaluating the events from a different perspective (Karataş and
Özcan, 2010). Moreover, with the development of creative skill, it can bring in some features
to individuals such as easy adaptation to new situations, being more careful, and being
sensitive to environment and other people (Erdoğdu, 2006). Even though they are used to
define same situations in daily life, creativity and creative thinking are different concepts.
Creative thinking includes more of mental activities, however creativity includes
performance-based activities (Demirel, 2005). In this regard, creative thinking should be
discussed separate from creativity. Aktamış and Ergin defined the creative thinking as 'seeing
the problems and gaps in knowledge, developing ideas and hypothesis, producing original
ideas, seeing the relation between ideas, obtaining new compositions by developing
components of thoughts, and ultimately a design and forecasting approach. Creative thinking
is changing an idea or situation, using it in different environments, looking at them
differently, or the person himself/herself producing new and different ideas and products, and
making new inventions even if they are small (Kıncal, Avcu and Kartal, 2016). In this respect,
creative thinking takes place in all mental activities and in all environment and processes in
today's world (Gök and Erdoğan, 2011; Kontaş, 2015). In this context, creative thinking is one
of the skills, which is mostly needed by all people and used in keeping up with the rapidly
changing world.
When looked at the literature, it is seen that there are many researches aiming to
determine the creative thinking levels of students. (Aktamış, 2007; Atay, 2009; Can Yaşar and
Aral, 2011; Ceylan, 2008; Craig and Baron Cohen, 1999; Demirtaş and Baltaoğlu, 2010; Gök
and Erdoğan, 2011; Gönen at al., 2011; Karataş and Özcan, 2010; Kıncal, Avcu and Kartal,
2016; Kurtuluş, 2012; Öncü, 2003; Sıdar, 2011; Suddendorf and Fletcher Flinn, 1999; Yang
at al., 2016). In this context, it can be said that determining the development of creative
thinking skill of students are paid more attention in recent years. Because understanding the
development of creative thinking skills of students is important with regard to setting light to
unseen areas in their brains. For this purpose, first of all what the creative thinking is, in
which areas it can be used and how it can be developed should be explained to students (Işık
and Saygılı, 2015). Subsequently, creative thinking skills of students should be determined by
using scientific research methods, and applications to develop these skills should be
implemented. Abstract: In this context, determining the creative thinking levels of fourth
grade students at primary school are aimed at this research.
Method
Research Model
Descriptive research method was used in this qualitative study. This method is
benefited in the research in order to define and explain the researched situation as thorough
and careful as possible, and to evaluate it in accordance with the standards (Büyüköztürk at
al., 2010; Çepni, 2010).
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Sample
Study group of the research was selected according to the purposive sample method.
This method is preferred in order to describe the researched individuals or situations and to
understand them deeply, instead of direct generalization of research findings to population
(Ekiz, 2015). The research was carried out with twenty students, who were receiving
education in a primary school of Rize province, Güneysuyu district in 2014-2015 school year.
Information about the students participating in the research are given in Table 1. The students
are coded as S1, S2, S3…, S20 in order to provide the confidentiality and to comply with the
ethical rules.

Level
of care
for the child

Existence of
study room

Income level of
family

2

Extended

Worker

Housewife

Low

Exists

Medium

S2
S3
S4

F
M
F

4
2
3

3
2
1

Nuclear
Extended
Nuclear

Housewife
Housewife
Housewife

Medium
Low
Medium

None
None
Exists

Very good
Medium
Very good

S5
S6
S7

M
M
F

2
5
2

2
5
1

Nuclear
Nuclear
Extended

Housewife
Housewife
Housewife

Medium
Fair
Low

Exists
Exists
Exists

Very good
Medium
Fair

S8

F

3

2

Nuclear

Housewife

Medium

Exists

Fair

S9

M

4

3

Nuclear

Artisan
None
Construction
worker
Civil Servant
Pensioner
Security
guard
Construction
worker
Artisan

Housewife

Fair

Exists

None

S10

F

2

2

Extended

Driver

Housewife

Fair

Exists

Very good

S11

M

2

1

Extended

Worker

Housewife

Medium

Exists

Fair

S12

F

3

2

Nuclear

Civil Servant

Housewife

Medium

Exists

Fair

S13

M

2

2

Nuclear

Civil Servant

Housewife

Fair

Exists

Fair

S14

M

3

1

Extended

Artisan

Housewife

Fair

Exists

Medium

S15

F

5

5

Nuclear

Cook

Housewife

Low

None

Very good

S16

M

4

3

Extended

Farmer

Housewife

Medium

None

Fair

S17

F

4

2

Extended

Worker

Housewife

Medium

Exists

Fair

S18

M

3

3

Nuclear

Pensioner

Housewife

Fair

Exists

Very good

S19

F

2

2

Extended

Housewife

Medium

None

Low

S20

F

3

1

Nuclear

Construction
worker
Driver

Housewife

Low

Exists

Fair

Profession
of
father

2

Family
type

Which
sibling

M

Sex

S1

Code

Number of
Siblings

Profession of
mother

Table 1. Information About the Students Participating in the Research

It is seen when looked at the Table 1 that number of (10) female and (10) male
students participating in the study are equal, and there is homogeneity in terms of gender
variable factor. The number of siblings of students varies between two and five, and most of
them are the youngest child of the family. It is understood from the table that 11 students live
in nuclear families and 9 students live in extended families. While the professions of the
students' fathers vary from civil servant to worker, pensioner, artisan, construction worker,
security guard, driver, cook and farmer, all of their mothers are housewives. It can be said that
the income state of families are at middle level. Most of the students (15) have study room.
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Moreover, it can be said by looking at the table that most of the families (14) pay sufficient
amount of attention to the education life of their children.
Data Collection and Analysis
Data of the research is collected with the "Scientific Creativity Test", which is
developed by Hu and Adey (2002), translated into Turkish by Aktamış (2007), organized and
put into its final form by Kurtuluş (2002). The test is consisted of open-ended seven
questions, and each of these questions are about the dimensions of creativity. The questions in
the test are related to the skills of unusual usages, problem finding, product development,
scientific imagination, problem solving, science experiment and product design (Aktamış,
2007). The answers that students gave to the scientific creativity test are scored as connected
to each other. First of all, one each fluency score was given to different answers that students
gave to each question. Later on, one each flexibility score was also given to each different
application among these answers. Finally, answers of all students for each question are
written in one paper. By comparing the answers of students, two or four each originality score
is given to the answer, which is less than 5%, and one or two each originality score is given to
the answer, which is less than 10%, according to the question. In brief, fluency, flexibility and
originality (authenticity) of answers are looked at in the analysis of the test. There is not any
definite maximum score that students will get in this test, the score depends on the creativity
of students (Kurtuluş, 2012).
Results
The scores that students got from the scientific creativity test and the comments about
them are included in this section. The received scores are examined in sub-dimensions as
fluency, flexibility, originality and the total score received from the test.
Results Related to Fluency
All other questions except the last question of the scientific creativity test are as
including the fluency. The scores that students got from fluency are given in the Table 2.
When looked at Table 2, the scores that students got from the scientific creativity test related
to fluency are seen to be varying between 6 and 32. While S2, S4, S8, S10, S15, S16, S17,
S18 and S20 got high scores related to fluency; S5, S9, S11 and S19 got low scores. All of the
nine students getting high scores in the dimension of fluency are academically successful. S20
got the highest fluency score with 32 points in the scientific creativity test. This student is one
of the most successful students of the class academically. As it is seen in the Table 1, his
father is a driver and their economic situation is low. S/he has his/her own study room in
his/her house, and his/her family is paying attention to his/her education in a good level.
Seven of the nine students getting high scores related to fluency are female and two of them
are male. In this context, it can be said that students getting high scores in the dimension of
fluency are generally female students. While six of these students have a study room of their
own, three of them don't. The economic situation of their families are seen to be at medium
level. Five of these families pay attention to the academic situation of their children very
well, and four of them pay attention to the academic situation of their children well. In this
context, it is seen that the attention levels of the families of the students getting high fluency
scores are high about their education.
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Code

Question
1

Question
2

Question
3

Question
4

Question
5

Question
6

Total

Table 2. Scores that students got from the scientific creativity test related to fluency

S1

0

2

1

3

2

2

10

S2

0

4

3

2

10

1

20

S3

0

2

2

2

8

1

15

S4

1

1

3

2

8

3

18

S5

0

1

1

2

4

1

9

S6

2

3

3

4

2

1

15

S7

1

3

2

3

3

1

13

S8

2

2

1

4

9

6

24

S9

0

0

1

1

4

1

7

S10

8

1

4

1

4

3

21

S11

0

0

1

2

3

0

6

S12

0

3

3

3

6

1

16

S13

1

1

4

2

6

1

15

S14

2

1

2

2

4

3

14

S15

2

2

2

5

9

3

23

S16

2

4

2

4

4

1

17

S17

0

5

4

5

8

5

27

S18

1

4

2

3

8

5

23

S19

0

0

1

1

4

1

7

S20

6

6

5

6

8

1

32

S11 got the lowest fluency score with 6 points in the scientific creativity test. The
academic achievement of this student is at low level. The attention level of the family with the
child is at good level. Moreover, this student has a study room. In this context, it can be said
that family attention and having good facilities are not enough to increase the academic
achievement and fluency. Another student getting low score in fluency dimension is S9. S/he
is also a student, whose academic achievement, attention for courses and sense of
responsibility is low. This student has a study room and his/her financial situation is good.
However, the family of this student doesn't pay enough attention to the child academically. It
can be mentioned that this situation is effective for the academic achievement and the fluency
score of this student to be low. Another student having low fluency score is S19. This student
is at middle level academically. Financial situation and the attention of the family with the
child is at low level. The child doesn't have his/her own room. Another student having low
fluency score is S5. The score and personal features of this student show difference. Because,
the academic achievement of the student and the financial situation and attention level of the
family are at good level. Based upon this difference, it can be said that high academic
achievement may not be a criterion for the fluency dimension of creativity.
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Results Related to Flexibity
All other questions except the last question of scientific creativity test are as including
the flexibility. The scores that students got from flexibility are given in the Table 3.

Question
7

Total

0

2

1

3

2

3

11

S2

0

4

2

2

2

18

28

S3

0

2

1

2

2

12

19

S4

1

1

1

2

3

9

17

S5

0

1

1

1

2

9

14

S6

2

3

3

4

2

15

29

S7

1

2

2

3

2

6

16

S8

2

2

1

4

6

9

24

S9

0

0

1

1

2

9

13

S10

8

1

2

1

3

12

27

S11

0

0

1

2

0

9

12

S12

0

3

1

3

2

9

18

S13

1

1

3

2

2

15

24

S14

2

1

2

2

6

12

25

S15

2

2

2

5

6

12

29

S16

1

4

1

4

2

9

21

S17

0

5

2

5

6

6

24

S18

1

3

2

3

6

12

27

S19

0

0

1

1

2

12

16

S20

6

6

5

6

2

15

40

Question
1
Question
2
Question
3
Question
4

S1

Code

Question
6

Table 3. Scores That Students Got from the scientific creativity Test Related to Flexibility

When looked at Table 3, the scores that students got from the scientific creativity test
related to fluency are seen to be varying between 11 and 40. While S2, S6, S8, S10, S13, S14,
S15, S17, S18 and S20 got high scores related to flexibility; S1, S5, S9 and S11 got low
scores. Seven of the ten student getting high scores from the flexibility dimension are
academically strong and three of them are at middle level. S20 got the highest flexibility score
with 40 points in the scientific creativity test, as it was in the fluency dimension. Six of the ten
students getting high scores related to flexibility are female and four of them are male. In this
context, it can be said that there is not a strong difference between female and male students in
the flexibility dimension scores. While eight of these students have a study room of their own,
two of them don't. Four of these families pay attention to the academic situation of their
children very well; four of them well; and two of them at middle level. In this context, it is
seen that the students having high flexibility scores are the children of the families taking care
of their children academically. S1 got the lowest flexibility score with 11 points in the
scientific creativity test. This student is at middle level academically. It can be said that s/he is
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an attentive student to courses and has the sense of responsibility. Financial situation of the
family is at low level, and the attention of the family with the child is at middle level. Other
students, who got low scores about the flexibility dimension as in the fluency dimension, are
S5, S9 and S11. In this context, when both the scores of these students and the ones mentioned
above are taken into consideration, it is recognized that there is a similarity between the scores
of fluency and flexibility dimensions. Because, it is seen that most of the students, who got
both the highest and lowest scores in these two dimensions, are the same students.
Results Related to Originality
All questions of the scientific creativity test are as including the originality. The scores
that students got from originality are given in the Table 4.

Code

Ouestion 1

Question 2

Ouestion 3

Question 4

Question 5

Question 6

Question 7

Total

Table 4. Scores that students got from scientific creativity test related to originality

S1

0

4

0

2

0

2

2

10

S2

0

8

5

0

9

0

5

27

S3

0

4

2

2

0

0

4

12

S4

1

2

2

2

0

2

5

14

S5

0

2

0

0

0

0

3

5

S6

1

3

5

1

0

0

4

14

S7

0

3

0

6

0

4

3

16

S8

4

4

0

8

2

2

4

24

S9

0

0

0

1

2

0

3

6

S10

7

2

4

2

0

0

5

20

S11

0

0

0

0

0

0

3

3

S12

0

4

5

3

0

0

2

14

S13

0

2

4

2

0

0

5

13

S14

0

2

2

2

0

4

5

15

S15

3

3

1

3

2

0

4

16

S16

0

6

1

2

0

0

4

13

S17

0

10

2

7

0

4

4

27

S18

2

8

1

4

0

4

5

24

S19

0

0

2

2

0

0

3

7

S20

5

10

4

5

0

0

5

29

When looked at Table 4, the scores that students got from the scientific creativity test
related to originality are seen to be varying between 3 and 29. While S2, S7, S8, S10, S15,
S17, S18 and S20 got high scores related to fluency; S5, S9, S11 and S19 got low scores. Four
of the eight students getting high scores from the originality dimension are very strong
academically, three of them are at good level, and one of them are at middle level. S20 got the
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highest originality score with 29 points in the scientific creativity test, as it was in the other
two dimensions. Seven of the eight students getting high scores related to originality are
female and one of them is male. In this context, it can be said that female students are better
than male students in originality dimension. While six of these students have a study room of
their own, two of them do not. Four of these families pay attention to the academic situation of
their children very well, and four of them care about the academic situation of their children
well. In this context, it is seen that the students having high originality scores are the children
of the families taking care of their children academically.
S5, S9, S11 and S19 got the lowest originality scores in the scientific creativity test as
it was in the fluency dimension. At the same time, three of these students are those students,
who got the lowest scores in the flexibility dimension. In this context, it can be stated that the
scores of the three dimensions of the scientific creativity test show similarity. Moreover, it was
seen that students' originality scores were lower than their fluency and flexibility scores. In
this context, it can be stated that students have difficulty in thinking different.
Results Related to Total Scores from the Scientific Creativity Test
Total scores of the students they got from the scientific creativity test are calculated by
summing up the fluency, flexibility and originality scores. The information about the total
scores that students got from the test is given in Table 5. When looked at Table 5, total scores
that students got from the scientific creativity test are seen to be varying between 21 and 101.
While S2, S8, S10, S15, S17, S18 and S20 got high scores from the scientific creativity test
S1, S5, S9, S11 and S19 got low scores. Four of the seven students, who got high scores from
the scientific creativity test, are academically in a very good level and three of them are in a
good level. In this context, it can be said that there is a positive relationship between creative
thinking and academic achievement. S20 got the highest score with 101 points from the
scientific creativity test, as it was in all the dimensions. This student has been the student with
the highest score in all dimensions and the whole test. It can be stated that the behavior of this
student is consistent with the score s/he got from the test based on the observation of the
researcher teacher. This student is a different child, who composes his/her own songs about the
topics s/he learns in the class, constantly reads books, sings at home or on the road, and is able
to do many housework and home shopping despite his/her young age. It can be said that the
student having a versatile life is related to the fluency dimension; doing activities such as
housework is related to the flexibility dimension; and showing some behaviors that his/her
peers do not possess is related to the originality dimension. In summary, it can be said that this
student has a creative thinking skill.
Six of the seven students who got high scores from the scientific creativity test are
female and one of them is male. In this context, it can be said that female students are better
than male students in creative thinking skills. Three of these families pay attention to the
academic situation of their children very well, and four of them pay attention to the academic
situation of their children well. In this context, it is seen that the students having high scores
from the scientific creativity test are the children of the families taking care of their children
academically. S9 and S11, who got low scores in the whole scientific creativity test and all its
dimensions, are the students with low academic achievement. In this respect, it can be deduced
that creative thinking is related to academic achievement. S1 and S19, who got low scores in
the test, are the students showing academic achievement at medium level. The only student
with a high academic achievement but a low score from the scientific creativity test is S5.
Since this situation may have many reasons, this difference needs to be examined in depth
with a separate special study. When looked at the Table, it is seen that the students’ average
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scores are 16,6 in the fluency dimension, 22,7 in the flexibility dimension and 15,45 in the
originality dimension. This is a sign that these students gave easily applicable answers
(fluency and flexibility) to the questions, but had difficulty in producing different situations
after a certain point (originality).

