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ABSTRACT

Students with intellectual disability in Maltese Secondahoolsattend a Core Curriculum
Programme for their literacy learning. Yet their voices, locally, were never explored in relation
to their literacy curricular experiences. The purpose of this thesis is to listen to a group of
students in a mainstream secondary contartl gain an kuepth understanding of their
experiences, explore the suitability of the literacy curriculand identify perceptions of
parents and educators as well as approaches #ducators utilise which determine the
literacy learning experience.

The thesis is a qualitative research and uses a case study appodicidual sudent

interviews provided a platform to narrate their literacy experience, substantiatednvaliss

overt observations in literacy lessotws understand their realities furthednterviews with

parents, Senior Management Team and educators shedoligtiie context, situated beliefs

and perceptions of these stakeholders. The data gathered was analysed and manually coded
with the use of a thematic approachhe application fothe Social Model of Disability as a
0KS2NE LINRPGARSR | fSya (KNRddzZAK gKAOK (GKS add

The study utilised literaturen the emergence of student voice, engagement within the class
environment, and literacy learning and strategi€sdings indicate that students with
intellectual disability have communicated their literacy experiences in relation to preferences

in language learning, challenges encountered and preferred topics relating to personal
interests. These were expressed \a&hp throughout the student interviews as well as
evidenced through their engagement process in literacy lesdosights obtained from
SRdzOIF G2N& YR LI NByidltf SELSNASYyOSa FdzNI KSNJ
pivotal in pointing out disabling barriers such as lack of use of ICT in the class and lack of home
school collaborative practices. Notions ofeidrh and disabling practices were identifaesd
perpetuating through teaching and learnimgd the examination process.bfeism was

evidently unveiled through situated beliefs and internalised assumptions in educators and
senior management team. Strateg observed in the teaching and learning of literacy in the
classrooms linklirectly to UniversalDesignfor Learning and Assessmganhd these were
AVGESNLINBGSR Ay GKS O2y«iSEG 2F (GKS &aiddzRSyidaQ

The study addresses gapstine literature on allowing student voice to guide policy and
practice on literacy learning. It also provides more insight into the process used in research to
elicit the voices of students with intellectual disability. Recommendations focus primarily on
listering to student voices regularly he classroom, maximising student potential through
ICT, and balancing literacy lesson content to provide a holistic literacy experience.
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CHAPTER INTRODUCTION
W2 KI G g2dzf R KIFLIWISY AF ¢S GNBFGSR GKS addzRSy
(Fullan, 1991, p. 70)
1.1Overview
L KIF @S 1 1 @991)dullkengedet atithosse the voice and perspective of students
with intellectual disability.In this initial chapterl intend to set the stage for the present
research and introduce the notion of the voice of the student asittntellectual disability in
relation to curriculum experiencesasecondary school in Maltdhe curricular focus involves
literacy experiencesnainly in Maltese and English lessolrsthis chapter, | will also set the
context of the Maltese schools and the inclusion systéhe purpose of the research will be
discussedconsideringthe research problemand the research questions will be outlined
accordingly.The main intention of this study is to create a platfornttiermain stakeholders
andstudents with intellectual disability to voice their experiences and be valued as citizens in

Maltese societyThe intentions of the present study are outlined next.

1.20utline of the research

The dissertation aims at delving into the experiences of students agEglykEars who attend

a Core Curriculum Programme in a Mainstream Secondary School in the Southern Region of
Malta. Literacy experiences were chosen as the main fddus.concept of Literacy in this
dissertation refergo areading and writing continuurand proficiency, which are part af
broaderse of skills including digitand media literacy skills, as well as employrnelaited
skills(UNESCO, 2023Narratives were elicitedising a qualitative method of inquiry in the
hope of providinga platform for students with intellectual disability to voice what matters to
them as well as filling in the gaps of local research in relation to disability, particularly
intellectualdisability. The narratives | intend to construct in this dissertation will mainly aim at
understanding and acting upon the experiences of individualsingtectualdisability who

are currently in mainstream schodlhis research journey highlights and prioritise the students
as the main participants and stakeholdelonethelessstakeholdersuch as educators and
parents of these children were still heard to gain a holistic picture of these experiences.
Various themes of substantiative importance emerged thhowt this journey. Amongst
these were the concept of voice in students with intellectual disability, the notion of

engagement, and the way inclusion is conceived within a Secondary, schoogst others.

1



An important aspect of this study is understanding who the main participants are in this
present research. The samplesecondary school students wparticipatedhas Autism or
Down Syndromewhich causes a secondary intellectual disability or cognitive impairment and
language difficulties or related communication challengesthe purpose of this dissertation,

this term will be usethstead of intellectual/cognitive impairment as it is the terminology used
in the Maltese contexiThis is discussed the national Policy on Inclusive Education in Schools

(MEDE, 2019nd reflected in the Equal Opportunities Act, Act XXIV of 2016.

The DSM (Cooper, 2018pPiagnostic Criteria describ@stellectual disability as including
challenges in relation to intellectual functionimgluding aspects such as reasoning, problem
solving, thinking abstractly, judgemeatd learning academically and from experiencés.
also affects communication, social participation and independent living gkiksrding to
Shaw & Jankowska (2018)ere arefour levels of difficulty mild, moderate, severe and
profound. The mild difficulty is related to @eiring and comprehending complex language
concepts and academic skils.K S Y2 RSN} GS f S@St Aa OKIF NI OdG SNJ
and capacity fothe acquisition of academic skills affected but are generally limited to basic
a1l Affaég ot,p.8 SvhistBelsevérd lahél is eharacterised by very limited language
andthe capacity fothe acquisition of academic skills and the latter would require daily support
and supervision (Shaw & Jankowska, 20E®)ally, the profound difficulty has very limited
communication anthe capacity for academic acquisitigrrestricted.This project focusson
students with mild, moderate and severe intellectual disahilitizin the mainstreanschool
setting. In the Maltese educational system, students with profound and multiple learning
difficulties are educated igpecialised settings called Resource CentréisePrimary as well

atthe Secondary level.
The specific aim and objectives of the research are identified next.

1.2.1 Aim and objectives of the research
The aim of the research is to expldhe literacy curricular experiences of secondary school

students with mild, moderate and severe intellectual disability.



The objectives of the researahe as follows

a. Determire the lived literacy experiences of a group of secondary students agfElyiears

in the Core Curriculum Programme

b. Explorethe parents' perception of the literacy curricular experiences that their children are

receiving through the Core Curriculum Programme

7 A

c. Investigaethed dzA G F 6 Af A e 2F (K OdzNNR Odzf dzY Ay f A 3|

d. Identify any teaching strategies or approaches which teachers and support educators can
adopt to further support and enhance literacy learning for secondary school students with

intellectual disabilit.

1.2.2 Research questions
This section outlines four research questions that this research sought to address. This is
followed by a rationale for the choices of questiokly. research ussequalitative methods to

explorethe following research questions:

1. What are the experiences of learning literacy femallgroup of secondary school students

with intellectual disability?

- A

2. How dotheirLJF NBy a LISNOSA GBS (GKSANI OKAf RNByQa SEL

schools?

3. How suitable and engaging is a mainstream literacy curriculum for students with intellectual

disability?

4. What approaches can educators adopt to support and enhance literacy learning for

secondary school students withld, moderate and seveistellectual disability?

Choosing the four research questions has been a process that was important in ensuring that
students' voices emerge strongly. The first research question intended to listen to the
d0dzRSy i aQ SELISNASyOSa GKSY&aSt @8 tis, Il opted aBdh S LIN
planned to listen to what matters to them in class, what interests them and what barriers they
encounter during literacy learning.l intended to capture these experiences through

observation in classrooms and student interviemiserelby questions target specific aspects



related to learning Maltese and EnglisBomplementing the student voices, | formulated the
d4SO02yR NBA&ASEFNODK ljdzSaidAzy FNRdzyR GKSANI LI NB\)
learning. The support provided by parents at home is core to literacy learning for students

with intellectual disability, and thus their narratives are valuable and parental interviews
enabled this. Witnessing the teaching and learning in literacy in the CCRadamsother