Originality

Total

X

Flexibility

S1
S2
S3
S4
S5
S6
S7
S8
S9
S10
S11
S12
S13
S14
S15
S16
S17
S18
S19
S20

Fluency

Code

Table 5. Total scores that students got from the scientific creativity test

10
20
15
18
9
15
13
24
7
21
6
16
15
14
23
17
27
23
7
32
16,6

11
28
19
17
14
29
16
24
13
27
12
18
24
25
29
21
24
27
16
40
22,7

10
27
12
14
5
14
16
24
6
20
3
14
13
15
16
13
27
24
7
29
15,45

31
75
46
49
28
58
45
72
26
68
21
48
52
54
68
51
78
74
30
101
53,75

Discussion and Conclusion
In accordance with the findings obtained from the research, almost all of the students,
who got high scores from the scientific creativity test and its sub-dimensions, are academically
successful students. Likewise, the students who got low scores in the test are generally the
students with low academic achievement. It was also seen in the previous researches that there
was a significant positive correlation between academic achievement and creative thinking
(Erdoğdu, 2006; Gök and Erdoğan, 2011). In this context, it can be said that there is a positive
relationship between academic achievement and creative thinking skill.
As a result of the research, it was seen that most of the students, who got high scores
from the scientific creativity test and each of its dimensions, had a study room and their
families were caring. Kara (2007), specified that one of the important factors influencing the
development of creativity was the family's care towards the child. Can Yaşar and Aral (2011)
determined in the study they conducted that family situations of children meaningfully effect
their creative thinking skills. Similarly, Dağlıoğlu (2011) emphasized the importance of the
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family's role in the development of creativity in his study. In this context, it can be stated that
the existing conditions such as family have an effect on creative thinking.
It was seen that female students got higher scores than male students in the
dimensions of fluency and originality and in the whole test. For this reason, it can be pointed
out in this study that female students are better in terms of creative thinking skills. When
looked at the previous studies, it is seen that there are similar and opposite results. Gök and
Erdoğan (2011) specified in their studies that female students were more interested in the
events improving creative thinking than male students. Öncü (2003) determined in his study
that 13-year old male students were significantly better than female students in the flexibility
dimension of creativity. The student, who got the highest score in all dimensions and whole
test, has a multi-dimensional life. Similarly, it was seen in the research conducted by Kurtuluş
(2012) that the versatile practices presented to the students improved their creative thinking
skills. In this context, it can be said that there is a positive relationship between versatile life
and creative thinking.
In all dimensions, most of those with the highest and lowest scores are the same
students. In this context, a statement can be made about the similarity is encountered in the
sub-dimensions of creativity. It was seen that students easily answered the questions, but had
difficulty in producing different situations during the application process. In other words,
students were less successful in the originality dimension compared to the other dimensions.
The following suggestions can be made based on the results obtained from the research:
 It can be useful for the Ministry, school administrators, teachers and families to attach
importance to enhance the facilities and environmental conditions of children by
considering the relationship between the existing opportunities and creative thinking.
 Enriching the lives of children can be achieved by laying a burden on and giving
opportunities to them at home and school based on the versatile life of the student, who
got the highest score from the scientific creativity test and all its dimensions.
 It was observed that students had difficulty particularly in producing different situations
(originality) in the test. Therefore, teachers can use of those techniques more in lessons
such as story completion, project-based learning and six thinking hats etc., which may
increase creative thinking.
 Different questions in the scientific creativity test attracted the students’ attentions and
they gave positive feedback. For this reason, new studies can be made in different
environments with wider sampling and different variables by using this test. Evaluations
can be made by comparing the results to be obtained from these studies with the results
of these and the previous studies.
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Abstract
Activities carried out in the laboratory provide important contributions to students in terms of
developing their research, problem solving, questioning, using hand skills and
communication skills. However, providing safety during the studies in the laboratory
environment is extremely important. The aim of this study is to determine information level
and ideas of prospective chemistry teachers on laboratory safety. Descriptive method is used
in study. The sample of the research consists of 58 participants who are studying in Chemistry
Teaching department. Questionnaires and informal observations were used as data collection
tools. From point of view of the obtained data, scores of the students in different grades in
questionnaires were compared with ANOVA. A statistically significant difference was found
between the scores obtained from the questionnaire (F(3,57)=10,568; p<0,05). Independent
sample t test was applied to the data to determine whether the scores obtained from the
questionnaire differed in terms of gender variable. According to the gender variable, there
was no statistically significant difference between the scores obtained from the questionnaire
(t=0,231, p>0,05). The questionnaire results show that prospective chemistry teacher are
aware of the importance of safety issues, however, the results of informal observation showed
that candidates did not work in the fume cupboard when working with some volatile
substances, they poured all the chemical wastes into sinks and did not check the warning
signs on the tubes. For this reason, it is suggested to give information about the safety in the
laboratory lessons, sometimes to remind them and to spare time to give safety information in
the theoretical lessons.
Keywords : Laboratory safety, laboratory warning and safety sign, prospective chemistry
teachers
Introduction
Laboratory works are an indispensable part of chemistry and complementary. Because
activities carried out in the laboratory provide important contributions to students in terms of
developing their research, problem solving, questioning, using hand skills and communication
skills (Hofstein and Lunetta, 2004). As a result of these, the relationships between learned
concepts and concepts become more meaningful and permanent. The use of laboratory studies
in chemistry teaching, the sharing of information about the subjects or concepts related to
these studies, the acquisition of basic skills related to the scientific thinking as well as the
attitude of being more sensitive towards the environment (Yılmaz and Morgil, 1999) and the
acquisition of basic skills about associating what are learned to daily life are important.
The laboratory is the place where the student performs the experiment by using the
equipments himself and, in short, where the learning by living and doing is carried out
(Hamurcu, 1998). Therefore, there is a mobility in the laboratory when the experiment is
conducted. The person who will provide the laboratory order and who will guide students
about how they must work is the teacher of the lesson. Thus, an effective science teacher
should have, apart from other skills, the ability to plan experimental researches and to work
safely in the laboratory (YÖK / World Bank, 1997). Teachers are obliged to ensure the safety
of their students and their working environment against the dangers that may occur during the
lesson (Hamurcu, 1998). Therefore, safety is the most important issue to be taken into
consideration during laboratory experiments.
Conducted researches show that a very small part of accidents happened in the
laboratories are caused by technical errors, and a large part (85%) is caused by human errors
(Bayrak and Ağaoğlu, 1999, p. 295). And very interestingly, it has been determined that
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school laboratories included more dangers than industrial laboratories (Peplow & Marris,
2006; Langerman, 2009). Whereas, laboratory safety, especially in chemistry laboratories
involving the transport of chemicals and working with chemical materials, must be one of the
top priorities (Hill, 2007).
A science teacher is the master of his job, as long as he knows the hazards he may
encounter in the laboratory environment and takes the necessary precautions (Bayrak and
Ağaoğlu, 1999, p. 296). It is extremely important that prospective teachers know how to work
safely in laboratories, that they are conscious of the characteristics of the chemicals they use
in their experiments, and that they have the skills and information to provide a safe
environment for their own health as well as for their future students. In addition, individuals
should be aware of chemicals and hazard symbols not only for their own health and safety,
but also for the health and safety of the laboratory and the environment in laboratory works
that permit practical applications (Anılan, 2010). Some conducted studies have shown that the
lack of warning symbols on chemical containers, the fact that the symbols are faded on the
containers caused the accident in the laboratory (Mogopodi, Paphane and Petros, 2015) and
therefore how much the warning signs are so important (Abbas, Zakaria, Balkhyour and
Kashif, 2016).
The Aim of Study
The aim of this study is to determine information level and ideas of prospective
chemistry teachers on laboratory safety. In the light of this purpose, the following questions
are tried to be answered:
1. What are the ideas of prospective teachers on laboratory safety?
2. Is there a meaningful difference between information levels about laboratory safety of
prospective teachers in terms of grade level and gender variable?
Method
Descriptive method is used in study. In descriptive approach, it is aimed to describe
and examine an event and problem in detail. Evaluations are made in line with the determined
standards and possible relationships between variables are tried to be revealed (Çepni, 2009).
Participants
The sample of the research consists of, totally, 58 participants, 19 first, 12 second, 15
fourth and 12 fifth grade prospective teachers studying at Karadeniz Technical University
Fatih Faculty of Education, Chemistry Teaching Program.
Data collection
Questionnaires and informal observations were used as data collection tools. The
questionnaire applied to participants was prepared by Kırbaşlar, Özsoy, Güneş and Derelioğlu
(2010). The questionnaire covers subjects of laboratory safety, laboratory warning and safety
signs. In the first part of the questionnaire, there are 12 questions to determine prospective
teachers' thoughts on laboratory safety; In the second part, there are 12 questions to determine
laboratory safety information levels of them. The 12 questions in the second part are the gap
filling questions. The first 6 questions are for determining "laboratory safety information" and
the other questions are for determining "warning and safety signs information".
Prospective teachers have been observed at different times for a total of 16 lesson
periods (4x50 minutes) at each grade level in General Chemistry, Organic Chemistry,
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Physical Chemistry and Industrial Chemistry Laboratories. The conducted informal
observations were used to support the findings obtained from questionnaire.
Data analysis
The data obtained from the first part of the questionnaire were presented as frequency
and percentages, and some data were presented as a table. Each question in the second part of
the questionnaire is 5 points, the total score is between 0-30. Those whose scores are between
0-14.99 points were accepted unsuccessful, those whose scores are between 15-30 were
successful. The data were compared in ANOVA in order to determine whether the scores of
prospective teachers obtained from questionnaire differs in terms of grade level. Independent
sample t test was applied to the data to determine whether the scores obtained from the
questionnaire differed in terms of gender variable.
Results
In the first part of the survey used in the study, the evaluation which is carried out to
determine ideas of prospective chemistry teachers about "laboratory safety" was made by
considering the grade and gender variables.
Results from the First Part of Questionnaire According to the Grade Level
For the first question to determine the thoughts of prospective teachers on laboratory
safety; 18 (95%) of the first grade prospective teachers, 10 (83%) of the 2nd grade
prospective teachers, 12 (80%) of the 4th grade prospective teachers, 10 of the 5th grade
prospective teachers stated that laboratory safety is important, however, 1 (5%) of the first
grade prospective teachers, 2 (17%) of the 2nd grade prospective teachers, 3 (20%) of the 4th
grade prospective teachers, 2 (17%) of the 5th grade prospective teachers stated that
laboratory safety is not important.
For the second question to determine the information status of prospective teachers on
laboratory safety; 9 of the first grade prospective teachers (47,3%), 1 of the second grade
prospective teachers (8,3%), 2 of the fourth grade prospective teachers (13,3%) and 1 (8.3%)
of 5. grade prospective teachers stated that they had no previous information about this topic.
3 (15.7%) of the first grade prospective teachers, 5 (41.6%) of the second grade prospective
teachers, 9 (60%) of the fourth grade prospective teachers and 5 of the 5th grade prospective
teachers, (41.6%) stated that they had some information about the topic. 6 (50.1%) of 4th
grade prospective teachers, 4 (26.7%) of 4th grade prospective teachers, 6 of 6th grade
prospective teachers, (50.1%) stated that they had already information about the topic (Table
1).
Table 1. Distribution of frequency (f) and percentage (%) for the question about chemical
laboratory safety information
Information Status about Chemistry Laboratory
1. grade
2. grade
4. grade
f
%
f
%
f
%
previous
9
47,3
1
8,3
2
13,3

Have
no
information
Have some information
Have information
Total

3
7
19

15,7
37
100

5
6
12

41,6
50,1
100

9
4
15

60
26,7
100

5. grade
f
%
1

8,3

5
6
12

41,6
50,1
100

International Journal of Psycho-Educational Sciences, Volume (6) Issue (2), September, 2017

64

For the third question which is asked in order to learn the thoughts of the prospective
teachers about whether chemical substances used in the chemistry laboratory are harmful for
human health, all of the 1st, 2nd, 4th and 5th grade prospective teachers stated that they were
harmful.
When the fourth question of questionnaire which is "Must the information be given
related to laboratory safety before starting chemistry laboratory applications" asked to
prospective teachers; 16 (84.2%) of first grade prospective teachers said yes and 3 (15.8%)
said no. 14 of the 4th grade prospective teachers (93.3%) said yes, while 1 (6.6%) said no. All
of the 2nd and 5th grade prospective teachers said yes.
For the statement of fifth question which is "I think that everyone who attends the
chemistry and the laboratory lesson must also learn the laboratory safety"; 18 (94.7%) of 1st
grade prospective teachers said yes, and 1 (5.3%) said no. 14 of the 4th grade prospective
teachers (93.3%) said yes, while 1 (6.6%) said no. All of second and fifth grade prospective
teachers said yes.
For the statement of sixth question which is "The information of a teacher who teaches
chemistry and lab is full as long as he knows the dangers in his profession"; Eight (42.1%) of
the first grade prospective teachers agreed with this idea and 11 (57.9%) agreed with this idea
partially. 4 (% 33,3) of 2nd grade prospective teachers stated that they agreed with this idea, 6
(50%) stated that they agreed partially and 2 (16,7%) stated that they did not agree. While 1
(6.6%) of the 4th grade prospective teachers indicated that they agreed with this opinion, 14
(93.4%) stated that they agreed partially. 3 of the 5th grade prospective teachers (25%) stated
that they agreed with this idea and 9 (75%) stated that they agreed with this idea partially
(Table 2).
Table 2. Frequency (f) and percent (%) distribution for the statement of "The information of a
teacher who teaches chemistry and lab is full as long as he knows the dangers in his
profession."
The information of a teacher who teaches chemistry and lab is full as long as
he knows the dangers in his profession.
1. grad
2. grade
4. grade
5. grade
e
f
%
f
%
f
%
f
%
Agree
8
42,1
4
33,3
1
6,6
3
25
Partially Agree
11
57,9
6
50
14
93,4
9
75
Disagree
0
0
2
16,7
0
0
0
0
Total
19
100
12
100
15
100
12
100

For the statement of seventh question which is "The first step for ensuring safety in the
chemistry laboratory is to get rid of the conditions that would cause health and cause
accidents. For this, the teacher must have information"; while 10 (52.6%) of 1st grade
prospective teachers expressed that they agreed with this idea, 8 (42.1%) expressed that they
agreed partially and 1 (5.3%) did not agree. All of 2nd and 4th grade prospective teachers
expressed that they agreed with this idea. 9 (75%) of the 5th grade prospective teachers
expressed that they agreed, while 3 (25%) expressed that they partially agreed.
For the statement of eighth question which is "The teacher as well as the learners must
have information about removing of causes of accidents that may occur in the chemistry
laboratory"; while 16 (84.2%) of the first grade prospective teachers indicated that they
agreed with this opinion, 1 (5.3%) stated that they partially agreed and 2 (10.5%) stated they
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did not agree. While 11 (92.6%) of the second grade prospective teachers indicated that they
agreed with this opinion, 1 (8.4%) stated that they partially agreed. While 13 (87.6%) of the
4th grade prospective teachers indicated that they agreed with this opinion, 2 (13.4%) stated
that they partly agreed. While 11 (91.6%) of 5th grade prospective teachers indicated that they
agreed with this opinion, 1 (8.4%) stated that they partially agreed.
Table 3. Distribution of frequency (f) and percentage (%) for questions regarding the
responsibilities of teachers and students on laboratory safety
For which of the following procedures that are under the teacher's responsibility for
laboratory safety, do students also need to take responsibility?
1. grad
2. grade
4. grade
5. grade
e
f
%
f
%
f
%
f
%
Yes
11
57,8
9
75
7
46,6
11
91,6
Communication
No
8
42,2
3
25
8
53,4
1
8.4
Yes
9
47,3
12
100
9
60
6
50
Planned Action
No
10
52,7
0
0
6
40
6
50
Yes
13
68,4
9
75
12
80
12
100
Safe Action
No
6
31,6
3
25
3
20
0
0
Yes
11
57,9
5
41,6
9
60
8
33,3
Preparing laboratory
use manual
No
8
42,1
7
58,4
6
40
4
66,7
Yes
6
31,5
5
41,6
6
40
5
53,8
Creating checklist
No
13
68,5
7
58,4
9
60
7
41,6
Total
19
100
12
100
15
100
12
100

For the ninth question of the questionnaire, "For which of the following procedures
that are the teacher's responsibility on laboratory safety, do students also need to take
responsibility?"; 11 (57.8%) of the first grade prospective teachers approved
"Communication" case, 9 (47,3%) of them approved "Planned Action" case and 13 (68,4%) of
them approved "Safe Action" case. 8 (42.1%) of first grade prospective teachers did not
approve "preparation of laboratory use regulation" and 13 (%68,5) of them did not approve
"Creating checklist" cases. "Communication" case was approved by 9 (75%) 2nd grade
prospective teachers, "Planned action" case by 12 (100%) prospective teachers and "Safe
Action" case by 9 (75%) prospective teachers. "The preparation of regulations to use
laboratory" case was not approved by 7 (58.4%) prospective teachers and "Creating
Checklist" case was not approved by 7 (58.4%) prospective teachers. "Communication" case
was approved by 7 (46,6%) fourth grade prospective teachers, "Planned Action" case by 12
(60%) prospective teachers and "Safe Action" case by 9 (80%) prospective teachers. "The
preparation of laboratory use regulations" case was not approved by 6 (40%) prospective
teachers and "Creating Checklist" case was not approved by 9 (60%) prospective teachers.
"Communication" case was approved by 11 (91,6%) fifth grade prospective teachers,
"Planned Action" case by 6 (50%) prospective teachers and "Safe Action" case by 12 (100%)
prospective teachers. "The preparation of laboratory use regulation" case was not approved by
4 (33,3%) prospective teachers and "Creating Checklist" case was not approved by 7 (58.3%)
prospective teachers (Table 3).
For the tenth question, "Who prepares the laboratory safety checklist?", 2 (10.5%) of
the first grade prospective teachers said that the student prepares, 9 (47.3%) of them said that
teachers prepare and 2 (10.5%) of them said that principal prepares, 5 (26.3%) of them said
that Ministry of National Education prepares and 1 (5.2%) of them marked "the other" option.
11 of the second grade prospective teachers (91.6%) said that the teacher prepares, 1 (8.3%)
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of them said that Ministry of Education prepares. While 7 (46.6%) of the 4th grade
prospective teachers said that teachers prepare, 2 (13.4%) of them said principals prepare, 5
(33.3%) of them said Ministry of Education prepares, 1 (%6,6) of them marked "the other"
option. While 7 (58.3%) of 5th grade prospective teachers said teachers prepare, 3 (25%) of
them said that Ministry of Education prepares and 2 (16.6%) of them marked "the other"
option (Table 4).
Table 4. Frequency (f) and percentage (%) distribution related to the question of who prepare
the laboratory safety checklist
Who prepare the laboratory safety checklist?
1. grade
2. grade
4. grade
f
%
f
%
f
%
Teacher
9
47,4
11
91,6
7
46,6
Student
2
10,5
0
0
0
0
Principal
2
10,5
0
0
2
13,4
Ministry of Education
5
26,4
1
8.4
5
33,4
Other
1
5,2
0
0
1
6,6
Total
19
100
12
100
15
100

5. grade
f
%
7
58,4
0
0
0
0
3
25
2
16,6
12
100

For the eleventh question which is asked to determine information status of
prospective teachers on the warning and safety signs in terms of laboratory safety; While 3
(15.5%) of the first grade prospective teachers stated that they had a lot of information about
the subject, 11 (57.8%) of them stated that they had partial information, 5 (26.4%) of them
stated they had very little information. 3 (25%) of the 2nd grade prospective teachers stated
that they had a lot of information about the subject, 7 (58.4%) of them stated that they had
partial information and 2 (16.6%) of them said that they had very little information. While 1
(%, 6) of the 4th grade prospective teachers stated that they had a lot of information about the
subject, 11 (73.3%) stated that they had partial information and 3 (% 20) stated that they had a
little information. And 12 (100%) of 5th grade prospective teachers stated they had partial
information.
For the twelfth question which is asked to determine information status of prospective
teachers on first aid in terms of laboratory safety; While 1 (5.3%) of the first grade
prospective teachers stated that they had a lot of information about the subject, 15 (79%) of
them stated that they had partial information, 3 (25%) of them stated they had very little
information. 3 (25%) of the 2nd grade prospective teachers stated that they had a lot of
information about the subject, 7 (58.4%) of them stated that they had partial information and
2 (16.6%) of them said that they had very little information. While 1 (% 6,6) of the 4th grade
prospective teachers stated that they had a lot of information about the subject, 11 (73.4%)
stated that they had partial information and 3 (% 20) stated that they had a little information. 1
(% 8,3) of the 5th grade prospective teachers stated that they had a lot of information about
the subject, 10 (83.4%) stated that they had partial information and 1 (% 8,3) stated that they
had a little information.
Results from the Second Part of Questionnaire According to the Grade Level
The answers of chemistry prospective teachers to the first six questions which are
asked in order to determine the "Chemical laboratory safety information level" and answers to
the other six questions which are asked to determine "Laboratory warning and safety signs
information level" and averages of scores they obtained are given in Table 5. When the scores
obtained from these two information level forms are compared, It has been determined that
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only the 1st and 5th grade prospective teachers' achievements are more than 50%. Second and
fourth grade prospective teachers' achievements level is below 50%.
Table 5. Frequency (f) and percentage (%) distribution for chemistry laboratory safety
information level and laboratory warning and safety signs information level score
Laboratory safety information level
2. grade
4. grade
1. grade
f
%
f
%
f
%
0-14.99 Points (Failed)
6
31,6
7
58,3
11
73,3
15-30 Points (Successful) 13
68,4
5
41,7
4
26,7
Total
19
100
12
100
15
100
Average Score
16,31
12,08
10,00
Laboratory warning and safety signs information level
2. grade
4. grade
1. grade
f
%
f
%
f
%
0-14.99 Points (Failed)
14
73,7
9
75
15
100
15-30 Points (Successful)
5
26,3
3
25
0
0
Total
19
100
12
100
15
100
Average Score
6,31
7,08
3,00

5. grade
f
%
1
8,3
11 91,7
12 100
21,67
5. grade
f
%
9
75
3
25
12 100
11,25

One-way ANOVA was applied to the data obtained from the questionnaire in order to
determine whether there is a difference, in terms of grade level, between "laboratory safety
information level" and "laboratory warning and safety signs information level". The results
are presented in Table 6.
Table 6. One-way ANOVA results obtained from the questionnaire according to the grade
level variable

Between
groups
Inside groups
Total

Squares sum

df

Average
square

F

p

2833,774

3

944,591

10,568

0,000

4826,571
7660,345

54
57

89,381

It is seen in Table 6 that there is a statistically significant difference between the
scores obtained from the questionnaire in terms of grade level variables (F (3,57) = 10,568, p
<0,05). As a result of the multiple comparison test (LSD test), the scores obtained from the
questionnaire were determined that there are statistically significant differences in favor of the
fifth grade when they were compared with the other grades; in favor of the first grade when
they were compared with the fourth grades (Table 7).
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Table 7. Multiple comparison test (LSD test) results according to grade level
Grades
1. grade

2. grade

4. grade

5. grade

2. grade
4. grade
5. grade
1. grade
4. grade
5. grade
1. grade
2. grade
5. grade
1. grade
2. grade
4. grade

Average
difference
3,465
10,489*
-9,676*
-3,465
7,024
-13,141*
-10,489*
-7,024
-20,165*
9,676*
13,141*
20,165*

Standard
error
3,486
3,330
3,403
3,486
3,719
3,785
3,330
3,719
3,641
3,403
3,785
3,641

p
0,753
0,014
0,031
0,753
0,245
0,005
0,014
0,245
0,000
0,031
0,005
0,000

* The average difference is 0.005 and it is at meaningful level.
Results from the First Part of Questionnaire According to Gender Variable
When a question is asked to prospective teachers in order to determine their ideas on
laboratory safety; 28 (84.8%) of the female prospective teachers stated that laboratory safety
was important, while 5 (15.2%) stated that it wasn't important. 22 (88%) of the male
prospective teachers stated that laboratory safety was important, while 3 (12%) stated that it
wasn't important.
For the question about determination of information status on laboratory safety; 9
(27.3%) of the female prospective teachers stated that they didn't have previous information
about the subject, 11 (33.3%) stated that they had some information and 13 (39.4%) stated
that they had previous information. 4 (16%) of the male prospective teachers stated that they
didn't have previous information about the subject, 11 (44%) stated that they had some
information and 10 (40%) stated that they had previous information (Table 8).
Table 8. Distribution of frequency (f) and percentage (%) for the question about chemistry
laboratory safety information
Information Status about Chemistry Laboratory
Female
Male
f
%
f
%
No information before
9
27,3
4
16
Have some information
11
33,3
11
44
Have information
13
39,4
10
40
Total
33
100
25
100

For the question asked in order to learn the thoughts of the prospective teachers about
whether chemical substances used in the chemistry laboratory are harmful for human health,
all of the male (25) and female (33) prospective teachers stated that they were harmful. For
the question of "Should the information on laboratory safety be given before the chemistry
laboratory practices start?", 30 (90.9%) of the female prospective teachers said yes and 3
(9.1%) said no. 24 (96%) of the male prospective teachers said yes, 1 (4%) said no. For the
statement of "I think that everybody who attends chemistry lessons and labs must learn
laboratory safety rules", 32 (97%) of the female prospective teachers said yes, and 1 (3%) said
no. 24 (96%) of the male prospective teachers said yes, 1 (4%) said no. For the statement of
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"The knowledge of a teacher who teaches chemistry and lab is full, as long as he knows the
dangers in his profession"; 11 (33%) of the female prospective teachers stated that they
agreed, 20 (60.6%) stated that they partially agreed and 2 (6.1%) stated that they did not
agree. 5 (% 20) of the male prospective teachers stated that they agreed this idea and 20
(80%) stated that they partially agreed (Table 9).
Table 9. Frequency (f) and percent (%) distribution for the statement of "The information of
a teacher who teaches chemistry and lab is full as long as he knows the dangers in his
profession."
The information of a teacher who teaches chemistry and lab is full as long
as he knows the dangers in his profession.
Female
Male
f
%
f
%
Agree
11
33,3
5
20
Partially Agree
20
60,6
20
80
Disagree
2
6,1
0
0
Total
33
100
25
100

For the view of "The first step for ensuring safety in the chemistry laboratory is to get
rid of the conditions that would cause health and cause accidents. For this, teachers must have
information"; 27 (82%) of the female prospective teachers indicated that they agreed with this
idea, while 6 (18%) stated that they partially agreed. 19 (76%) of the male prospective
teachers indicated that they agreed with this idea, 5 (20%) stated that they partially agreed and
1 (4%) stated did not agree. For the view of "it is necessary for the student as well as the
teacher to have information about removing the reasons of the accidents that may occur
during lesson in the general chemistry laboratory" 31 (94%) of the female prospective
teachers indicated that they agreed with this idea, 2 (6%) stated that they partially agreed. 20
(80%) of the male prospective teachers indicated that they agreed with this idea, 3 (12%)
stated that they partially agreed and 2 (8%) stated thet did not agree.
Among the options which are given for the question of "For which of the following
procedures that are the teacher's responsibility on laboratory safety, do students also need to
take responsibility?"; 22 (66%) of the female prospective teachers approved
"Communication" case, 23 (69,7%) of them approved "Planned Action" case and 25 (75,8%)
of them approved "Safe Action" case. 11 (33,3%) of first grade prospective teachers did not
approve "preparation of laboratory use regulation" case and 19 (57,5%) of them did not
approve "Creating checklist" case. "Communication" case was approved by 16 (64%) male
prospective teachers, "Planned Action" case by 14 (56%) prospective teachers and "Safe
Action" case by 21 (84%) prospective teachers. "The preparation of regulations to use
laboratory" case was not approved by 14 (56%) prospective teachers and "Creating Checklist"
case was not approved by 18 (72%) prospective teachers (Table 10).
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Table 10. Distribution of frequency (f) and percentage (%) for questions regarding the
responsibilities of teachers and students on laboratory safety
For which of the following procedures that are under the teacher's responsibility for
laboratory safety, do students also need to take responsibility?
Female
Male
f
%
f
%
Yes
22
66,6
16
64
Communication
No
11
33,4
9
36
Yes
23
69,7
14
56
Planned Action
No
10
30,3
11
44
Yes
25
75,8
21
84
Safe Action
No
8
24,2
4
16
Preparation of laboratory use
Yes
22
33,3
11
56
regulation
No
11
66,7
14
44
Yes
14
57,5
7
72
Creating checklist
No
19
42,5
18
28
Total
33
100
25
100