facet that | strive to explore, and this provides tesis for the third research question. |

believe that students communicate extensively through their behaviours whilst engaging with
0§KS OdzNNR Odzf dzY @ ¢tKS aiddzRSydaQ Sy3alr3aiay3a o6SKI
the voice of the studenand the interplay of educators, peers and school management shed

light into the nature of the learning experiences for this group of students whilst providing
SOARSYOS 2y K2g SRdzOF(i2NBRQ LISNOSLIWIA2ya FyR C
levelsof teaching and learning. As a final research question, | focus on what can be done in
practice to provide a rich and engaging literacy experience to students with intellectual
disability, and this is also based on the experiences of the students themsEheemtention

of this research question is to collate good practices and effective strategies to guide educators

in the provision of literacy learning.

In the next section, | discuss what motivated me to steer my research in such a direction and
what backgroungdn terms of studies and experience, has led me to want to listen to the voices

of these students.

1.3 Background and Motivation

Nineteen pars ago| graduated as a Speech and Language Pathofagistthe University of

Malta. Soon after graduatiphimmersed myself in a novel experience that of a Sippther

in a Special SchodrheHead ofSchool greeted me withn |, 2 dzZQNBK | da A 3ya®R G2 /
@2dz YIe& aidl NI @2 dNbtep@Enyyo the glassiokrs, | found rina imake
teenagersdoing small knob puzzleslt was a scene that still troubles me to dateThe
inappropriateness of the activitieseated a tumoil of emotions related to inadequate

learning experiences for these students, who all éraohtellectual disability. Suclctavities

and learning experiences wela from appropriatefor teenagers. Following a hard year of

trying to changehe mindset of my class team, | spent another year teaching students with

complex and conorbid conditions.



Up to the year 2020my work within the EducatioMinistry was linked with suppairig
educators in creating meaningful educatbrexperiencesfor students with disability
especially those with intellectual challenges2010, finalised myinclusive Education studies

at Masters Leveandfor my dissertation,researctedthe experiences of students with Autism

in relation to literacy exposure and acquisitioRairness, social justice, equignd equal
opportunities amongst othersare part of the personal values that | have carried with me in
my various positions.Carr (1995) even affirms that as researchers, we cannot oatry
educational research which is valueutral and depersonalised (MacDonald, 1993). Decades
ago, Rokeach (1973) ugdd that individuals have moral valyesid even during researctne
person fels inclined to study phenomena that do not feel right at that particular moment.
Such moral values combined with social values reflect the manner that the researcher feels

that a particular society should function.

One particular experience in my role as Education Officer has piqued my interest in focusing
my research on literacy and listening to the students themselves. During my work as an
Education Officer in Inclusion, my colleagues aadried out focus groups with students with
ASD, parents, professionals working in the area, NGOA stcong theme that emerged was

the aspiration that more students with ASD and intellectual disability finish complementary
schooling with key literacy skills and other fumail academic skills in order to be skilled for
independent living and employmentThis close encounter with students and significant
stakeholders developed a larger innate desire and sense of urgency to look into the educational
journey of these students in the secondachool cycle The strongest voice came from the
students themselvesand | decided that tHevoiceswouldbeY & NB A S| NOKQ& Y|l Ay
reality was showing that there are groups of student® wate of further risk of exclusion

espedally those with intellectual disability.

Finally, | feel that the present study allows me to fuse my interest and knowledge of a speech
and language pathologist as well as a warranted special education teacher and even though
throughout my careen was fortunate enough to work in both of these roles, however being
able to merge skills throughout the writing journey of this dissertation is very positive and
rewarding. At the beginning of this dissertation, | carried edépth research locallynd on

an international level regarding studentgtwintellectual disability and opportunities to be



involved in research and voice their experiences, and this is how the research problem is

formulated.