When the prospective chemistry teachers are asked "Who prepares the laboratory
safety checklist?", 1 (3,1%) of the female prospective teachers said that the student prepares,
19 (57.5%) of them said that teachers prepare and 2 (6,1%) of them said that principal
prepares, 9 (27.2%) of them said that Ministry of Education prepares and 1 (5.2%) of them
marked "the other" option. 1 (4%) of the male prospective teachers said that the student
prepares, 20 (60%) of them said that teachers prepare and 2 (8%) of them said that principal
prepares, 5 (20%) of them said that Ministry of Education prepares and 2 (8%) of them
marked "the other" option. (Table 11).
Table 11. Frequency (f) and percentage (%) distribution related to the question of who
prepare the laboratory safety checklist
Who prepare the laboratory safety checklist?
Female
Male
f
%
f
%
Teacher
19
57,5
15
60
Student
1
3,1
1
4
Principal
2
6,1
2
8
Ministry of Education
9
27,2
5
20
Other
2
6,1
2
8
Total
33
100
25
100

When the prospective teachers are asked question about their information status on
warning and safety signs in terms of laboratory safety; 3 (9,1%) of the female prospective
teachers stated that they had a lot of information about the subject ,23 (69,7%) of them stated
that they had partial information, 7 (21.2%) of them stated they had very little information. 4
(16%) of the male prospective teachers stated that they had a lot of information about the
subject ,18 (72%) of them stated that they had partial information, 3 (12%) of them stated
they had very little information. When the prospective teachers are asked question to
determine their information status on first aid in terms of laboratory safety; 4 (12,1%) of the
female prospective teachers stated that they had a lot of information about the subject ,23
(69,7%) of them stated that they had partial information, 6 (18.2%) of them stated they had
very little information. 2 (8%) of the male prospective teachers stated that they had a lot of
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information about the subject ,20 (80%) of them stated that they had partial information, 3
(12%) of them stated they had very little information.
Findings Obtained from the Second Part of Questionnaire According to Gender Variable
The answers of the male and female chemistry prospective teachers to the first six
questions asked in order to determine the "Chemical laboratory safety information level" and
answers to the other six questions asked to determine "Laboratory warning and safety signs
information level" and averages of scores they obtained are given in Table 12. When the
scores obtained from these two information level forms are compared, it was seen that male
and female prospective teachers obtained higher achievement in terms of "laboratory safety
information level".
Table 12. Frequency (f) and percentage (%) distribution for chemical laboratory safety
information level and laboratory warning and safety signs information level score

0-14.99 Points (Failed)
15-30
Points
(Successful)
Total
Average Points

Laboratory safety information
level
Female
Male
f
%
f
%
13
39,4
12
48

Laboratory warning and safety
signs information level
Female
Male
f
%
f
%
27
81,9
20
80

20

60,6

13

52

6

33

100
14,70

25

100
15,40

33

18,1

5

100

25

6,81

20
100
6,40

Independent sample t-test was applied to the data to determine whether there is
difference between the scores obtained from the "laboratory safety information level" and
"laboratory warning and safety signs information level" in terms of gender variable. The
obtained results are given in Table 13.
Table 13. Independent sample t test results which are applied to the scores obtained from the
questionnaire according to gender variable
Gender

N

Average

Female
Male

33
25

20,91
21,60

Standard
deviation
11,282
11,247

Degree of
freedom
56

t

p

0,23
0, 880
1

When the results obtained from Table 13 are examined, according to the gender
variable, it is seen that there is no statistically significant difference between the scores
obtained from the questionnaire (t = 0,231, p> 0,05).
Discussion Conclusions and Recommendations
When the results obtained from the first part of the questionnaire are examined both in
terms of grade level and gender, the results show that prospective chemistry teachers are
aware of the importance of safety. They expressed that everyone who participates in the
laboratory works must have information related to the safety and laboratory warnings and
safety signs. Although the questionnaire findings show that prospective chemistry teachers are
aware of the importance of safety issues, the results of informal observation showed that
prospective teachers, even the instuctor, did not work in the fume cupboard when working
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with some volatile substances, they poured all the chemical wastes into sinks and did not
check the warning signs on the tubes.
The results obtained from the second part of the questionnaire revealed that the
prospective teachers do not have sufficient information about the subject. In terms of grade
level, according to the scores obtained from the "Chemistry laboratory safety information
level", 31.6% of first grade prospective teachers, 58.3% of second grade prospective teachers
and 73.3% of third grade prospective teachers failed. 68.4% of first grade prospective
teachers, 41.7% of second grade prospective teachers, 26.7% of fourth grade prospective
teachers and 91.7% of fifth grade prospective teachers were successful. This situation shows
that the information levels and security-related information of the prospective teachers, except
the 5th class prospective teachers, are not sufficient. Similar findings were reported in studies
carried out by Morgil and Yılmaz (2000), Kırbaşlar, Özsoy Güneş and Derelioğlu (2010).
This study has reached the conclusion that, university students, regardless of their grades,
should be given preliminary information on how to carry out experiments safely when starting
laboratory applications.
The reason for the achievements of fifth grade prospective teachers related to the
laboratory safety information level may be due to the fact that they have been attending lab
courses for many years and accordingly they have gained more experience in this regard and
have become closer to be teachers. The fact that fourth grade students focus on laboratory
courses all the time as well as intensive course programs may have reduced their interest in
the laboratory and may have led them to be more uninterested to laboratory safety. The fact
that second graders take laboratory technique and safety lesson in that term can explain why
they are more successful than the first and fourth grade prospective teachers. The fact that
first grade students don't have knowledge about the subject, that they have not taken this class
yet and that the questionnaire was carried out in exam week of the fourth grade students may
be some of the reasons for success differences.
When the data obtained from the second part of the questionnaire are examined, taking
into consideration the gender variable; according to the scores obtained from "Chemistry
laboratory security information level", it is seen that 39.4% of the female prospective teachers
were unsuccessful, 60.6% were successful; 48% of the male prospective teachers were
unsuccessful and 52% were successful (Table 12). When we look at the percentages, it is seen
that the female prospective teachers are more successful than the male prospective teachers,
but there is no statistically significant difference between them (t = 0,231, p> 0,05, Table 13).
It can be said that the male and female prospective teachers' preliminary information related
to the laboratory safety is close to each other. In the conducted in-laboratory informal
observations, it has been observed that prospective teachers of both genders generally
exhibited the same behaviors. Similarly, Semerci (2001), Böyük, Demir and Erol (2010),
Türk (2010) conducted studies with Science and Technology teachers, in their studies, they
have reported that there is no difference in proficiency opinions related to laboratory studies
in terms of their genders.
When the data obtained from the "Laboratory warning and safety information level" in
the second part of the questionnaire are analyzed by considering both the grade level and
gender variable, it is seen that the achievement is very low (Tables 5 and 12). There are
differences between the answers of the prospective teachers they gave in the first stage of the
questionnaire and the scores they received in the second stage of the questionnaire. While the
majority of the chemistry prospective teachers (70.6%) indicated that they had partial
information about warning and safety signs in terms of laboratory safety, it was determined
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that 47 of 58 chemistry prospective teachers failed in terms of laboratory warnings and safety
signs information level, and 11 of them were successful. Conducted informal observations
also support this result. Because, it has been observed that prospective chemistry teachers
have poured all the chemical wastes into sinks and did not check the warning signs on the
tubes. In a similar study conducted with university students and laboratory staff, some
chemicals and safety signs were given to those persons and they were asked to match signs
with chemicals, and it was reported that they could not demonstrate sufficient success at the
end of work (Karapantsios, Boutskou, Touliopoulou and Mavros, 2008). In a study conducted
by Böyük, Demir and Erol (2010), it has been determined that science and technology
teachers have deficiencies in following the safety rules when using new tools and equipments.
In conclusion, this study reveals that the learned information remains in theory and
that practical application is not taken into sufficient consideration. For this reason, when
necessary, it is suggested to give information about the safety in the laboratory lessons, to
remind them and to spare time to give safety information in the theoretical lessons. It should
be emphasized that the safety information taught to prospective teachers is not limited to the
laboratory and that this information is also important in daily life. In this way, their desires
and interests to learn the security issue can increase, and the learned information may become
more meaningful. Furthermore, the fact that the labels on the chemicals are rearranged in a
more understandable, more noticeable manner and that the necessary explanations are in the
users' own language can contribute to the laboratory safety issue.
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Abstract
Leadership elasticity enhances leadership style flexibility and mobility to enable educational leaders
to maintain appropriate leadership equilibrium. The essential of leadership elasticity contributes
towards organizational effectiveness by followership’s maintenance through appropriate expansion
and contraction of relations and task behavioural orientation simultaneously, arrive at optimally
balanced leadership equilibrium. This study aimed to explain leadership elasticity in achieving
leadership equilibrium through relations and task behaviour orientating style-flex by assimilating the
followership variables of task, timing, people, and trust. The study suggest both relations and task
behavioural orientation is essential for a leader to bring about organizational effectiveness and social
harmony. Moreover, Leadership elasticity expanding toward relations-oriented enabled less elasticity,
while, expansion toward task-oriented behaviour enabled high elasticity. Leadership contextual
intelligence and contextual experiences are both essential in identifying the variations in the
contextual settings. This enables appropriate leadership approach of style-flex through the leadership
behavioural orientations towards timing, trusting, tasking and people. The variations in the degree of
elasticity can cause disturbances by frequent behavioural changes in an attempt to fit in the situation.
This multi attempt behavioural changes can be the major cause of style-drift.
Keywords :Leadership Elasticity; Leadership readiness; leadership behavioural pattern; relations and
Task-oriented behaviour; leadership appropriateness; leadership flexibility; leadership style-flex;
leadership style-fix; Leadership style-drift; leadership multi-style flex

Introduction
Educational leadership is considerably becoming an important aspect in educational settings.
This is because; complexity in educational leadership has generated complexity in leadership
approaches in schools. Leadership is both an Art and a Science. Leadership is science because it
assimilates psychological aspects such as, intelligence, emotion, belief, personality, morale, values,
perceptions and so forth, which is systematically processed towards sensitivity and responsiveness. As
an art, leadership is a process of articulating and orienting the psychological paradigm through their
behaviour within the followership socio-psycho economical domain to gain leadership effectiveness
and success. Most importantly, all individuals are different. Therefore, incorporating psychological
paradigm towards articulating into socio-psycho-economical domain can generate complexity in
leadership approaches within leaders and sub-leaders in educational settings.
According to Sergiovannie (2001, 1994), when he asserts that leadership in education has no
identity and is everywhere in education, this further leads complexity in educational settings, where
many individuals plays a part of leadership (Mulford 2003). For example, students leadership, where
few students are capable of demonstrating their leadership role to fellow students, who are often given
the title of various kind by the schools (Black et. al 2014, Dugan and Komives (2007). Another
example would be the pedagogical leadership (Male and Palaiologou 2016, Brandon et al 2016,
MacNeill et al 2003), where teachers play an important role in disseminating knowledge to the
students and sometimes to fellow co-workers as mentors (Leithwood et.al 2004). Most importantly,
principals as school leaders, who are responsible with administrations and management has significant
contribution of leadership either negatively or positively (Dembowski 2006). Moreover, leadership
importance and presence is also essential for teacher’s professional development (Bredeson 2000).
The complexity of leadership can be constructed in different approaches and styles. One of the
essential style to unwind the approach complexity can be simplified by applying leadership elasticity.
Leadership elasticity enables leadership readiness to remain style-flex towards stretching the
behaviours by contraction and expansion of elasticity to prevent style-drift (Rajbhandari 2013).
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Although, leadership elasticity and leadership flexibility are seemingly to be overlapping, they
are not the same. Leadership elasticity prevent style-drift, whereas, leadership flexibility can enables
pinning towards style-fix. Despite, style-fix may be desirable; the contextual variations can allows the
leader to remain mobile by instigating for style-flex, which is essential. This is also because; followers
and the context are not static. However, high style-flex can generate style-drift Reddins (1972).
Therefore, dynamism of follower’s readiness and contextual variables causes situational variations that
instigate for the leadership dynamism to implement practical intelligence (Sternberg 2000). Moreover,
leadership elasticity and leadership flexibility are also not mutually exclusive. Leadership elasticity is
more balanced towards twining the leadership behaviours from preventing style –drift with an attempt
to apply multiple style-flexes by the leaders.
Despite most actors in educational settings exhibits leadership, these sub leaders, such as
pedagogical leadership, and student’s leadership (Anderson and Lu 2016) are under the wings of the
schools leaders. Theses sub leaders has their own ways of demonstrating their leadership which may
not be the same as the educational leadership. Although leadership is complex, school environmental
settings can be even more complex, which is assimilated with micro and mini-micro variables, while
taking into consideration of the role of special students, who demonstrate their leadership differently
(Rajbhandari 2016). These aspects of variables can be the major causes for instigating variations in the
context. These variations could be small or big, important or urgent, conscious or sub-conscious.
For generating leadership effective, school leadership needs to understand these immediate
variables and create the necessary course of actions and maintain tolerance by applying Referee
Leadership Styles for change and outcomes (Rajbhandari 2013). Nevertheless, changes are necessary,
constant and inevitable (Ullah 2012, Shen 2008, Meussig 1969), which further enables the leadership
approach to balance between the needy, urgent and important. This could be maintained by enhancing
the leadership elasticity by articulating leadership behavioural pattern of both task and relationsoriented behaviour. These patterns of leadership behaviour are assimilated through understanding the
immediate contextual variations within the school environment, pedagogical leadership groups and
students group for enhancing maintenance of followership domain.
Understanding the immediate contextual variation can favour in enhancing competences of
leadership elasticity by enabling leadership appropriateness and readiness for flexibility and mobility
to maintain leadership equilibrium that is relevance to context and followers readiness (Rajbhandari
2014). Leadership elasticity of expansion and contraction of leadership behavioural orientation
towards task and relations enriches leadership appropriateness that best fits in the immediate context.
Leadership Elasticity Enhancing Style Flex
Leadership elasticity is constructed through leadership behavioural orientation towards
expansion and contraction of elasticity articulating the task and relations behaviour aligned to
contextual settings. Moreover, leadership ability and competences enables leaders to understand the
contextual settings, which initiates an interventions towards articulating their behavioural orientation
to gain followership readiness. This dexterity of articulating leadership elasticity enables vertical and
horizontal mobility, furthermore, generating consistencies of orienting either elasticity expansion
(increase) or contraction (decrease) of task and relations behaviour. This enables leaders to arrive at
style appropriateness through contextual experiences and contextual intelligence (Rajbhandari 2013).
Simultaneous expansion and contraction of elasticity is feasible, however, essential of expansion and
contraction of leadership elasticity are context based and lies within the ability of leaders individual
personality. Each contextual variation offers multi varieties of issues. This therefore enables leadership
elasticity to either expand or contract that best suits the immediate context.
Weyers (2002) claims the importance of concentration and wisdom of leaders supplement
elasticity. Leader’s concentration offer self-aware enabling them to tune with the follower, whereas
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wisdom offer the leaders to adapt appropriate style relevant to followers needs. This can be initiated
through building trust, teaming people with task as a response to follower’s readiness. Leadership
elasticity requires high competences in self-mastery and self-leadership to gain followership readiness.
Therefore, leadership is a power of interacting with confident and building trust in influencing
people to collaborate and beguiling individual, groups and team in achieving common goal and
producing social harmony amongst and between within a contextual settings. Weyers (2002)
expressed that leadership elasticity requires leader’s concentration of being self-aware to tune with
followers readiness. Moreover, leadership elasticity also requires a degree of wisdom that enables the
leader’s to choose the most appropriate of leadership style to meet with the followers needs.
Furthermore, optimum flexibility (Stephen 2007; Moerschell 2009) can be achieved with leadership
elasticity to maintain leadership equilibrium (Rajbhandari 2013).
Leadership Elasticity Responsiveness and Sensitivity to Behavioural Equilibrium
Leadership elasticity is a responsiveness to sensitivity towards expansion and contraction of
behavioural orientation in meeting the follower’s readiness. This is initiated by orienting either high
on relations-oriented by incorporating contextual experiences or high on task-orientations by
incorporating contextual intelligence. Understanding the immediate variation in the context is
apparently a pivotal factor. The degree of leadership elasticity is further determined by the leader’s
personality, competences, skills, ability, knowledge and psychological paradigm. The awareness of
degree of variations in the context provides constant feasible outcome eventually leading to school
success through leadership effectiveness.
Generating awareness to the degree of variation in the context is essential for leadership
competences, which provoke for leadership elasticity. However, Leadership elasticity is sensitive and
responsive with the leader’s personality. Leadership elasticity of expansion with relations-oriented has
less elasticity, this is because relations orientation does not enable the leaders for initiating task
oriented behaviour due to leaders personality crises. Articulating expansion toward task-oriented
behaviour allows high elasticity, this is because it enables the leaders to initiate relation-oriented
behaviour in much easier way as this orientation can be accepted and admired by the followership
domain.
Therefore, leadership flexibility has high elasticity of switching the behaviour from taskoriented to relation-oriented, but leadership flexibility has less elasticity while switching from relationoriented to task-oriented behaviour. This is also because it is much easier for leader to switch towards
relational approaches by adopting the task oriented behaviour, which enables easy stretching back and
forth of behavioural articulation. In doing this, leadership behavioural orientation is easily accepted
and admired by the followership within the contextual settings. However, behavioural orienting from
relation to task may illustrate in weaker personality of a leader, while, it may not be accepted by the
followership domain. This is due to the fear of losing a grip of comforts and strong cohesiveness that
is constructed by the socio-environs and the affective attitude of followership who has taken
advantages of leader’s kindness and affections.
Stephens (2007) claims “appropriate leadership therefore involves the stretching of the elastic
of leadership almost as far as it will go”. However, this may lead to leadership high-flex further
leading a problem of style-drift, which may cause leadership ineffective. Leadership equilibrium
provides optimizing the degree of leadership elasticity as and when needed. Therefore, optimum
expansion and contraction of leadership elasticity is offered with leadership emotional intelligences
and contextual intelligence that makes leaders aware to optimize the stretching of leadership elasticity.
This enables leadership balanced behavioural orientation of task and relations through contextual
intelligence and contextual experiences, this, further induct leadership equilibrium.
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Leadership elasticity has equally valuable contribution with teacher’s motivation. Leadership
elasticity of switching from task-oriented to relation-oriented behaviour stimulates Clayton’s ERG
motivation (Alderfer 1972) from relatedness need enhancing to growth, while leadership elasticity of
switching from relation-oriented to task-oriented behaviour may indeed seek the need for higher
relatedness issues. This further reflects the cause and effect relation with teacher’s commitment and
school good climate.
The contribution of leadership elasticity is necessary for stimulating employee’s motivation.
Leadership elasticity offers leaders to concisely determine the need of the followers for which school
leaders may expand or contract the elastic according to the need. The leadership conciseness is offered
by the intelligences and awareness in understanding the immediate variations in the contextual
settings. This enables leaders to determine how much elasticity to expand or contract. Expanding and
contracting of the elasticity with simultaneous mobility both vertically and horizontally is proficiently
feasible. However, as pragmatically, context remaining an uncontrolled aspect, it also offers a great
deal of variations. This variation is unequally distributed in school settings, which enables the leaders
to adapt the appropriate style either by contraction or expansion of elasticity.
High on relation-oriented behaviour enables conducive school environment. However,
articulating high relational behaviour can reflect ineffectiveness toward organizational commitment.
High on task-orientation can support organizational commitment, thus, reflects organized
management, reinforced motivation toward organizational growth, and attitudinal commitment
(Rajbhandari 2013). Nevertheless, appropriate orientation of relations and task behavioural orientation
is necessary for effective organization and leadership competences. Therefore, leadership flexibility
and mobility for readiness towards leadership elasticity is important to articulate leadership
behavioural orientation for followership maintenance. This study explores and discusses the leadership
elasticity that enhances to maintain leadership behavioural style-flex in arriving to leadership
equilibrium.
Analysis and Discussion
Organizational context plays a dominant role in leadership approach; both leadership readiness
and followers’ readiness equally contributes in generating leadership elasticity. Context, which is
uncontrollable, enables leadership elasticity to gain followers readiness, which is an essential and
prominent features for shaping leadership style by articulating relations and task orientations
behaviour.
Leadership readiness alone may cause exhaustion therefore; initiating followers’ readiness
through appropriate expansion and contraction of behavioural orientation generates leadership
elasticity, which offers appropriateness to leadership equilibrium. This is acquired through leadership
competences by visualizing and capturing the imagination of masses with consistent to task, time,
people and trust. Furthermore, these elements are collated by timing, teaming, toning, tasking and
transforming, which is the pragmatic elements of Driving leadership style (Rajbhandari 2011) to gain
leadership competences.
In addition, leadership elasticity towards maintaining the task and relations orientated
behaviour is essential to gain control over the environment and towards fostering followership
maintenance also by understanding the immediate variables within the contextual settings. Context can
have many formations, which is assimilated by social formation, cultural/climate formation and the
external forces. Maintenance of these elements generates compatibility of leadership behavioural
orientation, thus, generating the leadership elasticity by enabling the required behaviour to fit in the
contextual variables.
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There is no one best practices of leadership (Peretomode 2012, Bolden et. al. 2003, Fiedler,
Fred E. 1967). In educational settings, elasticity of leadership enables leadership flexibility towards
adapting the contextual behaviour by orienting either high or low on task and relations. Leadership
flexibility enables the educational leaders to perform in doing the right things at right context by
articulating the necessary contextual behavioural orientation. This behavioural orientation may or may
not be righteous to the followers but may offer at its best to suit the contextual variations. Moreover, to
meet the readiness of followers, it is essential to generate leadership elasticity by articulating
situational expansion and contraction towards maintenance of the style flexibility and mobility.
However, too high or too low flexibility of task and relations orientations may cause to style-drift.
Therefore, maintenance of elasticity on leadership behavioural orientation is essential to check the
balancing control of the leader’s behaviour.
Educational leadership is dynamic (Mostovicz, Kakabadse and Kakabadse 2009), therefore
static behavioural orientation causes style-drift of low flexibility- reducing the leadership elasticity.
However, stretching towards high expansion causes high style-drift. However, frequent changes of
behavioural articulation also causes high flex style-drift, which may not always suit the current
context. Therefore, understanding the immediate contextual variables is essential, which enables the
educational leadership to produce required amount of elasticity that context demands. Leadership
competences enables a leaders to adapt or be flexible in generating the leadership elasticity towards
coping with the dynamic environment to maintain leadership appropriate styles-flex in the continuous
contextual changes.
Nevertheless, articulation of appropriate leadership behaviour is essential to enlighten their
followers towards generating motivation, commitment and bringing about the good climate in the
organization. These aspects can be achieved by offering autonomy in decision making by delegating
leadership role to the sub-leaders. In doing so, leadership vision to inspire, communicate and building
trust amongst and between can be initiated by understanding oneself and the followership domain by
enabling leadership maintenance through leader’s psychological, sociological and physiological
(PSP) parameters (Rajbhandari and Rajbhandari 2015).
It can, therefore, be comprehended that leadership role is felt necessary to undertake and lead
the educational management to success. Furthermore, it is the leadership, who maestro and enroute
towards grand leap. This requires leadership elasticity, which emphasises on dynamism and
continuous judging of oneself to prevent from style-drift, while articulating style-flexes by
incorporating timing, tasking, trusting and people with the context. Leadership role, however, can be
different at time during various situation occurs. The grand leap can be achieved through the ability of
leader and leadership dexterity by enabling the contextual intelligence to capture the imagination of
the followers or masses and understanding the contextual settings.

There is no one best style for a leadership to adopt (Fiedler, Fred Edward 1967,
however, leadership behavioural styles varies according to the contextual setting or the
situational circumstances. Leadership Behavioural theory by Stogdill in 1945 and Likert in
1947 describes leadership behaviour as Initiative, Production-Oriented, Structured, Taskcentred and Considerate, Peoples-Oriented, People/employee centred (Bass 2008, Stogdill
1959, Likert 1967). Hersey and Blanchard (1977), Hersey et. al. (2001) illustrates leader’s
behaviour as directive behaviour and supportive behaviour. These behaviour later was
illustrated as relations-oriented and the task-oriented behaviour (Rajbhandari et. al. 2016,
Northouse 2010) focusing on the willingness and ability of the followers according to their
maturity level. Moreover, Rajbhandari (2014) adds the 4th dimensions of leadership readiness
for flexibility and mobility, which fills in the gap of leader’s exertion of willingness and
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ability towards style-flexes to match the follower’s readiness by articulating leadership
elasticity.
Leadership elasticity require leadership readiness through articulating leadership behaviour by
either demonstrating high or low behavioural pattern aligning with tasking, timing, trusting and people
with specific measurement of leadership maintenance. Moreover, the situational leadership readiness
style may vary at different contextual settings. This emphasises the leader to articulate leadership
behaviour by maintaining task, time, trust and people accordingly as needed to generate leadership
elasticity (figure 1).
Figure 1. Leadership elasticity of leadership readiness

Leadership high on task-oriented behaviour emphasises on leadership autocratic style, which
directs the followers to focus with doing the right task, and in right time. However, leadership high on
relations-oriented behaviour adapt either democratic or abdicratic (Laissez faire) leadership style,
emphasising on supportiveness towards followers by building trust and with in-group people (Figure
1). While, articulating high on relations, leaders often delegate the task to the employees, which allows
high dependency on followership. On the other hand, articulating high on task-oriented behaviour,
while adapting autocratic style reduces the gap of cohesiveness with the followers and generate fewer
trust. Therefore, appropriate combined articulation of both leadership readiness on relations and task
behavioural orientation is essential. The acceptable combination of articulating the behavioural
orientation is achieved through leadership elasticity, where a leader’s contextual intelligence and
experiences determines the level of elasticity to meet the equilibrium at different situational context
with right timing, tasking, trusting and with the people. This enables the leaders to prevent style-drift
by implying multi- flex style to fit in the contextual settings.
Moreover, articulating the combination of relations and task-oriented behaviour raise the
question of what would be the ideal degree of leadership elasticity that combines behavioural
orientations by incorporating the task, timing, trusting and with the people. According to the findings
of Rajbhandari (2013), the result of leadership behavioural pattern suggests that high on task-oriented
behaviour had an impact to generate grand leap towards the school success. His results suggest that
leadership effectiveness is initiated by task-orientation, while leadership success is drawn by the
relational approaches. However, his findings also suggests that both these leadership behaviours are
essential for leadership competences. Leadership high on task-oriented behaviour can highly favours
growth need of ERG motivation. In addition, attitudinal commitment is also found to be relevantly
significant with the leadership high on task-oriented behaviour demonstrating the affective and
continuance commitment.
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Figure 2. Leadership elasticity degree of expansion and contraction

Appropriate combination of leadership task and relations-oriented behaviour is ideal for
organization. In figure 2, appropriate loop combination of leadership behavioural articulation
illustrates the flexibility of leadership elasticity to gain appropriate style-flex through leader’s
personality to avoid high and low style-drift. Leadership elasticity of expansion of task orientation
generates the contraction of relations orientation behaviour in the followership domain. Consequently,
articulating the contraction of task orientation enables the expansion of relations orientation towards
the followership domain. The expansion and contraction of leadership elasticity has a cause and effect
reciprocity effect towards both the followership domain and the contextual environs. Moreover,
contraction and expansion of leadership elasticity aligning with task, time, trust and people, needs
appropriate balancing of style-flex. Although, leadership elasticity and leadership flexibility is
intertwined, it is not the same. However, the commonality in leadership elasticity and leadership
flexibility are both drawn from the individual personality. Too high elasticity can cause high style-drift
and too low elasticity causes low style-drift (figure 2). However, maintenance of these style-flexes are
essential to prevent style-drift, which is possible with leadership elasticity by appropriately articulating
the elasticity expansion and contractions of the behavioural orientation. The articulation of
behavioural leadership elasticity of expansion and contraction needs to incorporate the variables of
timing, tasking, trusting and people, which align with the followership domain to achieve optimum
leadership equilibrium.

The degree of leadership elasticity is determined by the contextual variation in the
environmental settings. However, leadership contextual intelligence is an essential elements
to judge and measure the contextual variations. This enables the leader’s to appropriately
initiate the style-flex to achieve leadership equilibrium towards timing, trusting, tasking and
people. However, frequent changes of behavioural pattern can cause variations in the leader’s
personality and the degree of elasticity. This multi attempt changes of behavioural orientation
is the major cause of style-drift contributing to low or high-drift.
Moreover, leadership contextual experiences and contextual intelligence is a
contributing factor for leadership elasticity. This enables a leader to verify the situations and
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articulate the behavioural orientation of task and relational. Too high and too low of both the
behavioural articulation causes style-drift. This elasticity does not generate leadership
equilibrium. Therefore, optimum level of mobility and flexibility of behavioural leadership
elasticity is essential to generate leadership equilibrium, which may stretch but not break,
which may shape sizes but is reshaped again in its original size. Leadership elasticity enables
personality stretches but do not dis-stretches the original character.
Conclusion
Educational leadership is considerably increasing in demand for bringing about improvement
in educational settings. Leadership in schools is guided towards driving knowledge, quality and social
harmony through leadership appropriateness. Most schools leaders fail to incorporate appropriate
leadership style despite demonstrating relational behaviour towards the teachers, students and nonteaching staff. However, articulating leadership task-oriented behaviour is also considered important
for organizational effectiveness. This is achieved through leadership elasticity. Leadership elasticity
enhances leadership style flexibility and enables educational leaders to maintain appropriate leadership
styles. Leadership elasticity is highly essential for maintaining organizational effectiveness also to
bring about social harmony within the professional community.
The degree of leadership elasticity is determined by the leadership personality, competences,
skills, ability and knowledge to expand and contract leader’s behavioural elasticity of both relations
and task-oriented, simultaneously to arrive at leadership equilibrium. This study suggests that
appropriate combinations of relations and task-oriented behaviour contributes in bringing about
organizational effectiveness and social harmony in their own contextual settings being aware of
variations in the context, which offers feasible outcomes. Leadership elasticity expanding toward
relations-oriented enables less elasticity. However, expansion toward task-oriented behaviour enables
high elasticity. It is suggested that high elasticity can be obtained through leadership flexibility, which
had a tendencies of switching the behaviour from task-oriented to relations-oriented. However, less
elasticity is generated in switching the behaviour from relations to task-oriented behaviour. Leadership
elasticity of switching from task to relations-oriented behaviour stimulates motivation, while
leadership elasticity of switching from relations-oriented to task-oriented behaviour compel the
followers to seek for high consideration towards people from the leader change behavioural
orientation.
Therefore, to arrive at equilibrium, simultaneous articulation of relations and task is essential
that best suits the leader, followers and the context. Leadership elasticity has a cause and effect
relation in commitment and good climate. Leadership competencies enables leadership flexibility and
mobility to generate expansion and contraction towards leadership elasticity to maintain
appropriateness of leadership equilibrium style-fix by articulating behavioural style-flexes that is
conducive to the context and followership, thus preventing leadership style-drifts. Therefore,
leadership is both an art of articulating behaviour by understanding the changing nature of
followership and context, as a science, leadership intelligence, emotions, personality, values, moral,
perceptions and so forth are moulded and implied to process systematically to arrive at the leadership
equilibrium by simultaneously articulating the leadership elasticity of behavioural orientation to best
fit the leader, followers and the context.
Implications
The implications of this study suggest that leadership elasticity generate leadership
equilibrium by articulating leadership behavioural orientation of task and relations appropriately
aligning with the tasking, timing, trusting and people within the contextual settings. Leadership
equilibrium generates a degree of leadership appropriateness style-flex to fit oneself within the
followership domain and context. The leadership appropriateness of style-flexes is controlled by the
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leadership elasticity by optimally balancing the elasticity of expansion and contraction of leadership
behavioural with conducive alignment to the contextual settings.
Followership domain and context is an ever changing phenomena, this creates dynamism in
the contextual settings, enabling leadership dynamics. Unable to identify these parameters can
generate distress in leadership process. As there is no one best way to lead, it is important for leaders
to be flexible and mobile to generate leadership elasticity. The mobility and flexibility of leadership
behavioural orientation enables to identify and address the arising contextual issues through leadership
intelligence, emotion, moral, values and so forth. This articulation of psychological parameters
enriches leadership to fit in the context by expanding and contracting the leadership elasticity of
behavioural orientation.
Moreover, appropriateness of behavioural orientation enhances leaders - allowing a spaces to
remain flexible and mobile within the followership domain and the contextual settings. This further
enhances the leader to understand and act according to the situational need by articulating the needy
behavioural orientation of task and relations. Moreover, while, articulating the leadership behavioural
orientation within the contextual settings, leader personality plays a vital role in articulating the
followership domain. Nevertheless, leadership behavioural orientation through the style- flexes
towards reaching style-fix is essential to prevent the style-drift is essential. This is obtained by
leadership elasticity by generating enough and appropriate flexibility and mobility in the behavioural
orientation for arriving at the leadership equilibrium. Therefore, arriving at the leadership equilibrium
through style-flexes to fit into the followership domain and the context is the art and a science of
leadership. The art and science is the sensitiveness and responsiveness of leadership behaviour
towards enhancing leadership through systematic process by utilizing the psychological and
sociological paradigm in obtaining effectiveness, sociable, emotional, values and so forth in leaders,
leadership, followers, followership and contextual settings within and outside.
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Abstract
Article presents nethnographic qualitative research report partially based on the research
completed in 2017 as thesis at the Chair of Disability Studies, Faculty of Education Sciences,
Nicolaus Copernicus University in Poland. The research was conducted within 4 online open
groups, organizational cultures of families with children, youth or adults with disabilities who
are participating in social media in Poland. The primary focus of the research was the law
and legal issues’ perception by families. However, in this paper we refer to wider aspects of
general online activities undertaken by the members of researched 4 groups, that in fact form
online organizational disability cultures. Presented results of analysis contain categories as:
basic cultural artifacts (material and symbolic), values of 4 analyzed groups and underlying
assumptions, according to the model of organizational culture by Edgar H. Schein (2010).
Furthermore we discuss the general activities of participants in the context of the core
research topic that was law and legal aspects of public online discussions. The main research
question was formulated as follows: how families (from 4 organizational cultures online) with
members with disabilities are active on social media in the context of the law and legal
issues? Collected qualitative data was elaborated on the ground of the organizational culture
model according to 3 levels of organizational culture indicated by Schein (2010) as: 1.
artifacts, 2. espoused beliefs and values and 3. cultural underlying assumptions.
Keywords:Internet, organizational culture, ethnographic research, legal issues, social media.

Introduction
Families with members with disabilities in Poland openly verbalize needs,
expectations or demands on social media, blogs, and websites. Such activities are becoming
increasingly the subject of scientific works in Poland. There are still present problems of
improper resolutions of the matters related to the adaptation of laws and regulations to the
needs of people with disabilities and their families. Caregivers call on social networks for
greater support from the state or local government. The main problem verbalized by parents
of children, youth and adults with various disabilities is related to numerous signs of
discrimination the family members notice also in the legal sphere. This issue was seriously
raised in 2002 at the European Congress of Persons with Disabilities. According to the
opinion of the participants of this congress, legal changes are associated with changes in
social attitudes, vocational activation of adults with disabilities or widening of their autonomy
(Cytowska, 2011). Polish families raising or living with members with disabilities
increasingly and courageously express their opposition to inadequate government attitudes
and lack of support from them. Gotowicka (2004) wrote about it in early 00s. : "in the last few
years the approach to the persons with disabilities has changed in Poland. They are no longer
invisible citizens. They demand equal opportunities and rights. However, Polish legal
solutions intended to serve these people are still far from perfect."(p. 193). About political
activities of Polish families with children with disabilities fighting for equal rights wrote Żyta
& Ćwirynkało (2015). The authors analyzed the support for families that is received from
associations of parents.
Gotowicka (2004) points to the need not only for legislative changes, but also for
raising public awareness of the fact that "the persons with disabilities have the right to
protection against discrimination and to hold their rights on an equal basis" (p. 194). Zych
(2007) indicates the important role of information support as a means of preventing legal
discrimination against people with disabilities and their families. This support should be
based primarily on the provision of legal advice. The issues of the needs, possibilities and
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general social and cultural situations of people experiencing limitations of functioning,
including people with disabilities and their families, are an important element of the research
of Polish academics, social scientists. About these issues write: Frąckiewicz (2008), Gajdzica
(2009, 2013), Zakrzewska-Manterys (2010), Borowska-Beszta, (2012, 2013), Pyżalski
(2012), Chrzanowska (2015), Zakrzewska-Manterys & Niedbalski (2016), Chodkowska
(2016), Bartnikowska, Borowska-Beszta & Stochmiałek (2015), et al. Furthermore in media
coverage in Poland since about 90s. can be noticed an increased interest in the issues of legal
exclusion of persons with disabilities. Polish press and social media monitor since 2013 the
protests in public places of groups of parents with children, adolescents and adults with
disabilities.
Review of Literature
Organizational culture
According to Kostera (2005) organization is a type of culture. Whereas organizational
culture is a set of artifacts, values, goals, norms and cultural assumptions (Schein, 2010).
Wiernek (2000) and Róg (2007) also indicate that the organization's culture is a set of
concepts such as: norms, values, attitudes, and beliefs common to members of the
organization, that were created to explain a great deal of what is happening in organizations.
The basic elements of organizational culture according Wojtowicz (2004) include: "symbols,
ways of communicating, rituals, myths and taboos" (p. 160). About the unique character of
organizational culture writes Zbiegień-Maciąg (2005). The author writes that most
researchers, regardless of their orientation, agree in the following statements that: first: culture
in organization exists, second: each culture is unique, third: culture is a kind of building
blocks of desirable organizational behaviors, internal identity and external image (p. 14).
Wojtowicz (2004) writes that "the Schein’s model is of particular value in the research
of organizational culture, as it shows the relationships between the different levels of
organizational culture, while stressing the difficulty of their detailed analysis due to the
limited perception of all components of this phenomenon"(p. 168). The basic criteria defining
the components of model created by Schein (2010) are ease of observation and degree of
awareness. These criteria affect the division of organizational culture into three levels, that
are: 1. artifacts, 2. espoused beliefs and values, and 3. basic underlying assumptions (p. 24).
Schein (2010) emphasizes that cultural assumptions that make up the third level of
organizational culture are extremely difficult to change, and this implies a lack of awareness
of mechanisms inside them (p. 28).
Families Online
Lubański (2004) writes, that “Internet technology, is destroying the current media
model of information, is approaching the environment and is creating new kinds of bonds,
beneficial for people with disabilities (p.24). The Polish families are currently more actively
organizing themselves in advocates groups participating in social media. They share, discuss
and criticize aspects of everyday living, including social policies, systems of support, law and
legal acts. As we mentioned before families became actively organized in public spaces and
online since about 2013. For 4 years they gradually share more courageously own ideas,
critics, organize protests against systems of support. In 2016-2017 while massive feminist
movements protest there were present in Polish mainstream and social media important public
debates related to problems of eugenic abortion and pro-life concepts including generational
and procreative families, living with members with disabilities (Borowska-Beszta, 2017). An
important topic relating to voices of families was and still is the associated with the law, legal
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acts and human rights. Families engage in organized protests in public spaces as well as
online, that purpose is associated with the need of changing of the current law. These groups
of people, called by Brown (2002), Borowska-Beszta (2012, 2013, 2014) disability cultures
strived and strive until now for social changes. Presently generational and procreative families
in Poland create a variety of associations and organizations, that are active online with a aim
of helping the members of disability cultures. An interesting sphere, that has gained huge
popularity as medium of communication within discussed groups of families is the internet
and social media.
The basic issue associated with the starting online groups by the families having
members with disabilities is the desire to change and the need to obtain support. Opinions of
the parents of children with intellectual disabilities on the assistance provided to the family
collected and analyzed Kazanowski and Byra (2004). Results of their research indicate, that
the most important issue for the participants are forms of financial support. Other areas of
assistance have less importance for parents. For example, the authors notice that social
activity and taking initiatives to improve own situation of families largely isn’t located in the
center of interests of discussed families. According to Kwaśniewska and Wojnarska (2004)
80% of parents is not interested in participating in associations or self-help groups developed
by parents of persons with disabilities (p. 145-146). Therefore, the authors are putting the
following thesis: "lack of basic expectations from the institutions or organizations may arise
from insufficient information system on available forms of assistance, as well as the lack of
motivation after unsatisfactory experience in earlier periods of life" (p. 147).
Masłyk and Migaczewska (2014) made an interesting analysis and characteristics of
general Polish population with disabilities who used in 2013 the Internet. “The project was tit.
Social Diagnosis. The conditions and quality of life of Poles and was undertaken in 2013 and
2014. The survey was based on a sample of 26,307 individuals of the respondents, 11% were
disabled.” (p. 29). In the results section the authors write: “first, among the disabled network
users are dominated by pensioners (30.6%) and active people professionally (30,2%). They
also include a vast majority of the disabled students and students (among whom 7.2% were
internet users and only 0.2% not using). Similar dependencies as regards the last two
categories, they are among the active Internet users - mainly network users people working
and learning. Secondly, disabled Internet users are most often urban dwellers (78.7%). Third,
the average age of disabled Internet users oscillates around 47 years old. Non-disabled
network users are on average 10 years younger”(p.37). The author continue that
“unfortunately, there are very few of them - the Internet uses just every third disabled person”
(p. 37).
Numerous Polish academics are publishing reports of the advantages and
disadvantages of using the Internet by people with disabilities and intellectual disabilities.
About disadvantages and cyber bulling as general phenomena writes Pyżalski (2012). Issues
of using the Internet by students with intellectual disabilities analyzes Plichta (2013). Risk of
hazard of using the Internet by students with special needs analyze Plichta and Pyżalski
(2016). The advantages of using the Internet by persons with disabilities analyzes
Grześkowiak (2010) and Smoczyńska (2010). Grześkowiak (2010) indicates following
advantages in following areas as: “communication information, employment, e-commerce as
teleshopping and banking services, education, costs of living that are decreased” (p. 15).
Smoczyńska (2010) analyzes the social and virtual activities of adults with disabilities. The
author shows that the diversity of the social environment (virtual and real) can largely affect
maintaining satisfactory relationships with other people and to effectively deal with some
problems related to disability. The author writes: "people who use the Internet, and in
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particular these, who are the participants in the virtual communities, are assessing their life
better than those not participating at all in diverse social environment called the Internet"(p.
71).
Polish adults of both sexes with various developmental disabilities (including
intellectual disabilities of mild and moderate levels) jointly with their parents are currently
regular participants of various social media networks including Facebook. There is for
example Facebook fun-page developed by Polish female poet with Down syndrome (and her
family) tit. Miss Mary of Poems (Borowska-Beszta 2015). Borowska-Beszta (2013)
conducted the ethnographic research in 2007-2009/10 and analyzed the lifestyles of 50 young
Polish adults with intellectual and developmental disabilities and indicated online activities of
adults with mild and moderate intellectual disabilities as members of Our Class a Polish
website grounded thematically in schools and education. Such activities gave the participants
a lot of enjoyment and social connections with former or present school colleagues, friends
and teachers. The interesting remark the author made observing personal profiles on Our
Class (Nasza Klasa) of adults with intellectual disabilities, that there was no single adult who
would openly mention and place as well as the full name own attended or graduated school
(special school, special vocational school etc.). The names of special schools as the stigma
pattern, remained the taboo area. However, in many cases participants of the ethnographic
research, adults with disabilities had many former teachers in the circles of invited friends.
Research Design
Reported qualitative research was grounded in constructivist paradigm after Denzin,
Lincoln (2009), Jamielniak (2012a, 2012b), Kubinowski (2010), qualitative methodology
according to Creswell (2009), Angrosino (2010), Silverman (2010), Flick (2010), Kvale
(2011), Gibbs, (2011) and nethnographic method according to Kozinets (2012). The
qualitative research was carried online in Poland since 2016-2017 online within 4 Polish
online groups developed by members of generational families of persons with disabilities.
The main research question was formulated as following:


how families (from 4 organizational cultures online) with members with disabilities
are active on social media in the context of the law and legal issues?

The detailed research questions were specified as:



what attitudes express the families of people with disability towards an existing law
and legal acts?
what artifacts, espoused beliefs and values and cultural assumptions can be
distinguished within researched groups?