1.4 The Research Problem

Research conducted in the area of study has mainly targeted the minimisation and prevention

of challenges related to individuals with intellectual disability at the expense of listening and
comprehending the lived experience of these students, creatingablohg effecton the

individuals and their families (Goodley, 200Dempsey & Nankervis (2005) discussed that
research endeavours related to empowerment and educational entitlement have attempted

to provide an ideological basis for bettdiving standads for individuals with intellectual

disability. Dowse (2009) debates that certain research styles attempt to silence or disregard

the voice of students with intellectual disabiligading them to lower standards of education

and, thus, poor literacy skillsln this research, | ensured not to employ research styles by which

| construct the individual with intellectual disability as problematic but instead sought to be a
OFdGlrfead F2NJ Wadzl2 NI 2F 3ISydziyS SightahddSYSy
A0NRY3 @2A0S F2NJ LIS2LX S ¢ A 0K .‘SyctaBdtidn 8chdeslzk f RA
the paradigm | undertook of inclusion research with students with intellectual disawility

A4 RStOSR Ayid2 Ay GKS ySEG OKLF LI SN CdzNI K St
own perspective on the matter provides insights to stakeholders informing educational policy
FYR LIN} OGAOS® Ly fAyS 64 Kappraadhédzhis fesebrehavitho H n m T
a positive mindset that indoiials with intellectual disabilibpanexpress themselvewhilst as

aresearche. ySSR (G2 SELX 2NB YSGK2R& (G2 &dAd GKS .

One particular challenge, internationally and also lgdalthe dearth of research that exists

on listening to the voices of students with intellectual disal§iDtyyere et al., 2020vhich can
possibly inform practicalities and approaches to methods that can support such students
(Jolley et al., 2018). Thus, this study will aim to fill in the knowledge gap on disability
particularly intellectual disabilityln this research, students with intellectual disability are
consideredarticipants rathethan subjects, as the research was condugtéd them | had

to be mindful of various aspects, including ethical consideratibrmghout the research
journey. The process presented in this dissertation will also tackle the solutions employed to
mitigate these to ensure thahe voices of students emergén addition, in the present study

| am not presumptuous that | am projecting the voices of the disability because students with

6



intellectual disability have various perspectjtiesy are multiayered and possibly some have
differentexperiences to the ones elicited in this reseaifie outcomes of this research could
possibly inform and influence changes in the learning experiences and inclusive schooling for
these students bytabove alll aim to demonstrate that it is worth exploring and listening to

the voices of students with intellectual disability and that they should serve as the primary

informants for implementing an inclusive educational system.

In the next section, | shall provide information about Malta and its education system. Having
lived in Malta all my lifd,knowcertain practices and structures within the Maltese education
context are second naturel-or this reason, | want to provide a context for my stmighe

reader tounderstand bettesome practices and occurrences that might later be evidenced in

this dissertation

1.5 The Maltese education system

Malta is a relatively small island amidst the Mediterraneanv@#aa population of around
445,000 citizens.The education provided on the island accommodates schools which are
mainly led bythe State, by the Church as well as Private/independent owéthin the last

two decades, the island adopted and legislated various policies related to inclusive education.
The language spoken in Maltalig far, Maltese However, English and Maltese are the two
official languages of the island, with the acdiaisiof both especially in the literacy context
being equally essentiallThus, complementary school up to the age of 16 is geared towards
ensuring that all students are capable of conversingingand readngin both languagesin

state schools, ceducation runs from early years to secondary yeé&scondary schools
nowadays are accessiliteall students irrespective of their abilitieSince 2011, secondary
schools have adopted a new systdmat does not exclude students belonging to previously

k2 gy WE2g oAt AGE &aSOG2NBRQT A Y HibedisBandiagk S Of |
is still being implemented in literacy subjects, English and Matiessell as Mathematics.
Banding, in the local context, refers to the process of grouping students in bands according to
marks and performance in literacy and Maths exams, offering a way of organising classes which
avoid the broad range of achievement normally found in raatelity on the one hand and

the restricted range of achievement in streed classes, on the other. Thier curricular
subjects are taugheither in Englishor the Maltese language.The main aim of secondary

schooling is to instil skills such as-E&fning and problersolving to prepare them for further
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higher education and being citizens in societyighstakes exams such #&se General
Certificate of Education Ordinary ley#le SEC examaje often the exams that students sit

for at the end of Secondary schoolimdnich often opens opportunities for further study and
employment. In general, Malta, being a bilingual countrgis been struggling with students

who leave school early and are also ranked as having weak literacy skills (Martinelli, 2016)
These inadequate literacy skills are often the culpria cbmparatively larger number of

students not sitting for their ordinglevel examinations (Ali & Farrugia, 2013).