Method
According to Creswell (2009), Borowska-Beszta (2005, 2013), Flick (2010), Silverman
(2010), Kubinowski (2010), Angrosino (2010), Jamielniak (2012a, 2012b) and Kozinets
(2012) qualitative researchers indicate, that the basis for the project is to define topics, areas
and precise research questions. The research project started with general issues as:



First: defining the main theme as law and attitudes towards by the families of people
with disabilities.
Second: designing the main and detailed research questions, that formed the ground of
the analytical form.
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Third: identifying and selecting the scene and purposive samples as online groups.
Fourth: observing selected online communities and collecting the data for 8 months.
The collection was done by systematizing research material according to the elements
of organizational culture.
Fifth: analyzing of collected research material, interpretation of the results.

Purposive Sample
Initial analysis of accessible Polish community portals and internet forums showed, that
within the Internet websites exists possibility to find many various places with families
having members with disabilities as participants. For the research purposes there were chosen
3 online forums and 1 Facebook group listed below with encryption assumptions. All selected
Internet forums have received codes as Forum A, B, C, and the Facebook group has been
marked with A.





Forum A – forum of parents of children/youth/adults with Down syndrome:
4000 members
Forum B - forum of mothers bringing up children/youth/adults with disabilities:
5000 members
Forum C - forum of families with people with congenital defects:
1000 members
Facebook Group A - a group on Facebook website of parents of children/youth/adults
with disabilities:
4000 members

Data Collection
Observation online
The observations and collection of the field notes (as comments, expressions, voices),
from 4 groups (3 forums on social media and 1 Facebook group) were undertaken for 8
months (since October 2016 – until May 2017). Internet non-invasive observation allowed
for reaching target groups, with which the direct contact can be hampered. The nethnographic
observation according to Kozinets (2012) has passive character, that is called peripheral.
However, according to the author the conduct of research in the Internet environment limits
the possibility of observing psychological reactions of the participants. Choice of observation
as techniques was associated with a factors we precise below. Important was enhancing the
possibility of the access to the information from families of people with disabilities without
interrupting and interfering into their privacy. There were chosen the roles of the researcher
"standing on the sidelines" that is observing without the active participation within the
community.
Goals of observations:





First observational goal was to obtain a deepest attainment to existing artifacts,
materials, created by the members of groups
The other goal was to reach real values, beliefs and feelings of families of people with
disabilities, expressed spontaneously as their reactions to changes in the legal system
that creates
Third goal of the observations was to analyze the written interactions between
members of individual groups.
The analyzed patterns concerning the activity of families of people with disabilities
towards Polish provisions of the law were concentrated around years 2015-2017. This
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decision was made according to intense period of legislative changes in Poland related
to life of people with disabilities and their families.
Ethics of Data Collection




The names of 3 forums and 1 Facebook group were anonymized and coded as Forums
A, B, C, and Facebook Group A
The observations were undertaken only in public open forums and groups so personal
consent wasn’t needed.
The optimal and accepted was non-participant and passive observation as the research
technique

Data analysis
The basic used tool during observations was the observation form. All analysis of
collected data were based on the observation form prepared according to 3 levels of the
organizational culture model by Schein (2010).
Table 1. Observation form
Organizational culture levels
1.

2.

3.

Legal artifacts:
 What specific patterns of attitude towards law exist in communication of members of
families with people with disabilities?
 What visual and textual artifacts represent groups identification (photos, texts)?
Espoused beliefs and values:
 What are the values and beliefs of the members of analyzed groups?
 How do members of the group refer to the legal issues in the Polish legal system?
 What norms are the basis for the formation of values within groups?
Cultural assumptions:
 What are the sets of beliefs and assumptions that underpin the group members?
 How do group members perceive other people outside of the groups ?
 How does a group perceive itself ? (e.g. as being dominant or trying to get out of the
niche)
 How are the members of the group oriented towards the past, the present or the future?

Analytical Steps






Field notes collection.
Coding, categorization, comparison. Selecting, tiding up statements of comments
made by people and own notes according to research questions.
Abstraction. Was tied with separation of categories in the more general and abstract
groups related to three levels of organizational culture, according to Schein (2010).
Internal generalization. The sets of categories tidied up of the category in order to
develop certain internal generalizations.
Formulating concepts and interpretation. The last stage of action associated with
analysis and interpretation of the research material.

Results
Results of the nethnographic research are presented according to the 3 levels of the
organizational culture model by Schein (2010). The author writes that, artifacts are
constituting the basis of functioning of organizational cultures. They are open, easily noticed
elements without going deep into the structure of action of the given community. In the
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context of families of people with disability as the most interesting we recognize these
artifacts that are connected with the self-image, communication, and interactions between
members of specific 4 online groups.
Artifacts
In case of artifacts we notice interesting areas in terms of analysis of the organizational
culture. Artifacts are of special importance in the comprehensive insight at activity of families
of people with disabilities. However, they do not refer directly to sphere of provisions of the
law neither the way participants of forums and group are taking a stance on these provisions.
Research indicates, that artifacts are playing important role as the source of knowledge about
selves, general relationships between members of groups, forming the specific organizational
cultures. The artifacts associated with the sphere of the communication about the legal issues,
have a great importance on account of peculiar character of virtual groups. Communications
contents hidden within all comments constitute data are concerning two consecutive levels of
the organizational culture according to artifacts: material (visual, verbal) and symbolical
(visual, verbal)
Photographs: Are such artifacts, including ID badges and photographs of members of
analyzed 4 groups that are easily recognizable elements of the organizational cultures.
Extremely, photographs with members of the families are placing as the additional
components of the identification. A lot for users are attaching their own photographs to the ID
badge, that develops visually portals and forums. In case of families with children, youth or
adults with disabilities, very often are shared photographs of one's children. Parents are
sharing with other group members parts of their private lives that focus on children or other
members with disabilities. Photographs are sometimes depictions of smiling children of
various age, that are introduced alone or in the company of the parents or siblings. Showing
the identification such a way can be related in our opinion to the desire for joint surviving
experiences along with members of virtual community. Parents forming a union groups on the
Internet are creating peculiar disability cultures, for whom the shared fight against legal and
other oppressions constitutes the core pattern named as: for the good of children. Photographs
as the basic components of identification are a crucial elements of the organizational cultures
in the sphere of material and visual artifacts.
Mottos, Aphorisms, Quotations: Aphorisms, quotations and other types of texts are the
symbolic, behavioral artifacts that let the users of portals to enrich their statements. Members
of Internet groups are using motivational quotations from various sources in the objective of
strengthening of the statement and metaphorical handing over contents important for oneself.
These texts are becoming supplementing the statement or appear as the addition under the
main meaning of the comment. Some portals enable users to put plots accompanying their
statements. Aphorisms and quotations refer to such universal notions as: good, beauty or love.
These values were significant for all members of analyzed 4 organizational cultures of
families active online.
Values
Help: By pointing at common standards and cultural importance are being created
common spaces to the organizational cultures of the group of family members. Furthermore,
families are pointing online for the help and the interpersonal cooperation as to important
values in their lives. The aspect of the help is turning up repeatedly in communication
between people creating virtual communities. The help as expressed quality often shows the
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broad dimension by indicating that even difficult practical or personal experiences can bring
positive effects.
Openness and critical opinions of law: was also noticed during analysis of collected
data. Parents within 4 internet forums are giving very often their critical opinions about valid
provisions of the law. Members of 4 groups refer negatively to obligatory legal norms in the
Polish legal system. Discussions concentrated around the subject matter of amendments to
legal acts or creating new regulations are confirming it. The disagreement with restricting
laws towards families of people with disability constitutes the crucial element of the
organizational culture of groups. Families are paying attention to the lack of the
comprehensive look ruling to problems with that people with disability are contending. In our
opinion the data that is referred for perceiving provisions of the law by families has a
considerable value for people with disability.
Openness in discussions: means that 4 groups of families are not closed in space of
own opinions, but they are open on the opinions shared by the other members of a virtual
community. Openness characterizes their aspiration to that each of participants of discussion
would be treated without the limits by the group. Members of 4 groups of families with
children, adolescents or adults with disabilities are open to discussion as well as willing to
hear out the others’ opinions on themes, associated with legislative solutions and possibilities.
Cultural Assumptions
After analysis we indicate the 5 cultural assumptions lying deeply on the ground of 4
analyzed cultural online scenes and groups. There are: legal anxieties, legal hurts, legal
preventions, sense of togetherness, advocacy and subsidiarity.
Legal anxieties: Assumptions constituting the basis of organizational functioning of 4
online groups refer in great measure to anxieties, of the fears associated with the future and
verbalized by members. The time for families is becoming a crucial element of the everyday
life. Negative experience, experiences from the past, fighting about worth living here and
now, for oneself and closest, are finding their reflection in comments placed on community
portals through of families of people with disability. We would like however to concentrate
above all on the future, because issues associated with fear ad anxieties for the future most
often turn up at the context of perceiving provisions of the law by families with people with
disabilities. Parents are emphasizing that the legislative instability is heightening a feeling of
being lost in the anxieties, are associated with the more distant life. Families of people with
disability on the Internet are sharing their fears concerning changes in the provisions of the
law, that they perceive as worsening their situation in life. Inequality is an often expressed
pattern in the system of families’ opinions.
Legal hurts: Next cultural assumption holding 4 analyzed groups of families is sense
and feeling of hurt. Parents are showing views in certain areas literally and directly, however
these negative emotions stay in many cases in the latent sphere. Analyzed families of 4 groups
of people in opposition towards in improper legal terminations view, are joining the
comments concerning the social inequity. People are presenting the negative vision of
legislative organs. They express statements that they don't receive enough support from
authorities. Many times the participants of 4 groups share also opinions on being totally
ignored by authorities and legal system. Parents actively sharing their opinion on community
portals think, that they are wronged and are becoming a scapegoats, that it is they are
becoming main culprits of failures in life of their children.
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Legal preventions: Parents of children, adolescents and adults with disabilities are
emphasizing that existing laws and regulations are preventing them from correct functioning
in the society. Parents would like to work, would like to live without fear against the future
and financed protecting their children. Members of 4 groups are expressing the opinion that
their effort aren't noticed and appreciated through others. Families think that in the public
sphere they are being spotted as the ones which are unproductive. Families of people with
disability are spotting Polish provisions of the law as worse than the ones to which they are
applying in other countries. Acting people in frames of 4 groups analyzed are pointing at
positive legal solutions functioning in countries of Western Europe in order to pay attention to
the fact that, needs of people with disability and their families can to be included into the right
way in normative acts.
Sense of togetherness: With consecutive element of cultural assumptions constituting
the base of the 4 online organizational cultures of families there is a sense of togetherness.
Through a detailed analysis of placed comments on community portals, forums and blogs we
noticed that a special bonds were joining people, creating the given Internet communities. 4
groups of analyzed families who have members with disabilities are sensing the existence of
the unity between them through shared experience. They are creating online communities as
online cultures in fact the cultures of beliefs, norms, values, practices and desires. Within
provisions of the law communities move close to current functioning standard solutions and
to possible forms of changes in order to streamline the system of the support and the help.
Advocacy: Communities developed within 4 disability online cultures have besides the
desire for taking cohesive action about local as well as nationwide character. Parents involved
in creating Internet communities are motivating the high activity to themselves to the purpose
of the change of the own their situation in life. They are writing moreover about what was
already pretended to achieve. Joint achievements, successes are a crucial element uniting
community of families of people with disabilities. Members of studied 4 groups are
repeatedly emphasizing that positive changes, associated with provisions of the law, result
above all from their activity and activity to the purpose of the vital improvement the situation
of persons with disabilities. A feeling of being lost and the lack on the legal, institutional
support cause that parents are looking for help from other people with similar practical
experience of disabilities in family.
Subsidiarity: A concern and an interest of others are the last element associated with
cultural assumptions generated from the data collected from 4 online groups of families. We
perceive these elements in many statements of members of 4 Internet communities of families
of people with disabilities. In our opinion issues of the subsidiarity constitute the important
component shaping the organizational cultures of these groups. This issues were made aware,
but simultaneously very often was turning up in hidden (tacit) area. Interest in matters and
needs of the other is an important issue, very often expressed by members of studied families.
In the context of provisions of the law, members of 4 virtual communities we analyzed, are
highlighting that positive changes of the legal system can have a positive effect on a change
of social attitudes towards persons with disabilities and their families.
Conclusion
In Polish social and cultural realities the problems of everyday lives people with
disabilities and their families seem to be by a certain part of society however not always
properly noticed. Results of referred nethnographic research report show similar situation. 4
groups of researched online families are feeling left alone with their problems by the system
of support and legal solutions. We noticed also verbalized by participants of 4 online
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disability organizational cultures, areas of legal oppression, discrimination, stigmatization,
exclusion in the Polish dominant culture. The difficulties faced constantly by 4 groups of
families with people with disabilities, are related to many different areas as education,
employment, social activities, health care or income.
We must highlight, that social media and Internet have an important communication
functions – is the area that creates community and unique relationships within 4 groups being
analyzed (3 forums and 1 Facebook group). Analysis of collected data let us for drawing a
few most important conclusions related to current legal acts and law and its’ perceptions by
analyzed 4 disability online cultures.






First: The opposition to the legal system by the groups of families being analyzed is
pointing at the fact that members of 4 groups are deeply conscious of their social
situation and are aspiring to her improvement.
Second: Developed social bonds within groups and community are the important part
of the cultural assumptions of analyzed 4 organizational cultures.
Third: Members of 4 groups of families are spotting provisions of the law as wrong
and maladjusted to desires and needs of persons with disabilities. Therefore are
uniting into groups in the Internet space in purpose of joint debate about possible
forms of changes of the oppressing system of law. Also the fact that by forming the
unofficial quasi task-forces on the Internet, families of people with disability have a
chance for sharing own knowledge and unique experiences.
Forth: Provisions of the law constitute the important source of creating online the
organizational cultures of families with members with disabilities. The families are
engaging in the activity in social media and Facebook related to public debates in
reality on legislative changes. Online activities allow the members to form reinforce
social and cultural bonds between the other families with members with disabilities
and to develop online disability organizational cultures.
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Abstract
Political behavior can be defined as the actions and activities that an individual makes as an
autonomous choice and the decisions he or she makes to influence political decision makers
or those in their possession. There are many social factors that affect the political attitude
and behavior of the individual in this frame. Education, gender, occupation, family, etc. Some
of them. The "family", one of these factors, is the most important institution in which all social
and political processes are inherited since the birth of the individual. A lot of research reveals
that the family of an individual adopts and maintains political attitude.
In the light of these explanations, the main purpose of this study is to show the effect of
"family" on the individual's political attitude and behavior. The study was carried out
according to the literature review and it was examined from the findings of the studies related
to the subject that the effect of the family in the voting preference of the individual is in the
direction of the effect. In this context, a comparative analysis was made with other factors
considered to be influential in political attitudes and behaviors.
Keywords : Political attitude, political behavior, voting behavior, family impact

Introduction
Political behavior; What the individuals who constitute the society think about the
political events, the approaches, thoughts and tendencies in the face of the present events. In
this frame, the reactions that the individual and the individuals come together to the society,
the political events, and the actions they take in relation to such events can be evaluated as
political behavior.
The formation of political attitudes and behaviors of individuals; Theories about
choosing a particular party or candidate tend to focus on the individual's decision-making
process, and while trying to explain it, they analyze and analyze these theories in the context
of sociological, psychological, and rational choice.
The approach that attempts to explain the formation of political attitudes and behaviors
from sociological point of view rejects the individualism that economic and psychological
approaches particularly emphasize and tends to focus on group bases. Individuals' attitudes
and values systems emphasize their political behavior and this approach focuses more on
religion, family, socio-economic status, place of residence, belonging groups (primary or
secondary) and so on. Factors are at the forefront. Thus, the main theme of the sociological
approach is not the individuals but the political groups, the parties and the sociological
constructs in which the basic approach is thought to affect the political behavior of the
individuals. One of the main features of these structures is that their norms are found and that
members can be punished in various ways if they are not followed. In this direction, the
individual may want to avoid being in conflict with the norms of the group and not face
possible penalties in his political behavior (Kalender, 2000, p.51).
One of the theories explaining political attitudes and behaviors is the psychological
approach or the identification with the party with the common name. The essence of this
model is the love, commitment and admiration of the individual towards a political structure.
This supporter can be thought of as holding a soccer team. This model carries data rather than
personal actions, rules about behavior rather than moral sermons. So, the basic assumption of
the approach is that the partisan preferences of the individual depend on the direction and
power of the elements that encompass a field of psychological forces. The measurement of
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the direction and intensity of attitudes is used in the estimation or calculation of most political
behaviors.
According to the model of identification with the party the individual is turning
towards political affairs before reaching the age of voting, and this orientation strongly
reflects his social environment. Identification with the party takes place within the family at a
young age, and stronger psychological loyalties to a particular party occur in the children of
parents who are intensely interested in politics.
Another model that explains political attitudes and behaviors is the rational choice
approach. The basic assumption of this model is that the individual is well aware of his own
interests, evaluates a candidate or a party that will best serve those interests, and as a result is
the most appropriate candidate or party orientation.
In the light of these explanations, this study evaluates the formation of political
attitudes and behaviors of the individuals, the effects of these attitudes and behaviors on the
individual's political participation activities and the "family" factor, which is thought to be an
important effect on the political attitudes and behaviors of the individual.
Political Area and Participation
There is no single and common definition agreed between politicians and social
scientists on the concept of political participation. Some thinkers explain the impossibility of
a common and universal description by linking three basic escapes. Namely; (1) Part of the
reason for this is that participation is accepted as a process involving efforts to make
democracy work in both developing and developed industrial societies. (2) Another problem
arises from the identification of participation with democracy, the participation being
regarded only as a phenomenon specific to democracy. (3) Another reason why there is no
common definition and theory is the more practical application of today participation (Turan,
2017, p.197).
In this respect, functional definitions are made at different fields and levels, such as
national, local or working life, which are appropriate for their own purposes, their structure
and the nature of their relations. Thus, the normative, procedural, and behavioral aspects of
participation practices are limited to the area in which they are located, thus preventing both
universal recognition and the development of a common theory. On the other hand, it is
becoming more difficult to reach a common understanding as the reason for the application is
to examine the theoretical framework in which participation is addressed within its own
variables (Uysal, 1984, p.109-134).
On the concept of political participation, as mentioned above, due to the descriptive
and institutional diversity, the efforts to define the concept can be examined in three main
groups in terms of their basic characteristics. In the literature, it is seen that the concept of
political participation is considered as a concept that includes some types of behavior, some
political attitudes and orientations to affect political decision makings in some definitions as
well as behavior. Another political participation in this framework is the view that is based on
attitudes and behaviors, and the concept is considered within the framework of authority
relation and decision-making process.
If the definition of the concept of political participation as a kind of behavior is first
considered as "the choices and actions that the person makes as an autonomous decision and
the actions and actions they make in order to affect those who are present in political
decisions as a result of their decisions or decisions made by them, , An opinion that evaluates
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any kind of behavior that is likely to affect political decision-makers or influence those who
are held in the hands of these authorities as political participation. Again, according to this
definition, it does not matter whether the behavior is legal or illegal in this respect. If the
individual is illegal, he or she is considered to have achieved political participation with all its
activities aimed at the purpose (Özbudun, 1975, p.4). On the other hand, with this definition, a
person who strives to persuade the translators for a political party vote, a person who has
voted for a certain political party, who donates money to a certain political party, who is
involved in campaigns and rallies of that political party, It can be argued that the individual
who committed political murder is also involved in political participation or action.
Assassinatedly, the person who participated in the government coup d'état, the rebellion and
the revolution can be considered to have participated in political life if it participates in the
influence of others, with voluntary preference (Kalaycıoğlu, 1983, p.22). So, according to this
view, there are two basic conditions for accepting legal action or illegal action as political
participation. The main purpose of these is to influence the political decision makers and the
second is the activity or behavior that the individual engages with his or her decision, even if
it is about the influence of others. A similar approach to political participation is defined as
"legal action by citizens to elect government officials and to directly and indirectly influence
the work they do". Contrary to the notion that political participation in the first definition here
is unconstitutional, as opposed to the notion that illegal actions are included in the concept of
participation, political participation is considered as a behavior, but only political activity is
included within the scope of legal actions.
Another definition that sees the concept of political participation as behaviors to
influence political decision makings is "to engage in successful or unsuccessful legal or illegal
actions designed by themselves or others to affect the staff or decisions of central and regional
state bodies" (Ozbudun, 1998, p. 48) In other words, in defining this political participation, it
is seen that all behaviors involve political participation without making legal and illegal
discrimination similar to the above first definition.
The second group of political participations is a definition that assesses the attitudes
and orientations of individuals as well as their behavior in terms of political participation.
According to a definition that can be included in this group, "political participation is a
concept that determines the attitudes and behavior of people in the community (citizens)
against the political system. Thinking this to be just voting with elections would be an
incomplete and misunderstanding. Participation encompasses a broad range of attitudes and
activities, ranging from simple remoteness to intensive action (Kapani, 2005, p. 131). In this
sense, it is pointed out that the political attitudes of the individuals can also be regarded as
political and many levels of political participation will be determined in this respect. Another
author, by a similar approach, emphasizes that they are lacking in two fundamental ways by
criticizing the behavior-based explanations of political participation. According to this article,
this type of perception is inadequate in that the first person does not have events related to
participation, such as the level of interest in politics, the feeling of political efficacy,
confidence in the people around him, and the second, neglecting the types of symbolic
participation that are not aimed at a certain purpose (Turan, 1991, p. 47). This view
underscores the fact that the understanding of the political phenomenon will be achieved by
adding the political interests, knowledge and attitudes of people to the definition of political
participation in order to overcome these deficiencies.
According to Daver (1993, p. 203), who is also explaining political participation in
terms of behavior as well as attitudes and orientations, political participation defines "the state
of the individual as opposed to the political system as a concept of attitude and behavior".
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Some social scientists deal with political participation in a slightly different way than the two
definition groups attempted above, and examine the concept of political participation in terms
of decision making process and authority relationship. According to them, "the process of
participating in decision making and control processes of the system is a process related to
decision making from the point of view of the individual in order to ensure system continuity;
In the political system, an authority relation with inequality and hierarchical differentiation
among the participating parties in terms of controlling and influencing the elite of the
individual. Thus, participation will be the process of influencing the decisions of a party in the
top position "(Uysal, 1984, p.109-134).
Therefore, the concept of political participation associated with a decision process is
tried to be explained as an authority relation on the other hand. From this point of view,
political participation and participation in authority relate to the sharing of the power of order
that the political authority has in political participation, expressing the relation between the
rules which are the power of command and other systems, and the people who have to
perform these rules with the system that connects the society (Uysal, 1981, p.62-73).
In this framework, the ways in which individuals participate in political life are as
follows (Birch, 1993, p.81).