With regards to students with disability generally, these are included within the mainstream
setting rather than attending alternative settings. However, in Malta, a number of specialised
schools are still functioning and are called Resource Centresngdta cohorts of children

from 3 years and beyond the compulsory school age of 16 years. These are equipped with
resources and facilities otherwise absent in mainstream schools. Such schools also provide

services on a pattme basis to students witindividual educational needs.

In the next section, | discuss the significance of this research for the Maltese Education system
and how this will contribute to enhancing the experiences of students with intellectual

disability in mainstream schools.

1.6 The Significance of the study
In Malta, as ishe practice inother countries globally, schools aim to create optimal learning
environments whereby students with various backgrounds and abilities can acquire skills and

knowledgeio become competent and skilful individuals in society and their work environment.

Various local policy documents and initiatives sought to support lifelong learning and learning
of key skills required in adulthoagdcluding the National Curriculum Framework, the Learning
Outcomes Framework as well as the Policy on Inclusive Education in Schools: Route to Quality
Inclusion, all of which will be elaborated on in the course of the dissertatethmy previous
experience in the sector has shown that some students still struggle to function within the
paraments of mainstream schools arifl aeed to discuss inclusive education as the notions
characterising inclusiohave not yet been fully integrated and prastd within our local
learning environmentsHaving been personally involvedie writing of inclusive education
policies and documents, it is my conviction thatlsthin a policymaker stance, inclusion is

progressive and equitable, the practices and experiences going on for the students are still
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riddled with inequalities.Consequently, the literacy experienca® analysed through the
& 0 dzR Sy¢siozalw intellectually disabled students to be equitably heafdsecondary
school in the Southern part of Malta has been identified as the setting for the resaagch

eight studentgarticipated irthis research.

Onenational concern is the repolty Eurostat (2021) that the island has a high percentage
dropout rate, leaing Malta the highest percentage of students in Europe who leave school
early in 202@ CKAA aAlddza GA2Y 6KAOK A& ,dhcudfurth@i Ay 3
instigate local researchers to seek to understand the reasons for this and analyse student
experiences to mitigate such dropout rates and prewaithighquality educational experience

to all students. BrennerCamp (2011) highlightthat in sucha situation educators and
management should recognise the importance of creating partnerships with students in
mainstream institutions and involving all students in the decisiaking process in school
practices. This is primarily done through listening to their experiences and feedback whilst
focusing on aspects of motivation and engagement and how théset astudents'
achievement and webleing Its relevance to students with intellectual disability is heightened
because engagement is a tool that enaliteese students to progress through their school
journey and improve academic achievemeBath notions are identified as priority areas and

are researched accordingly in this study.

Thus, the proposed study is intended to impte Maltese educational system positively
specifially, students with intellectual disability focusing on literacy learnig.identified in

UNESCIBE (2016)two major aspects that reduce poverty and increase sustainable

[j

development and economic growth are education and knowleddge.iT A & G KS OdzNNA C

increasingly viewed as foundational to educational reforms aimed at the achievement of high
ldzt € AG& € St NY Ay IBE222i6RE).Y Bybrbdlity i@dming §uicdmesnd

proper access and engagement with the literacy curriculum for secondary school students with
intellectual disability are prerequisites for independence, a better quality of life, active

participation in the community and readiness for job opportunities.