Voting in national elections



Participation in direct democracy methods like referandum



Participating in propaganda or other campaigns in elections



Active membership of a political party



To take part in political demonstrations, industrial strikes and similar activities aimed
at changing public policies



To take part in various forms of civil disobedience such as refusing to pay taxes,
opposing compulsory military service



To take part in the advisory units of local or central government



Become a member of various institutions that consumer rights



Intervention in the implementation of social policies by various means



To take part in various forms of social actions related to conjuncture such as
environmental problems, housing acquisition

In other words, it can be seen that the concept of political participation cannot be
limited only by behavior and it is closely related to various attitudes such as political interest
and political activity. Therefore, given the close connection between political attitudes and
behavior, it can be considered as a concept expressing all the activities and behaviors that are
aimed to influence the decisions taken by the individuals in the political system, the attitudes
and orientations they have regarding the system and the authority authorities related to the
functioning of the system. However, the attitudes and stances of the individuals against the
political system and political events will not be the same. It is necessary to think in terms of
the dimensions that Milbrath (1965) has developed that participation at different levels will be
the subject of discussion. According to this, the members of the society are in three groups
against the political events. These are the most difficult groups of gladiatorial activities,
transitional activities, and spectator activities (Milbrath, 1965, p. 18-23).
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Actions such as serving in a public or political party, nominating for a mission,
funding for political purposes, joining or participating in an important meeting of political
parties, or spending time in political campaigns are gladiatorial actions. Participation in a rally
or meeting, financial aid for a party or press group, and communication with public officials
or political party leaders are transitional actions. Finally, actions such as moving a party or
candidate badge, trying to persuade a person to take political action in a particular way, and
keeping him open to political spikes are spectator activities (Milbrath, 1965, p.27-30).
Looking at the other views, which try to explain the levels of political involvement
dealt with in the main lines on the basis of various criteria, it is seen that almost all the
common characteristics of the society have changed according to the social and human
structure of the political system of that society, especially in comparative researches,
according to the concept of "political culture". For this reason, it is necessary to consider the
possibility that these qualities may differ when the levels of political participation of societies
are determined. Because the aforementioned factors determine the level of political
participation, their positions with definite and prioritized effectiveness are determined. It is
therefore impossible to determine a level of political participation, which is valid for all
societies, separated by strict boundaries.
There are many factors that affect political participation. Education, gender, age and
family are some of them. The family factor is an important factor that the individual has been
in since he was born.
Political Participation and Family Factor
The individual gets acquainted with the first social life in the family establishment
where it is a natural member from the moment of birth. Basic values, attitudes, norms, and
belief patterns are the family environment for the child who has met with the family,
especially until the school period, and the unrestricted information source of determination is
unlimited. From this point of view, the family conveys certain decision-making patterns with
concrete social relations as well as with the social values and norms of the child through the
conscious socialization process. For this reason, the family has a socio-political significance
as an element of both selection process and behavior (Uysal, 1984, p.116).
The family may not directly convey the political attitudes, values, norms and beliefs to
the child. However, what children learn from their families may have political consequences.
Authoritarianism is a good example of this kind of phenomenon. Those who are authoritarian
tend to be obedient to those who are higher than themselves, that they should not be criticized,
and those who are in the subordinate tends to think that they should not resist orders. The
method of raising children leads to the identification of the authoritarian personality, which
may include political value judgment and attitudes, such as disturbing political competition,
being hierarchically organized, thinking that everyone has a certain place in society (Turan,
1991, p. 56).
When the influence of the family on the political participation is examined, it can be
said that the child carries more or less the influence of the attitudes and choices in the family
in the future, especially on the party selection, the level of political interest. The child may be
exposed to the effects of his parents in deep emotional ties at an early age, so that he or she
can identify party preferences, for example, in accordance with or similar to that of his father
(Kalaycıoğlu, 1983, p.22). Researches on political elections also show that they come from
families who are more interested in politics (Turan, 1991, p.56). Therefore, it is important to
note that, in terms of political participation, the family is quite important in terms of creating a
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political and social model for the individual, while the effect of the family's dependence on
the individual is dependent on various factors.
Political participation has an important psychological role in addition to the economic,
cultural and social aspects of the family. The fact that the choices and decisions of the people
are supported by family members is reflected in the political life as well as the social life. The
people they support are more interested in politics and strive to be more active.
The family is an underlying influence on children's emotional attachment to a political
party. According to some researchers, in the process of political socialization of children, in
the grafting of political party identity, family is the biggest factor. The exchange of political
information between parents and children in the family increases the likelihood that children
will be elected as political parties at a young age as well as the political party supported by the
parents of the chosen party (Karakoç, 2000, p.39).
If there is harmony between the mother and the father, the child is naturally more
likely to support the same party. A research shows that; In France, the exchange of
information between children and parents rarely occurs, so % 28 of the French adopts the
identity of the same political party as their father. However, this ratio reaches % 82 in the
USA. As a result, it is possible to talk about strong interaction and stability between
generations in terms of political party loyalty in the United States (Karakoç, 2000, p.39).
Children are generally interested in the identity of the party that their parents prefer.
This identity will be a feature that the child will bear for life. Political stability in that country
is also important in the formation of the identity of the party. In places where there is no
political stability, the choice of party is constantly changing.
When you look at other countries, you can see how your political identity is. For
example, voters in France express their political preferences in the form of right-left rather
than party identity, and so on to their children. Research shows that the political choice
expressed in the right-left form is more permanent than that expressed in the form of party
identity (Ventura, 2001, p.668).
Looking at the Netherlands, it also shows different parties in the same ideology than
standing on one party. Children in the Netherlands are close to the parties on the same
ideology line even if they do not vote the same party with their parents in their political
preferences (Ventura, 2001, p.668).
It is influential in political preferences as well as leaving an impression on every
behavior by factors such as having an institution that has been in existence since the birth of
the family member and sharing common culture and having a common past. The person
learns the political thought first of all in the family. The idea that his parents are interested,
voted, supported. When we look at the research done, we can see that the family is directly
related to political interest and political participation. The individual trained in a family with a
political interest will want to take part in more politics.
Conclusion
When the family is considered as a social factor affecting political attitudes and
behavior, the structure of the families affects the political attitude and behavior of the
individual. Although the structure of the family is a factor that determines the type of the
society, the broader, patriarchal family members are less involved and less interested in
politics at all levels than the individuals of the core families. Because the political cultures of
the families of these families are weakening their tendency to participate in politics.
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As a result, the levels of the individual's political attitudes and behavior are influenced
by their families. The family institution plays an important role in the life of the individual.
When a person makes a political decision, the family can be influenced and oriented
according to their immediate surroundings like a friend.
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Abstract
Various studies conducted into mainstreaming implementations in preschool and primary
school but implementations in light of data are rare in the secondary schools. To provide
valuable insights to this gap in the literature, the present study was conducted to identify the
requirements in resource room implementations in a secondary school and demonstrate the
contributions of the actions produced to improve the needs that were determined. The
research was conducted as an action research. 12 mainstreaming students in 5th, 6th, 7th and
8th grade, 20 field teachers, three counselors, researchers and field specialists took part in
the study. Data were collected using qualitative methods; interviews, observation, researcher
notes, and documents. The data were analyzed with descriptive and content analysis. The
research findings are explained under the following headings: needs assessment,
preparation/implementation of the action plan and assessment after implementation. Our
findings revealed that teachers had limited knowledge of teaching methods and on the
implementation of teaching; they had high expectations from the students and because of the
intensive curriculum, time was an important problem for the teachers. To meet the identified
needs, an action plan that included the organization of RR and the on-the-job training of the
teachers was prepared. During the implementation phase, a cyclical process of innovation
and changes were followed. Following the implementation, the teachers and counselors
evaluated the on-the-job training as being different from traditional in-service training and as
an innovative education process that increased teacher-student motivation and participation.
Keywords Resource room, mainstreaming, secondary school, on-the-job training, action
research.