In Maltese mainstream schools, learners aged 11 to 16 years &oflowiculum availablat
different levelswhile students who have intellectual disability often follow a Core Curriculum

Programme (henceforth CCP) in literacy subjects, mainly English and Matteseding to a



curriculum document published in 2013 (Ministry for Education & Employment, #08.8)CP

is described as underpinning the learning outcomes of key competencies related to the
European Qualifications Framework, indicating targets to be reached by students up to the age

of 16 years.Students who show marked improvement can move up to follow other curricula

in higher tracks. Students attending the CCP class have varying degrees of Intellectual
disability thus,teaching experiences, styles, classroom taa¢sessmestand strategies are
differentiated. Theefore, the intention is to guarantee curricular inclusion add 3S | y R
NEFRAYS&A& | LIINBLINARI O Q 6aAiyA pBNEhe gragdinn®eR dzO | G 7
allows educators to move to earlier stages of development should a particular concept fails to

be assimilated oa skill not been honed yetLearning targets are set to be meaningful for

students andthe lesson is presented in an engaged manner and in a cahixsuppors

student interests.The CCP is based on the premise of the spiral curriculum whereby learners
replicatethe study of a topic at different grade lesahd increasing difficulty level and depth.

Some learners in the CCP class may not be ready to learn a particular concept or master a new
skilt thus, G KS 02y OSLJi 2F NBI RAyYySaa ,anditiddanlheiiits G KS

responsibility to identify the focus of the teaching and learning.

Fundamentally, in relation to this Core Curriculum Programme, this istietlgls to address

an existing knowledge gap the lived literacy experience of students with intellectual
disability. Locally, this phenomenon has been largely unresearched angribwiding a
platform for these students to voice their thoughts on the matter is prioritiSée. persistent

gap also manifests in the suitability of the CCP in general and its functionality for students with

intellectual disability.

Consideration to improve practices on literacy learrsgecially for students with disabyjlit

will supportinching closer to reaching aims set in the Framework for the Education Strategy
for Malta 20142024. This framework sets out todecrease the number of students whose
achievements are characterised by low maaksl aise the bar in science subjects as well as
literacy and numeracy in order for outcosredated gaps to diminishThe present research

also supports the implementation of another ksk policyMy Journey (MEDE, 201@hich
identifies that a one size fits all system in our secondary schools is unfit. Furthehaore
study aligns with the main recommendationExfucation for AfEuropean Agency for the

Development in Special Needs and Inclusive Education, 2014) to prioritise a relevant
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curriculum embedded in quality teaching and learnifdpis also follows reports that local
educational systems are reinforcing more of an integrative approach for some learners with
disabilities rather than an inclusive approadinis can be interpreted as having a percentage

of students who are not experiencing curricular inclusion but merely joining a class with peers
without experiencing meaningful learningln addition to this, another local challenge
highlighted in the audit report that can be adslsed through this research is that educators
feel unprepared to medhe needs of students with disabilitieShis happens since the current
curriculum even in the most basic stregithe CCR still presens a challengdor a percentage

of children withintellectualdisability. In light of all of this, the focus throughout the research

will persiston listening to the voices of the students and how their literacy learning is

experienced.

1.7 Conclusiorand Structure of the dissertation

This chapter provides an introduction to the topic of my research whilst setting out its context
and its significance for doing the present reseaidobxplore the context of the research and

set the stage by introducing the notion of the voice of the studentamthtellectual disability.

| have also presented the aim and objectives for this research whilst outlining the four research
guestions that guide my research. The research problem is also essential to understand the
context and the need for th research as it contributes to addnegsknowledge gaps in the

area and mer# the conduct of this researchl also identify literacy as the focus of the
experiences narratedA background to the study is provided wherdhy relevance of this
research in relation to the Maltese educational context is explaiméy backgroundwith

regard to this study is thoroughly providéighlighting my past experiencasdreflecting the

medium in which | undertake this research.

In the second chapter, Literature Reviéwurposefully present the backgrounfithe study
and justif the research gap in the ared@he nain findings from literature and empirical data
define key aspects which are eventually applied in the subsegnapters. The nature of the
literature review is narrativevhereby a comprehensive account is presented, highlighting
novel research streams anic the present case, identifying knowledge gaps in the area of
intellectual disabilityThis chapter furtheseeks to provide a foundational appraisal of existing
approaches and theories that will serve as a lens and roadmap throughout the writing process.
These theories are explaineghd throughouta connection to the relevance of the study is
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identified. These wilsupportthe research and prove that the work presented is grounded in

established notions.