Introduction
Nowadays, what valid is that each student is at the equal level and equally important,
necessitates the inclusive education implications that require students with special needs to
continue their education in general education classes (UNESCO, 2017). While it is important
to adopt this universal approach, it is more essential to be able to put this approach into
practice. The principal center that should carry out this vital responsibility is the school. What
is expected from schools is that schools should support the academic achievements of all
students, including those with special needs and meet their requirements at the highest level
(DeSimone & Parmar, 2006; McLeskey, Waldron, & Redd, 2014).
Today, when schools are the main focused, although the legal arrangements and
expectations about mainstreaming implementations are clear, it is seen that students with
special needs and the related actors continue to experience problems (Özaydın & Çolak, 2011;
UNESCO, 2017; Yılmaz & Batu, 2016). The most influential people among these actors are
the teachers. Teachers’ positive or negative perceptions towards mainstreaming determine the
quality of mainstreaming implementations (DeSimone & Parmar, 2006; Montgomery &
Mirenda, 2014). The pre-service and in-service-training teachers receive, small class sizes,
staff support, and reduced workloads are influential in teachers’ positive perception of
mainstreaming. Teachers are able to carry out successful mainstreaming implementations
with the support provided by school administrators (Karge, McClure, & Patton, 1995;
McLeskey et al., 2014; Montgomery & Mirenda, 2014). Because of the students with socialemotional problems, sensory sensitivities and learning differences in today's classes, there is
an increase in teachers’ need of knowledge, the need for time and support staff. If these
services are not provided, the achievement success in the implementation of mainstreaming is
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considered to be unrealistic (Batu, 2000; DeSimone & Parmar, 2006; Katz, 2013; Özaydın &
Çolak, 2011).
Although there are many studies in the literature on preschool and primary school
mainstreaming implementations, little research conducted on mainstreaming implementations
in secondary schools (but see DeSimone & Parmar, 2006; Mackey, 2014; Watson, Gable, &
Morin, 2016). For many students who pass from primary school to secondary school, much is
new and different, such as having a different teacher for each lesson, an increased number of
lessons, content-based instruction, and joint assessment and exams. While in primary schools
there is a flexible program in which the basic skills are taught, in the secondary schools there
are more intensive programs, focusing on academic success, for which advanced knowledge
is provided on previously acquired knowledge (Mackey, 2014; Santoli, Sachs, Romey, &
McClurg, 2008). The processes of adjustment to secondary school and the academic
achievement of students with special needs vary from one student to another because of
students’ previous learning levels, learning differences, attention and motivation levels and
emotional and behavioral problems. It is seen that the teachers of branch/field lessons in
secondary school classes do not adequately equip students with special needs (DeSimone &
Parmar, 2006). There are many studies that showed that subject teachers do not even have the
time to get to know students individually because of the limited number of course hours and
the intensive programs teachers need to complete (DeSimone & Parmar, 2006; Mackey, 2014;
Mastropieri et al., 2006). In the literature, it is also emphasized that the expectations of
teachers from secondary school students are higher. Teachers expect their students to
understand what they read, to have gained written expression (Santangelo, 2014; Walker,
Shippen, Alberto, Houchins, & Cihak, 2005) and problem-solving abilities (DeSimone &
Parmar, 2006; Watson et al., 2016), as well as being responsible for their own learning and to
have independent study habits.
Special needs students placed in secondary schools are mostly those with learning
disabilities, mild mental retardation, behavioral and emotional disorders, communication
disorders and attention deficit/hyperactivity disorder (Aron & Loprest, 2012; Wagner,
Newman, Cameto, & Levine, 2006). These students often have difficulties in simple reading
skills, fluency in reading, reading comprehension, written expression, problem-solving and
listening skills due to the learning disability, low tolerance, attention problems and lack of
motivation and it could, thus, put most of the students behind their peers (Mastropieri,
Scruggs, & Graetz, 2003; Messinger-Willman & Marino, 2010). The academic failure of
students with special needs in secondary school programs also brings the anxiety of returning
to special education classes, together with losing the chance and opportunities of a general
education (Mastropieri et al., 2006). Since the responsibility of the students with special needs
in general education classes is in the hands of general education teachers, studies report that
with teachers’ supportive and encouraging attitudes will increase students’ motivations, the
classroom atmosphere will be positively affected. Thus, this will be effective to boost
students’ academic achievements (Boyer & Mainzer, 2003; Hodgson, Lazarus, & Thurlow
2011; Usher, 2009).
In Turkey, although there is not any national report on the quality of mainstreaming
implementations in the secondary schools, the Support Education Services, which are
expected to carry out mainstreaming implementations, are defined as providing expert
personnel, tools and equipment, training and consultancy services for individual students with
special needs, their families, teachers and school staff. At the same time, it is also proposed
that schools should meet these needs through local resources (MEB, 2008). Although legal
provisions guarantee the right for education for every individual with special needs, some
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problems are encountered in schools during the implementation of certain requirements and
the local resources that should address their resolution are unable to meet these needs (MEB,
2010; TOHUM/ERG, 2011a; TOHUM/ERG, 2011b). As a result, the resource room
education services that reach general education teachers in mainstreaming schools in the
country are limited to central or local in-service-training seminars and mobile teaching
implementation and resource room services that are provided for the students with special
needs. In the following section, the implementation of the Resource Room (hereafter RR), on
which MEB has focused in recent years (MEB, 2016), has been examined in light of
international and national field literature to enhance mainstreaming implementations.
RR is a setting and implementation wherein students with special needs, as well as
especially talented students, are provided with special educational support by providing
appropriate tools and educational materials to ensure that students make the most of the
general education services (Mackey, 2014; McNamara, 1989; MEB, 2008; 2012). There are
studies conducted in the international field literature which showed that resource rooms were
more widespread and made more positive contributions to student achievement in the 1970s
and 1980s (Leinhardt & Pallay, 1982; Rea, Mclaughlin, & Walther-Thomass, 2002). In the
subsequent years, with the adoption of the principle of the least restrictive educational settings
for placing the students with special needs in an educational setting, resource room
implementation has gradually decreased (Leinhardt & Pallay, 1982). This decline is ascribed
to the reasons that co-ordination between general education programs and RR programs could
not be provided, and the criticisms that general education teachers considered the RR as an
opportunity to declass a student with special needs (Batu, 2000; Rea et al., 2002). Because
students with special needs have not been able to reach the desired academic achievement
levels in general education classes in recent years, educators and researchers have expressed
the need to benefit from RR implementation (Akay, Uzuner, & Girgin, 2014; Al-Zoubi &
Bani Abdel Rahman, 2016; Myers, 2016; Watson, 2017).
In RR implementation, students are separated from the general education classroom in
certain lessons and receive educational support in individual or small groups in line with the
objectives set out in the Individualized Education Programs (IEP) (McNamara, 1989; Watson,
2017). In RRs, counseling, teaching, and evaluation services are provided for students.
Among these services, deficits relating to the lessons and students’ homework are completed,
repetitions and exercises are carried out, and also study techniques and social skills are taught
(McNamara, 1989; Rea et al., 2002). A special education teacher should provide RR training
(Batu, 2000; McNamara, 1989). RR teachers, the general education teachers and the students,
working in co-operation in line with IEP are important for the success of mainstreaming
implementations; however, the problem is that special education teachers are few in number,
which frequently comes to the fore in the literature as well as in Turkey (Billingsley, 2004;
CEC, 2009). This problem, which has long been reported, arises from several factors, such as
the low pay of special education teachers, demanding working conditions, the excessive
number of students and attrition rates (Billingsley, 2004; Dewey et al., 2017; McLeskey,
Tyler, & Flippin, 2004). While the criticisms of RR in the 1980s are program- and teacheroriented, the more recent research findings show student-oriented criticisms. RR is preferred
by certain students to obtain additional help, to have more entertaining activities, simpler
studies, a quiet setting and to be freed from the tedium of general education class (Ünay,
2015; Vaughn & Klingner, 1998). Researchers have associated students' perceptions of RR as
settings where entertaining and easy studies are conducted, but effective training is lacking.
Considering students’ preference for a quiet setting, relevant research reported that if the
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general education classes are turned into more tranquil learning settings, their preference for
RR as an alternative could be avoided (Vaughn & Klingner, 1998).
The legal regulation related to RR in Turkey is being carried out under the scope of
Special Education Services Regulation (MEB, 2012) and Generalization of Educational
Implementations through Mainstreaming (MEB, 2008). When Operation Procedures and
Principles of the Resource Room, published on the MEB web page, is examined, opening a
Resource Room in schools and institutions where students with special needs study is
obligatory. Also, special education teachers, classroom teachers, and subject teachers
provided that they are primarily the teachers of the school, and special education teachers
working for the Counseling and Research Center for Educational Evaluation (RAM) or
teachers in other schools and institutions will be assigned to RR training (MEB, 2016).
Considering that Turkey has a paucity of special education teachers, it would not be realistic
to expect that special education teachers will be appointed for the mainstreaming
implementations in the near future. When studies on RR implementations in mainstreaming
schools in the national literature are reviewed, it is apparent that a limited number of research
has been conducted (Akay et al., 2014; Talas et al., 2016; Ünay, 2015). These research studies
have been carried out using quantitative (Ünay, 2015), qualitative (Akay et al., 2014) and
mixed methodology (Talas et al., 2016). The studies can be briefly explained, as follows:
Ünay (2015) examined experimentally the influence of the mathematics lessons on the
mainstreamed students in the elementary school RR on the mathematics lessons they received
in the general education class. The teaching given to 8 students in the experimental group was
confined to multiplication. When the success of the students in the multiplication process was
evaluated with the Basic Multiplication Processing Measurement Tool, the mathematics
teaching was given to the mainstreaming students in the RR, significantly increased the
mathematical achievement of the students when compared with the control group in the
general education class. In an action research study, Akay et al. (2014) described the teaching
problems experienced in the RR by three students with hearing impairments, who attended the
4th grade of elementary education at the Anatolian University Education and Research Center
for Hearing Impaired Children (İÇEM) and the solution proposals. In the RR, a teacher who is
a graduate of hearing impaired teaching taught one-hour lessons to the students on different
days in Turkish, Mathematics, Social Sciences, Science and Technology. Researchers
revealed that the problems encountered: movement of students to the RR, the difference
between the general education and support education programs, the difficulties arising from
the individual differences of the students, the difficulty of the Turkish texts and the general
education teachers not being open to cooperation. Despite the problems, students made
improvements in academic, social and communication skills. In the research carried out by
Talas et al. (2016), the current status of RRs in 24 schools (primary school, secondary school,
elementary education and high school) in Tokat was determined, and 24 teachers’
qualifications and attitudes working in these rooms were investigated. Both quantitative and
qualitative data were collected Their findings showed that there were not any RRs in some
schools, some of the schools had a shortage of materials and equipment, the majority of the
teachers working in the RRs were subject teachers, and the education provided was
inadequate and discontinuous.
Opening an RR is now obligatory (MEB, 2016) in the schools where mainstreaming
implementations are carried out in Turkey, and this will be an efficient opportunity if it is
performed in cooperation with universities, provincial administrators, local administrations,
school administrators, counselors and general education teachers. However, considering that
the responsibility for students with special needs is largely dependent on general education
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teachers, there is a necessity for job-embedded new in-service-training models, such as onthe-job training and consultancy services (Dekeyser, Van Rijn, & Jansen, 2005; Schepis,
Reid, Ownbey, & Parsons, 2001; Yılmaz & Batu, 2014).
The on-the-job learning approach is an implementation that does not lose its validity in
teacher education. The initiative to increase the number of hours for school experience in the
education faculty stems from the view that the implementations that will be performed by the
candidate teachers under the guidance of an experienced teacher will provide unique learning
opportunities for prospective teachers (Yıldırım, 2011). It is known that the on-the-job
training approach is used in teacher training as well as for the in-service training of teachers,
medical personnel, vocational and technical staff. On-the-job training is based on learning
new knowledge, skills, practices and technologies that are needed by an individual having a
profession, without departing from the work setting, under the guidance of an experienced
specialist, by undertaking the duties assigned by him/her, experimenting and observing the
practices of the expert (Dekeyser et al., 2005). Özdemir (2003) describes the term on-the-job
training as any learning activity that the individual acquires after he/she starts work and is
oriented to the aim of developing their career prospects. It has been observed that the teachers
who benefited from training based on repetitions and rehearsals, needed good implementation
examples (Horn, 2005), wanted practical training in real settings of the mainstreaming classes
and that they wanted the preparation of visual training tools from good implementation
examples because their own implementations could not be followed and no feedback was
given (Özaydın & Çolak, 2011). Therefore, it is emphasized that since the problems seen in
the mainstreaming implementations are experienced in the schools that are the centers of
implementation, the training to be given to the administrators and teachers should be more
focused on practice rather than theory, and that organizing this training in schools, even in a
class setting, would be more effective than making the organization outside. An on-the-job
training approach should be used in teacher training in special education and mainstreaming
implementations, and there is a need for further research (Özaydın, Tekin-İftar, & Kaner,
2008; Schepis et al., 2001; Vuran & Olçay Gül, 2012; Yıldırım, 2011). In this context, the
present study, which is about meeting the needs of the subject teachers giving resource room
education to mainstreamed students in a secondary school, in a real setting with on-the-job
training, will make valuable contributions to the literature.
Yıldırım (2011) highlighted “the need for teachers who question the 21st century
teaching and learning needs, accept the presence of the problems, approach the problems
with a researcher’s eye and know that the potential to close the gap between research and
practice.” He argued that the solution is not always in the program or the upper levels of the
management but is in the implementation itself, and through saying the person who can make
the best decision concerning this is the teacher himself/herself, Yıldırım (2011) pointed the
power of the teacher. This study was initiated when counselors who were experiencing the
problems encountered in the implementation of RR in a secondary school and were in search
of solutions contacted the researchers. The collaboration of practitioners and researchers, who
were in search of solutions to RR implementations, has been effective in conducting this
study as an action research.
The main aim of this research is to improve the education provided in an RR to the
secondary school students with special needs. We should note that school counselors
mainstreamed students and the subject teachers who teach them are the practitioners. The
following questions are asked in the scope of our research:
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a) What are the opinions of the practitioners regarding the RR implementation
process?
b) What are the opinions of the practitioners on the improvement of RR
implementations?
c) What are the opinions of the teachers about the on-the-job training they received in
RR implementation?
Methods
Model
In this study, an action research model was used following a request for help from the
counselors of a secondary school with mainstreaming implementation about RR
implementations, and to examine the real atmosphere during the mainstreaming
implementation and to find solutions for the needs that were revealed together with the
experiences of the researchers in the area of mainstreaming (Kayhan, 2016; Özaydın & Çolak,
2011). The action research process demonstrates a cyclical feature that ensures the
understanding of the problem, producing solution options and assessing the results by
applying the most appropriate solution (Çolak, 2007; Uzuner, 2005; Yıldırım & Şimşek,
2013).
Participants
The research was conducted in a secondary school affiliated to MEB in Gaziantep
province in the Southeastern Anatolia. The school has seven hours of lessons per day between
8:20 and 14:40. Each lesson takes 40 minutes. In the research process, the assembly hall in
the school, an RR where no lessons were being carried out were used for focus group
interviews, and the counselor room on the administration floor (2nd floor), where the RR
lessons were carried out, was used.
The participants in the research were identified using typical situation sampling from
purposive sampling methods. The selection of purposive sampling is a suitable method for
obtaining small scaled but in-depth data (Tashakkori & Teddlie, 1998). Twelve mainstreamed
students in grades 5, 6, 7 and 8 participated in the research. Twelve subject teachers took part
in the identification of the requirements phase of the research, of these five volunteer teachers
participated in the process of implementing the action plan and assessing the implementation.
Other practitioners were the three school counselors, the researchers and field experts. The
participants were identified on a voluntary basis, and letter/number codes were used instead of
their actual names.
Students
There were a total of 16 students with special education needs in the school; six of
whom were 5th grade, five were 6th grade; two were 7th grade, and three were 8th grade. The
chronological age range of the students varied from 11 to 15 years. The counselors indicated
that a student identified as gifted in the 8th grade and two students with physical disabilities in
the 5th and 6th grades did not benefit from RR education. A student in the 7th grade with
emotional and behavioral disabilities was not included in the study due to frequent
absenteeism. Six of the 12 students who participated in the study had a specific learning
disability, and the other six had mild intellectual disabilities. Of five female students, four had
learning disabilities, and one had mild intellectual disabilities. Two of the male students had
learning disabilities, and five had mild intellectual disabilities. Students are placed in the
school with full-time mainstreamed education report. It is not known whether or not they
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received special education support outside the school. Students are given the code names like
S1, S2, S3, S4, [...] S11, S12.
Branch teachers and counselors
Four of the branch teachers taught science, three taught mathematics, five taught
Turkish, four taught social sciences, and four taught English. Three of the teachers were male,
and the rest were female. When the teachers’ ages were examined, four were between the ages
of 26 and 35, nine were between the ages of 36 and 45, and seven were between the ages of
46 and 52. All the teachers had at least one year of mainstreaming implementation experience,
and their RR experience ranged from one to four years. The professional experience of
thirteen teachers was 16 years and longer. The experience of seven teachers was between 5
and 15 years. Only two teachers were previously trained in mainstreaming. 19 teachers
reported that they had not volunteered to work in the RRs, although one teacher had
volunteered. When replying to the question, how do you obtain information on mainstreamed
students? 14 teachers answered: “from the counselors”; two teachers: “through in-service
training” and four teachers: “by making my own investigations”. Teachers are given the code
names like T1, T2, T3, T4, [...] T19, T20. Among the participating teachers, five teachers who
voluntarily participated in the development and implementation of the action plan are Turkish
teachers T2, T3, Mathematics teacher T11 and Science teachers T16 and T17. The three
school counselors were female and had between 5 and 15 years’ experience. The counselors
are given the code names as C1, C2 and C3.
Researchers and their roles
The nature of action research requires researchers to cooperate and interact with the
practitioners (Yıldırım & Şimşek, 2013). The researchers in the study were two faculty
members and two research assistants, working in the special education department of a
foundation university. The first researcher had 26 years professional experience as a teacher
for 17 years and a faculty member for nine years. She published studies on mainstreaming
implementations (Özaydın & Çolak, 2011; Özaydın et al., 2008). One of the studies was
conducted using a semi-structured interview technique (Özaydın & Çolak, 2011). The first
two researchers undertook a course in Qualitative Research Methods in Special Education at
a doctoral level. The second researcher used qualitative research methods in his doctoral study
(Kayhan, 2016). The experience periods of the third and fourth researchers in the special
education department are two years and four years, respectively. They have had training in
MAXQDA Qualitative Data Analysis. When the researchers’ background is examined, the
researchers are experienced in mainstreaming implementations oriented to students with
special needs at both private and public schools and in qualitative research methods, data
collection, analysis, and interpretation. Due to the curriculum, one of the first two researchers
participated in all phases of the research together with the 3rd and 4th researcher. The
researchers fulfilled the semi-participant observer, director, active participant/practitioner,
facilitator and assistant investigator roles, in line with the nature of action research. For the
researchers, the codes R1, R2, R3 and R4 are used in line with the author sequence of the
present research. At least two, and from time to time all the researchers were present at all
three phases of the research.
Experts
In the preparation process and the implementation process of the research action plan,
a faculty member with a doctorate in the field of Classroom Teaching and two faculty
members, whose doctorate studies in Turkish and Science Education fields were ongoing,
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were consulted on the preparation of on-the-job training given to the teachers. The
occupational experience of the experts is 12, 8, and 10 years, respectively. The three experts
received MAXQDA Qualitative Data Analysis training. Furthermore, the opinions of a
Measurement and Evaluation expert were obtained on the collection, analysis, and
interpretation of the data. The researchers were assisted by the Special Education Club
students at the Special Education Department, in the preparation of sample materials, RR
class guidelines and program materials.
Data collection/analysis
The data were collected by the researchers, who participated in the spring semester of
the 2016-2017 educational year between the dates of February 14 to May 26, 2017 using
qualitative methods under the following headings: a) Interview, b) observation, c) researcher's
notes and d) documents. The data collection process and data analysis were carried out
simultaneously in the all phases of the study. Needs assessment for the first phase, data
collection was realized with focus group interviews (semi-structured), observations,
researcher’ notes and documents. In the second phase (i.e., the action/implementation plan
development process), data were collected using individual interviews (semi-structured),
observations, and the examination of researcher notes, and documents. For the last phase,
teachers' views regarding on-the-job training were recorded using the structured interview
method. The analysis of the data obtained by the semi-structured interviews (focus group and
individual interviews) was realized using content analysis, according to the following stages:
a) coding the data, b) finding the themes, c) the arrangement and organization of the data
according to codes and themes, and d) accessing results and interpretations from the findings.
Other data collection tools used in the research comprised of the observation record form,
field expert opinion form, researcher evaluation checklist, researcher notes, and documents,
which were analyzed descriptively. A descriptive analysis was performed by grouping the
data collection tools under the themes created within the context of their objectives (Yıldırım
& Şimşek, 2013). The data collection methods and tools are explained in the following
section.
Interviews
In this research, three focus group interviews and 10 individual interviews were
realized using structured and semi-structured interviews. During the phase for the
determination of RR needs, semi-structured focus group interviews (Bogdan & Biklen, 2007;
Yıldırım & Şimşek, 2013) were organized on the days (35 minutes, 35 minutes and 50
minutes, respectively) determined by 20 field teachers, three counselors, and 12 mainstreamed
students. The interviewers asked the interview questions prepared for the focus group
interviews in an established order, and the researchers served as the moderators. In the focus
group, the discussions carried out with the teachers and counselors; the educational evaluation
and placement process of the students, the effect of the lessons given in the RR on the
students with special needs, the problems experienced, the expectations and the solution
suggestions, were obtained. In the interview conducted with mainstreamed students, such
issues as the lessons they were taught in the RR, how the lessons were handled, the situations
they wanted and did not want to change, their expectations, and their suggestions for
solutions, were ascertained. A voice recorder was used during the interviews. The individual
interviews were held with the five teachers who participated in the implementation phase.
New data were collected for the action plan, by interviewing each teacher about the curricular
and extracurricular interests of the students, their needs, the problems they had encountered,
and what kind of support would meet their needs. The data were used to confirm the needs
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identified in the first phase and to formulate an action plan. The researchers recorded
individual interviews, took notes in line with the preferences of the teachers. After the
implementation, the data were collected using individual structured interviews (Yıldırım &
Şimşek, 2013). Teachers were asked about the strengths and weaknesses of the on-the-job
training, as well as the aspects they wanted to improve or change. The duration of the
interviews varied from 15 to 25 minutes.
Observations
The researchers participated in weekly RR classes on Wednesday and Friday of the
Turkish, Science and Mathematics teachers and made observations as semi-participant
observers for two consecutive weeks. During the phase for determining the needs, 240
minutes of observation was performed over 10 lessons. During the development and
implementation of the action plan phase, a researcher made observations as the active
participant and another researcher in the observer role. To collect qualitative data during the
observations, the observations were made following the Observation Registration Form,
prepared using the Directive on the MEB, Planned Execution of Education and Training
Studies (MEB, 2005). With the observation form, the physical environment, the
implementation process (method, efficacy, material, and scale/evaluation) and teacher-student
interaction were evaluated, and the qualitative data were obtained by taking notes on the
context. The three field experts were consulted, and their positive opinions were taken to
check how suitable the form was for the purpose. A Researcher Assessment Control List was
prepared to record the feedback, suggestions, and help directed to the teacher by the
researcher who participated in the implementation, and the feedback presented during one
lesson period were recorded by both researchers. The two researchers compared the recorded
quantitative data, and the participant researcher determined to what extent it could be used for
the implementation of each teacher.
Researchers' notes
The researchers also had the opportunity to interview the practitioners, in a
conversational way, as they had been at the school more frequently, during observations at
conferences, the RR organization and the implementation process. Yıldırım and Şimşek
(2013) described conversation-style interviewing as an approach that helped the researcher
collect the necessary and sufficient information about the different aspects of the research
problem in the natural stream of interaction for observation purposes. After the informal
interviews, the researchers took care to ensure that their notes were free from interpretation
and descriptive by corroborating their notes with each other.
Documents
In action research studies, different kinds of documents could be the source of data
(Yıldırım & Şimşek, 2013). In this research, official correspondence, previously and recently
edited RR photographs, the information form responses of students, photocopies are taken
from student notebooks, the IEP plan examples of teachers, the instructional plans of teachers,
photographs of prepared materials and activities and the RR material requirement list were
examined as documents. In addition, researchers also made use of the Mainstreaming Circular
(MEB, 2008), Special Education Services Regulation (MEB, 2012), Directive on the Planned
Implementation of Education and Training Studies (MEB, 2005) to prepare the data for the
identification of requirements, for implementation and post-implementation, to compare and
utilize them.
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Co-planning and reflecting/reflection meetings
In the implementation phase, reflection meetings were held at the end of each lesson,
in which the teacher and researcher shared their views on the implementation of teaching
plan, implementation process, student motivation and participation and on the implementation
of the on-the-job training. Then, co-planning meetings were held where the views on the
teaching plan for the following week and the things to do during the implementation process,
were shared.
Validity and Reliability of Data
Alongside internal/external validity and internal/external reliability concepts, which
increase the quality of quantitative researches, in the qualitative researches, it is seen that the
concepts of credibility/transferability and dependability/conformability respectively are
preferred (Pandey & Patnaik, 2014; Yıldırım & Şimşek, 2013). For this purpose, some
precautions were taken in the study to prevent problems that may pose a threat to the concepts
of credibility/transferability and dependability/conformability. These precautions are as
follows: The researchers spent at least two days a week at the school for about 3.5 months to
assess the identification of requirements, to assess the developing/implementing action plan,
and post the implementation. Data sources were diversified by interviewing mainstreamed
students, teachers and counselors; using different methods in the interview, observation, and
document analysis, as well as multiple data collection sources. The problems experienced
during the RR implementation in a secondary school were described in detail, in their reality,
as the result of the identification of participants by typical situation sampling, as one of the
purposeful sampling methods. The phases of forming data collection tools, data gathering,
and analysis were shared with a measurement and evaluation expert, and his opinions were
taken. In addition, researchers also obtained the views of field experts during the
development/implementation phase of the action plan. Data, data analyses, and documents
collected during the research process, were reported in detail and filed (Pandey & Patnaik,
2014; Yıldırım & Şimşek, 2013). As a result, this study attempted to provide validity and
reliability in light of the literature relating to the qualitative research.
Implementation
The action plan developed in this study was structured using need determination
results. First, the themes/sub-themes attained during the process of determining the needs
were reviewed to prepare an action plan. Secondly, individual interviews were held with the
teachers with whom the implementations were to be conducted, and new data were obtained
on the students receiving resource room education, about their interests, needs, the problems
they experienced in the classes and the kind of support that would meet their needs. The
themes realized through the analysis of the data were determined as student, teacher, and RR.
Strong aspects of the student theme are determined to be visual materials, their interest in
current events, such as music, TV programs, and the use of reinforcement. Weak aspects of
the student theme were detected as difficulties in the observance of rules, doing homework,
difficulty in learning and participating in lessons. Strong aspects of teacher theme were
determined to be professional experience, counselor support, and repetition method, whereas
the weak aspects are determined as in not preparing lesson plans, inadequacy in using
teaching methods and teaching, high expectations from students and time problems. Since
there is no RR, which is the last theme, it was decided to the meet teacher-student needs. The
action plan developed by the researchers within the context of the detected new themes and
sub-themes by resource scanning and interviewing the field experts, were as follows:
regulation of RR, teacher training, and specialist and material support in RR courses. The
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scope of the action plan was shared with the counselors and teachers, and information on the
method of implementation was given: expert support would be given by the researcher during
the RR lessons, preparations of the material would be facilitated, feedback would be given
during the implementations, there would be a model when necessary, and this implementation
would be considered as on-the-job training. With the teachers’/teacher’s acceptance of the onthe-job training approach, the researchers began to make preparations for its implementation.
Since the RR classes of Turkish, Science and Mathematics teachers, which were on
Wednesdays (T2, T16, T3) and Fridays (T11, T17) were suitable for the programs of the
researchers, these lessons were determined as the lessons in which to carry out the on-the-job
training. The commencement dates of the action plan were 12-14.04.2017 end dates were
31.05.2017-2.6.2017 and a total of eight weeks was planned, but the implementation could
not be started because of the April science festivals, end-of-the year preparations, April 23
National Sovereignty and Children's Day and the transition exam for secondary to high
school. Eventually, the implementation of the action plan was realized with 13 practice
classes; the regulation of the RR was carried out between April 7 - May 26, 2017, and
implementation of on-the-job training for teachers was performed between 3-26 May 2017. A
classroom in the school with appropriate facilities was designated as an RR class; however,
because the classroom was previously used for a different purpose, the contents were due to
be moved, and the on-the-job training of the teachers was instead conducted in the
counselors’ room, as the delivery of the hardware items for RR was delayed. The first step of
the on-the-job training practice was decided to be teacher training and the second step
feedback and setting examples to the teachers during class. The teacher training content
comprised the following subjects: learning difficulties and learning characteristics of students
with mild intellectual disabilities, the reasons for their problem behaviors, the use of
classroom guidelines and the break and the process of preparing and implementing a lesson
plan (Dekeyser et al., 2005; UNICEF, 2014). At the training session, the new role of the
researcher during the class was disclosed as the active participant.
Results
In this section, the findings are elucidated in three parts. The needs assessment in RR
practices, the process of development and implementation of the action plan and the postimplementation assessment. Each part is enriched with direct quotations on the themes and
sub-themes were reported.
The needs identified in RR practices
The six salient themes found during the identification process of the requirements,
which was the initial stage of the research, are grouped as lack of RR, perception of RR,
learning and behavioral characteristics of mainstreamed students, identification and training
process experiences of families, the teachers teaching in RR, conducting RR practices and
recommendations for RR implementations.
Lack of RR
“The classroom said to be the RR, is on the 3rd floor of the school, on the same
corridor as the 7th Grade classrooms. There is no sign or writing on the door of the
classroom. There are two large meeting tables and four or five chairs in the classroom. There
is no writing board, class materials, equipment or teaching materials." (R2, Researcher's
notes). The counselors said that the physical conditions of this classroom were not suitable,
there was noise because of the classrooms on the floor, and the door could have been opened
at any time during the class. Thus, the students and teachers used the rooms of the deputy
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principal and counselors and occasionally the teachers’ room, which was quieter as a resource
room. The majority of teachers emphasized that because there is not any specific place for RR
and the lack of educational equipment are a disadvantage regarding student motivation and
time not being used efficiently. T7’s highlighted how the scape for RR is significant:" Space
is important, and it is imperative that the space is for the children. Students do not know the
time of their own class; they do not know what time it will be."
Perception of RR
It was observed that all the students named the RR lessons as "special lessons."
Quotations from our participants articulate the process of explaining the RR practice to the
students and families. For example, S4 stated: “We do the special lesson by ourselves, only
me and the teacher.” C1 reported that: “The students did not want to come here at the
beginning of the year; I had a hard time persuading some of them. I explained it by calling it
a special class. Now they come. The parents also are pleased when their grades change.” The
students stated that they needed the special lessons as they complemented their shortcomings,
they had a better understanding of the subjects concerning the class, and they were preparing
for the transition exam from primary to secondary school. The majority of the RR students
(n=10 Students) explained their satisfaction with their high marks scored in the general exams
of the classes or the exams held in the RR, the one-on-one attention of teachers, and the
rewards given by the teachers. They also explained that the setting was tranquil and quiet in
comparison to their lessons in the classroom. A student stated that their exam grades had risen
and that they had received a certificate of achievement. S12 explained their contentment,
“For example, we were never able to receive a certificate of achievement or merit, yet here
we received it, you know.” S4 mentioned about the presents: “They give us presents, yes, X
teacher gives me candy. XX teacher bought me a wrap.” Two students stated that they were
very fed up with the RR because of the difficulty of the math class and the large amount of
homework.
The different learning and behavioral characteristics of the mainstreamed students
The different learning and behavioral characteristics of the students are represented in
two sub-themes as their strong and weak points. It was determined that among the strengths of
the students was their interest in visual and colorful materials and current events (such as
music, TV programs. Also, the use of reinforcement is effective on their learning processes
and to increase their motivation. It was determined that teachers often used food rewards,
such as tea, candy. S11 said: “Ali teacher was teaching us pronouns, he asked a question from
the last lesson, and I answered it correctly. And also had tea.” The findings showed that
students’ weak points were experiencing difficulties in complying with classroom and school
rules, coming to class without doing their homework assignments, their inadequate past
schooling background for middle school, learning difficulties and the presence of students
who did not participate in class. It was reported that a 7th grade student, S11, who started
school three years late, at the age of 15, because of spinal surgery, was hurting his friends
when he was frustrated because he was both older and physically stronger than his classmates.
Concerning student S4, it was discovered that he was hurting his friends during recreation
periods by pushing them and that he brought sharp objects with him, inappropriate for school,
during the first semester. Despite the fact that the students had the same diagnosis, it was
reported that they demonstrated individual differences, especially the lack of motivation,
affecting the RR classes, as well as their academic achievements, negatively. T5 indicated the
loss of motivation of the student, saying: “No matter how much I try to motivate him, on two
days running he faces me without doing his homework.” C1 said: “S8 gets bored easily, he
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wants to talk with someone. Of course, this is not possible when we’re one-on-one. Then he
doesn’t pay close attention.” It was confirmed that all the students were receiving support
education for mathematics and Turkish, the 7th and 8th grade students also received
assistance in physical sciences, social studies and English lessons. The findings revealed that
in the RR classes, the students were taught the skills that should have been acquired in
elementary schools, such as reading-writing, reading comprehension, and the four basic math
functions. The teachers indicated that it would not be possible for the students to succeed in
secondary school classes without having gained the skills that they lacked from their previous
education level. For example, T11 reported: "I have been teaching this subject for two weeks,
I have gone over this so many times, but he has not learned. Now you tell me what to do!” R3
shared his opinion regarding an example on the 6th-grade student’s notebook: "I photocopied
the homework page dated 8.3.2017 of the Turkish notebook. I was able to guess it was a
poem. But I could not read the words” (17.3.2017, R3, Researcher’s notes).
Identification and training process experiences of families
The counselors reported that the teachers were ready to cooperate with the families of
the mainstreamed students or with the families of other students with whom they were
experiencing problems but that some families failed to cooperate and that even if the student
was diagnosed in primary school, the families were trying to hide it. It was indicated that the
parents only became aware of the practice when the counselors persuaded them and their
children received RR support, and they saw the change in their grades. C2 said: “Yes, legal
support and physical displays always make things easier. Such as grades.” C1 stated that
families have delayed or even never initiated the diagnostic process because of their negative
experiences in the medical or educational diagnosis process, such as the situation of the
students they meet and the anxiety of being directed to special education schools. C1: “I
directed the family to the counseling and research center for educational evaluation, the
student took some tests, in the meantime the family returned upon seeing the students in the
practice school, rejecting the mainstreaming report. The student did not receive any resource
room education for one year because he had no report. They came back at the beginning of
this year and, on seeing the progress of the other students, wanted to continue.”
Teachers teaching in the RR
Two sub-themes were identified concerning the strong and weak points of the
teachers, under the themes of RR teachers. Among the strengths of teachers were their
professional experience, their contact with the students and receiving support from the
counselors. Experienced teachers who were well acquainted with the mainstreamed students
were more successful in RR practices. S8 reported that it was appropriate for a teacher not to
enter the class of a student they did not know: “The approach of Ali teacher is a bit more like
a friend. Also, our teacher teaches amazingly.” Counselor C1 exemplified the efficient nature
of their colleague. One student said the teacher taught amazingly: “Students are very fond of
teacher Ali: an experienced teacher. Our teacher is very calm and what’s more, has excellent
communication with the students. At the same time, this teacher is patient. There, the students
are successful, and they try to be good in the class of their beloved teacher.” It was seen that
the teachers received support from the school counselors regarding the problems they
experienced with mainstreamed students. The counselor explained that a teacher was thinking
that they were not being successful with a special needs student and shared this concern with
the counselor and wanted to know what to do. T5: "I have been working on this subject for a
month now, I have gone over this so many times, but he has not learned. I asked the counselor
what you would do. I want to understand if this problem occurs because of me or the child.”
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The teachers’ weaknesses were identified which included not preparing lesson plans for the
RR lessons, trying to adapt education according to the needs and the interests of the students
during the class, their expectations from students being low and experiencing time problems
for RR class preparations. It was observed that the teachers frequently recap during RR
lessons. T7 explained that recapping many times is not effective in the success of the student:
“No matter how many times I recap, he/she still comes without holding a pen. We're still
doing addition and subtraction. We are progressing very slowly. On top of it all, he/she wants
to take the transition from primary to secondary education exam.” The expectations of
success for the special needs students were determined to be low apart from two female
students. The teachers of the Turkish classes stated that they were working on reading and
writing, reading comprehension, and science and mathematics teachers stated that they were
revising the topics they taught in class, doing addition - subtraction and four-operation
problems.
Conducting RR practices and recommendations
Under the theme of conducting the RR practices, the sub-themes, RR program,
teachers' lesson load, shortcomings in teamwork and monitoring studies were obtained. C1
explained the preparation of the RR program schedule as follows: "The deputy principal is
doing the planning. When the timetable for the students’ classes is determined, it is imperative
that the needs of the student, the needs of the school and the teachers’ timetables are all taken
into consideration. After these are established and officially approved, the rest will work.” It
was observed that the lesson load of the teachers in the school, which has approximately 2000
students, was intense and the 15 hours per week the RR education the mainstreamed students
were entitled to, could not be facilitated by the counselors as one-on-one learning had proven
to be more successful. C2 explained this situation: “If the teachers’ 30 teaching hours are
filled up, we cannot assign any support teaching to him/her. Only teachers who do not fill
their lesson load are assigned support education duties. The resulting time shortage means
that not all the students can be given sufficient lessons. Then, we can only provide the student
with whatever they most need.” The counselors stated that the teachers could prepare and hold
separate exams in accordance with the IEP of the students. However, Turkish teacher T4 said:
“They get very low marks as we hold their exams jointly. Should we hold their exams
separately?” This finding showed that he/she was not informed on the separate exams for the
mainstreamed student. It was observed that monitoring and evaluation study on the
implementation process of the classes, where like other students at the school, the
achievements of the RR teacher and the student were assessed with the transition from
primary to secondary education exam scores, was not carried out. R3 evaluated the exam
achievement of the student by remarking: “In the Turkish class our S12 student made two
mistakes in 25 questions.”
Recommendations made for improving RR practices are related to continuity in
education, use of advanced technologies/organization of RR, teamwork, expanding practice
areas of teacher candidates and safety precautions. For example, T9 shared his/her
recommendation: “Teaching for mainstreamed students should even be continued during
summer, if continuity in education is not maintained, it is very difficult for these students to
succeed.” The English and Science teachers reported that the smart board practice had an
influence to increase the attention and motivation of the student. T2 on the organization of RR
stated that: “When the only room is large, the student is distracted, and the process becomes
more difficult. It would be good if it was like the partitions in the libraries” and shared this
recommendation. Teachers voiced that it was now imperative that all prospective teachers in
education faculties were given education and practice opportunities on mainstreaming and
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RR. T13, who mentioned worrying about the issue of safety, mentioned the necessity for
safety measures to be taken into account due to the problem behavior of the students: “There
should be cameras at the school. Some students are aggressive and dangerous. I am anxious
and leave the door open. But some are really nice.” The counselors stated that it was
mandatory to install an RR because there were 16 students in need of special education at the
school but that they did not know what to do to meet the needs of both gifted students and
students with disabilities in the same room. C1 discussed their needs: “We do not know how
to prepare the RR. As it will also be used for gifted students, we are researching for the best
way possible. If only there were an example model that we could take into consideration. We
really need your opinions on this issue.”
Development and Implementation Process of the Action Plan
In this part of the study, the process for developing and implementing an action plan
based on fulfilling the needs determined for the implementation of RR is explained. The
researchers prepared an action plan by sharing their solution-oriented recommendations with
field experts, teachers and counselors and giving them the opportunity to suggest their
opinions within the context of the themes identified during the process of identification of the
requirements.
The action plan includes organization of RR, teacher training and the practice of the
action plan. By sharing the context of the action plan with counselors and teachers with
regards on how to conduct practices, the researcher (R1) commented that the on-the-job
training approach was the most appropriate solution for the students’ lessons to proceed
without any disruption and enabling teacher training. It is noted that on-the-job training will
be conducted on Wednesdays and Fridays, when teachers give RR lessons, by providing
individual training in the topics they require, by helping them prepare materials, models
during the practices, and by giving feedback during the practices. With the acceptance of the
on-the-job training approach by teachers, the researchers have begun to make preparations for
its implementation.
The practice of the action plan was conducted in two phases and synchronously: a)
organization of RR April 7 - May 26, 2017, b) the teacher training was carried out as on-thejob training during RR classes with 13 practice classes between the dates May 3 - 26, 2017.
Organization of RR
It was decided that a room having the proposed features of the relevant circular (MEB,
2008), on the ground floor of an additional building incorporated to the school would be
organized as the RR (7.4.2017- Researcher’s notes). The RR was created by confirming the
list of requirements, the relevant circular, the literature review and the researcher's notes. With
the dedication of a permanent room for RR and the purchase of equipment, such as student
and teacher lockers, tables, chairs, bookcases, and materials; reference books, a wall clock,
colored sticky notes, pens, and school supplies, it is considered that some of the needs will be
met. Financial support from the Rectorate of Hasan Kalyoncu University has accelerated this
process (10.4.2017-Official letter), as the determined materials will also be used during the
teachers’ on-the-job training practice; however, since the delivery of the ordered equipment
was delayed, the on-the-job training was carried out in the counselor’s room where the
support education lessons are conducted. The purchased materials were placed in the
counselor’s room. With the RR classroom guidelines prepared by the students of the special
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education club, the students can be enabled to attend class timely and with no missing tools,
and the RR program panel allows the school administration to announce changes in classes to
teachers and students quicker.
The on-the-job teacher training practiced during RR classes and teacher training:
The first step of the on-the-job training was conducted between May 3-5, 2017, each
Wednesday and Friday, by two researchers providing one-on-one training to the Turkish,
mathematics and science teachers. The researcher completed the training as verbal
explanations and modeling by utilizing the materials and references he prepared. The duration
of the training lasted approximately 40 minutes. In order to enable the teachers to reach
congruence in their teaching practices, a teaching plan to be followed during class was
prepared and given to the teachers. The teaching plan consisted of a sharing classroom
guidelines with the students, describing the subject and the target behaviors to be taught to the
student, putting into practice the teaching, the use of the symbol reinforcement chart, and the
assessment and evaluation process. After the teacher training, the first step of the on-the-job
training, the first co-planning meeting, was held for the following week’s class. The
researcher noted the subject assignments each teacher would prepare and indicated that the
teachers should prepare their teaching plans and arrive 15 minutes before the class, to discuss
their preparations and to answer their questions. A teacher (T16) stated that he/she could not
always come 15 minutes early because he/she was on duty, so the researcher went to the floor
where the teacher was on duty to discuss his/her preparations. During these discussions, the
teachers’ lesson plans were examined, and positive feedback was given when the lesson
contents, achievements and activity relations, material and assessment-evaluation tools were
prepared according to the needs of the students and recommendations were made where it was
deemed to be necessary. In the first week, it was observed that T16 prepared a detailed
teaching plan, taught lessons over photocopies describing the states of matter and formed
short-answer and gap-filling transaction questions. Within three weeks, science teachers T16
and T17 taught the state of matter, the granular structure of the matter, erosion and
groundwater; and the mathematics teacher T11 had explained the lesson by solving problems
on geometric objects, addition-subtraction and single-operation problems. Turkish teachers
T2 and T3 carried out text analysis, finding “missing” words, using these in sentences, and
oral/silent reading. T17 modeled force by applying force to the toy car she brought, then
thinking that the student did not show any interest, urged the student to use his/her arm to
model the application of force once again. During the third week, T11 encouraged the
students to touch the empty pillboxes and plastic boxes he/she brought on the subject of
prisms and described the rectangular prisms, cube, and cylinder. T16 made use of the newly
acquired resources by encouraging student participation in various subjects, such as
landforms, volcanic formations and earthquakes. It was observed that about the subjects of
their lessons the teachers provided the students with examples from their daily lives and used
these as cues. The material prepared by the researcher and observed during class met the
needs of the students. For example, it was explained that as the student could not stay focused
on the text themed “Earthquake” he/she was reading, a reading frame was made and placed on
the text that was being read to the teacher, to ensure that the student concentrates only on that
section. In the Turkish class, it is suggested that colored pencils and sticky notes were used to
mark the words for which the student did not know the meaning. Having properly conducted
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the five steps of the teaching plan the teachers’ classes were approved with feedback provided
by the researcher. In the second practice week, T3 and T11 stated that they were not used to
having researchers in class and as a result, no teacher would accept this. When asked for their
suggestions, they stated that it would not be a problem for them anymore because the practice
would be concluded in one week, however when considering the teachers in general, they
believed that this practice would not be approved. The final classes were held on Wednesday
and Friday, May 24-26, 2017, and the practice process was completed. At the end of 40minute class, the researcher held a reflection meeting, in which the teachers were asked to
answer two questions: “Could you evaluate the contribution of the practice process to you and
your students?” and “What do you suggest for the next class to make it more effective?” At
these meetings, the researcher, like the teacher, shared his views with the teacher. The
duration of these meetings ranged from 5 to 10 minutes. Although 10 reflection meetings
could have been held, in the last week of the practice no reflection meeting was held, and the
average duration of meetings held with each teacher lasted 25 minutes on average. After the
reflection meetings, a co-planning meeting was held to determine the method with regard to
the content of the next class, what kind of arrangements could be made for the material and
evaluation questions, and what kind of materials they requested from the researcher. The
planning meetings varied from 5 to 15 minutes, and a total of 15 meetings were held at the
end of the second week of practice. The average duration of the planning meetings with each
teacher was 35 minutes on average. In the implementation process, the teacher-student
practice process and the researcher behavior were recorded using the Observation Registration
Form and Researcher Behavior Checklist.
Post-Implementation Process
In the final class of the practices, teachers and counselors were asked about the strong
and weak points of the on-the-job training and the aspects they would like to improve or
change. Concerning strong aspects, all the teachers reported that the training was different
from in-service training and increased attendance, that the timely feedback provided them
with the opportunity to self-correct, that the materials prepared were very effective in student
motivation and that working with experienced researchers reassured them. Turkish teacher T2
reported his/her opinion of on-the-job training: "I think this is the practice of innovative
education. I learned while teaching.” The teachers stated that the smiley face table prepared
to give reinforcement attracted the attention of the students and increased motivation. T16
also stated that by letting a student, who had demonstrated appropriate behavior or had given
the correct answer, draw the smiley face could also be useful in adjusting the students’
behavior. With regard to weak aspects, all the teachers mentioned that preparations before the
lessons took time and that they needed additional time for these. T11 mentioned the time
problem experienced and his/her suggestion on the subject: "I can carry out lesson
preparations if a class or time, such as preparation time in proportion to the classes held, is
provided to teachers who hold RR classes. Otherwise, it’s very difficult.” T3 and T11
commented that no teacher would want to have a second or even a third person in the
classroom constantly. They voiced that although there are good sides of this situation, the
teachers are unaccustomed to it; however, for researchers to participate in their classes
periodically would enable them to test themselves and give them the opportunity to learn. To
develop the practice of on-the-job training, the teachers asked the teacher training to be
continuous just as the education they give to the mainstreamed students and to be conducted
in varied ways, such as through films, videos and model practices. They also pointed out that
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it is more beneficial for RR and mainstreamed students to have a special education expert
they can consult, regarding mainstreamed students, present at the school. In addition, C1
explained that the second semester, during which the research was carried out, was not a
suitable period for teacher training because of various ceremonies and special days, and added
that preparing a model RR lesson video might be beneficial for teachers who did not have any
training. The RR was launched on May 26, 2017 with the participation of school
management, teachers, and students. From the participating students attending the launch,
while examining the RR S4 said: "Thank you very much. Thank you. Everything is very nice.
What more can we expect?” expressing his/her gratitude. Science teachers T16, T17 and
mathematics teacher T11 expressed that they really liked the resources purchased and that the
educational puzzles, tangrams and tools available in the break corner, created for the students
with attention / motivation problems, would be very effective.
Discussion
The findings are discussed in light of the literature and parallel with the data collection
process in three parts: needs identified in RR practices, development and implementation of
the action plan to improve the identified needs and evaluations of the on-the-job training of
the teachers.
The needs identified in RR practices
In our globalizing world, education systems influence each other and good examples
are modeled and implemented by integrating with the conditions of the country. Naturally,
these practices may vary from country to country. For example, in the report by UNESCO
(2017), to enable all learners to enjoy the equal right of education by popularizing inclusive
education, suggestions are given to countries on this issue. Also, in inclusive education, it was
emphasized that all support for students requiring special needs education should be provided
in the classroom. However, it is also stated that the needs of every child requiring special
needs education in an inclusive education environment, which varies from country to country,
cannot be met in the classroom (UNESCO, 2017). Relevant literature report that a group of
educators and researchers prefer to use the RR service because every student with special
needs do not reach the desired academic achievement levels in general education classes
(Akay et al., 2014; Al-Zoubi & Bani Abdel Rahman, 2016; Myers, 2016; Watson, 2017).
As the physical conditions of the room identified as RR in this research were not
appropriate, we observed that the support teaching was carried out in the rooms of the
counselors or deputy principals. Similar to this research finding, there are other studies
conducted in Turkey confirming the lack of RRs or that their physical conditions did not
include appropriate features, and materials and equipment were lacking in some schools (see
Akay et al., 2014; Talas et al., 2016). The lack of an RR has caused students to forget which
room they were supposed to attend and to be late for class. Considering that the classes last
approximately 40 minutes, it is hard to say that the class would be adequate for a student
arriving late. Nevertheless, the students reported that they were satisfied with the education
they received since the rooms of the deputy principals and counselors were quiet and tranquil.
On the other hand, in the mainstreaming circular, schools are expected to undertake the task
of preparing the RR and suggested that RR should be regulated using local resources (MEB,
2008). Due to the presence of 16 students requiring special education in the school, it was
observed that the counselors were on a quest to organize the RR and that they were unable to
receive a positive response from a few institutions they applied for their materials and
equipment. While it is certainly not correct to generalize this finding, it is understood that this
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secondary school is not able to provide the funds as suggested in the circular. The relevant
circular should include suggestions and alternatives in this regard. The findings also showed
that the counselors required a sample model for both the gifted students and the students with
special needs to benefit from the RR practices, which is considered a necessity for the
Directorate General for Special Education and Guidance Services to share the good examples
so that schools can benefit by taking these models. Another finding was that the students call
the RR practice "special lessons." Counselors acknowledged that they explained this situation
as "special lessons" because the families and students did not want to attend the RR. This
finding suggests that this situation may arise because it is misunderstood by other students
and families; therefore it is essential to inform families about the RR practice at parent
meetings. Another finding was that the majority of the mainstreamed students did not have
the basic skills that should be acquired at primary schools, such as reading-writing and fouroperation math problems. A similar finding was reported by Mastropieri et al. (2003). Their
findings showed that the vast majority of secondary school students with learning disabilities
had reading skills of 4th and 5th-grade levels. Also, the majority of the students could not
understand clues in a text, cannot distinguish important information, and cannot produce
abstract relations outside the context of the reading texts. Thus, Students are more likely to be
faced with frustration, low motivation and a sense of failure when confronted with tasks they
have difficulty in understanding, and that the students experiencing such negativities have
higher rates of school drop-out, unemployment, and delinquency than their peers who have no
disabilities (Messinger-Willman & Marino, 2010). In this research, we learned that in the first
semester, a student brought a sharp object to school and another student who started school
late because of health problems showed aggressive behaviors toward his peers. Findings
indicated that a teacher was experiencing security concerns due to the behaviors of these
students and suggests a camera to be installed in RR. The counselors stated that these
students’ behaviors had been observed in the first semester of the school year but were no
longer experienced; however, the teacher who reported these concerns was still reporting this
situation as a problem in the last days of the second semester (26.5.2017, Researcher’s notes),
which suggests that the risk was ongoing. Regarding learning with mainstreaming students,
the parents of the students in the risk group were unable to provide adequate support for their
children, due to socio-cultural deficiencies. If social-behavioral support is not provided for
these children in the school setting, they will inevitably encounter major problems in the
future. Also, the adolescence period, one of the most rapid development periods, coinciding
with this educational stage, suggests that social and behavioral support is needed for students
as much as academic skills. Bearing in mind that there are 400-500 students under the
responsibility of each counselor in this study, we recommend appointing a school
psychologist, a special education advisor, or a special education teacher, in such a
mainstreaming secondary school.
That the findings showed that the teachers at the school were not volunteering for RR
applications but only one teacher was willing to volunteer as a participant in the RR practice,
and this finding is consistent with the previous studies (Montgomery & Mirenda, 2014).
Relevant published studies show that according to the subject teachers, because of students’
social, academic and behavioral problems, there is a need for additional time and also the
burden of bringing new skills to their mainstreamed students make to meet the needs of these
students in general education classes very difficult (Montgomery & Mirenda, 2014).
Santoli et al. (2008) found out that the vast majority of teachers believed that it would
not be possible to educate students with behavioral disabilities and intellectual disabilities in
general education classes and that the students did not have the skills to succeed in general
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education lessons. This study also revealed that some students were still doing exercises in
reading-writing, reading comprehension, addition, subtraction, and four-operation problems
and that the teachers had low expectations for these students attending secondary school
without acquiring the basic academic skills that should have been acquired at primary school.
The teachers expected only two female students to succeed, and their learning level was
already better than those of the others, and also they had the support of their families. In this
context, we believe that providing more intensive resource room services to mainstreamed
students within the scope of the primary school could be a positive contribution to the
secondary school achievement.
Development and implementation of the action plan
The actors that are most influential in today's mainstreaming practices are general
education teachers. In the mainstreaming practices, the only support available to teachers is
central and local in-service training (Özaydın & Çolak, 2011). Published studies report that in
the short training courses, general information can be transferred to the participants, but
practices, such as teaching methods, cannot be acquired by teachers. The teachers prefer
training to be conducted in school settings (Dekeyser et al., 2005), and practical examples
prepared from real life should be included in the training (Özaydın & Çolak, 2011). The
insufficient number of special education teachers is a problem frequently coming to the fore
in the international literature (Billingsley, 2004; McLeskey et al., 2014). Dekeyser et al.
(2005) stated that on-the-job training is a practice that will become widespread, for solving
the problems arise from the shortage of teachers, especially in primary and secondary schools.
Turkish, mathematics and science lessons are difficult lessons for many students in secondary
school programs. These lessons are the three most intensive regarding lesson hours in
secondary school programs. To succeed in these lessons often proves to be difficult for many
students. It has been observed that the resource room education given to special needs
students at primary school level is an important indicator for student success during further
stages of their education. In this study, RR teachers were given on-the-job training. The
majority of the mainstreamed students receive support in all three of these lessons. It is
believed that the fact that five teachers volunteered for the on-the-job training is due to their
desire to help these students to learn their lessons, which are perceived as difficult, and their
wish to improve themselves. Similar to the findings of this research, it is noteworthy that the
studies conducted at secondary schools implementing mainstreaming are mostly related to
mathematics, science and language teachers, the mainstreaming support lessons of which are
considered difficult to learn (DeSimone & Parmar, 2006; Mastropieri et al., 2003; Mastropieri
et al., 2006). Teachers experienced difficulties in preparing materials during their on-the-job
training and arriving prepared for the proposed plan. They said that these lesson preparations
took more time than teaching (Katz, 2013). It has been observed that the teachers gave the
students examples from their daily lives about the subjects of their lessons and used these as
cues, by associating them with current events. It is understood that four of the teachers had 16
years or longer experience in the profession and are influential in making the teaching
interesting for the student and in presenting the appropriate cues. The fact that the science
teacher was a model to the student regarding the lesson on force, that the mathematics teacher,
by bringing two boxes, introduced rectangles and cube prisms to the students in the prisms
lesson, by touching the prisms, and the word bingo prepared by the Turkish teacher, proved
that the teachers are successful in material and methodical adaptations. The teachers had not
received any training on special education and RR. T2 and T16 stated that they made use of
Internet resources with their own efforts and developed through their own capabilities.
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Assessments of the on-the-job training of the teachers
Teachers reported that on-the-job training is a practice that differs from the in-service
training courses they have previously received, making them more active, ensuring immediate
correction opportunities with cues and feedback supplied and providing the confidence of
working with experienced researchers. The teachers' views on the on-the-job training were
similar to the research suggestions highlighted in the literature (DeSimone & Parmar, 2006;
Mastropieri et al., 2006). Also, since responsibility for students with special needs in
mainstreaming schools are largely dependent on their teachers, it appears that job embedded
new in-service-training models, such as on-the-job training, counseling services for general
education teachers, are included in the suggestions of the studies (Schepis et al., 2001; Yılmaz
& Batu, 2014). Teachers stated that the prepared materials are very effective for students’
motivation.
About the weaknesses of on-the-job training practice, the teachers reported that lesson
preparation takes time and that they were not accustomed to having another person in the
classroom. All the teachers had a consensus that they needed more time for preparation.
Findings showed that teachers had difficulties with the time and needed additional time. Katz
(2013) found that the most important help for high school teachers receiving training support
with UDL training in their inclusive education suggestions was "more time and cooperation
with other teachers."
Two teachers in this study stated that no teacher would want to have a second or even
a third person constantly in the classroom. Teachers expressed that there are good aspects to
this situation and they were unaccustomed to it, and the researchers participating in the
classes of the teachers periodically would enable them to self-evaluate. Since on-the-job
training in Turkey is provided in large groups, thus, many teachers could benefit from it, and
it is based on sharing general knowledge, the on-the-job training being one-on-one
demonstrates that it will take time for the teachers to get accustomed to these new training
practices.
To develop the practice of on-the-job training, the teachers asked that the teacher
training be continuous, just as the education, they give to the mainstreamed students and to be
conducted in varied ways, such as through films, videos and model practices. Also, school
counselors stated that the second semester when the research was conducted, was not a
suitable period for teacher training due to ceremonies and special days, and recommended that
the period when the schools open as suitable and preparing a model RR lesson video might be
beneficial for teachers who did not undergo any training. The researchers carried out planning
in line with these recommendations at the beginning of the new academic year.
As a result, branch teachers provided the RR practices in the secondary school where
the research was conducted. The majority of teachers were not trained in mainstreaming and
RR practices and they received support from school counselors. The RR was created with the
support of the university with which the researchers are affiliated. It was seen that the teachers
considered the on-the-job training as an effective practice but needed additional time for
preparation. The findings showed that the teachers prefer to have on-the-job training in RR at
the beginning of the school year, at specific intervals, by receiving information and feedback
from a teacher or mentor experienced in special education.
Suggestions
The information, material examples, reinforcement and feedback shared with teachers
for on-the-job training practice are topics that should be investigated to determine to what
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extent they are effective on teaching practices and student learning outcomes. To ensure that
on-the-job training practice is sustainable, an examination of the effectiveness of teachers
experienced in the implementation of mainstreaming, and in RR on-the-job training is another
important issue to investigate.
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