The third chapter, Methodology,provides the general research strategies utilised for the
undertaking of the researchit also identifies the methods and research instruments used
accordingly. It starts with identifying the interpretative paradigm that was applied in this
research. It also discusses the communicative approach taken with the participants.
justification of methods used and the process of data collection is presented together with the
profile of participants who were chosen as my sampteally, the framework applied to

analyse data is presentgahd concepts related to Thematic Analysis are conferred.

Chapterfour,{ G I { SK2 f RS N@raRides alz\adtobuhtIofShe research datstained

from the various stakeholderBhe chunks of data have been reduced to analysable parts
through the organisation and summarising procé3ata generated involved variossurces
includingClass Observations, Discussions and notes provided by educators, Student Interviews,

Interviews withthe Senior Management team in schoaidgarents as stakeholders.

Chapter five is thé&indings and Discussiamd includeghe findingsculminatirg from the
extensive analysis of tldataare critically discussd and compared and contrasted with the
literature. The energence of themes in this chapter is fundameraaldd a set of themes
emerged from the divergence of sources of data collectidre discussion will also deal with
how the data obtained add to the body of knowledge and why the research is significant for

the Maltese context and on an international level.

Chaptersix the Conclusiorstarts with restating the research problem which was addressed
and a summary of the overall arguments and findings are presertealso provides an
overview of the highlights of the research whilst identifying the currentiigagsearch or
knowledge. Broader practical and theoretical implications of the study are preserNew

guestions for possible future research are posed in this section.
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CHAPTER RITERATURE REVIEW

2.1 Introduction

The preseninclusiveresearchsrelated to the area dfisability studies in educatiolifocuses
specifically orCurricularaspectsand disability activismand the intention is tallow the
student voiceswith intellectual disability to emerge. This research intends to address the
knowledge gapegardingthe experiences of students with intellectual disabiliarious
decisions have shaped this chapter throughout the writing journey. | felt this chapter was
always a work in progress, and was not finalised the end.The process of scoping review

and identifying evidence related to the area under study was a laborious one which involved
various steps leading to the present literature review. Initially having based and formulated
research questions guided me as to wHitgrature justifies the inclusion of literature. | have
used comprehensive and systematic strategies to find the required evidence as well as possibly
identifying knowledge gaps. Peer reviewed articles, journals and also the latest bdoks a
literature on main areas were considered. On various aspects the recency factor was
considered and literature was sought until the last few weeks of the research process and
finalizing of the document. Using appropriate search terms related to studet, Viteracy,
engagement and intellectual disability was an important step to directing me to literature
which is of relevance and of high quality as this also affect the credibility of the present work.
This process allowed me to summarize researchecaout in the area and linking prior
findings to this present research whilst integrating knowledge gaps that are available. | have
started with visiting the University of Malta in order to identify if there are any studies relating
to the Core CurriculuiRrogramme or listening to voices of students in Malta even though this
resulted in the negative, confirming the gap in the local scenario. Considering that my research
guestions were quite established inclusion and exclusion criteria were defined artieghus
searches carried out in the databases reflected that. Reading title and abstract of the articles
consulted was an important step in deciding which papers are related to the study. The
extraction of data was carried out through categories includindestuvoice, intellectual

disability, social model of disability, engagement, literacy and parental experiences.
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| startthe literature reviewby identifying the main notions related to the research: the concept

of student voice, and the concept of engagement and literacy in a wider sense. The aspect of
student voice in relation to intellectual disability was prioritised as the crux of theistady

such. Definitions related to intellectual disability and understanding more about the
participants and challenges related to the condition are explored in this chapter to provide a
context. | have also delved iniorevew of the literature pertaining to listening to the voices

of students with intellectual disability in relation to theducationalexperiences Students

with intellectual disability havenalogoudower achievementevels in literacyn comparison

to other students with disabilés(Wei, Blackorby & Schiller, 2011Lyonsideriteracy learning
asanotherfocusof this study andthe review in this chapter deals with it thoroughly. Literacy
learning providesstudentswith an intellectual disabilitthe possibilityto accompanytheir

peers in life experiencesave employment accessibiligultivate sociaklationswhilst having

an enhancedyjuality of life (Cihak & Smith, 2018his also enables the students to improve
skills and competences required in adult [Browder& Spooner, 2014). In order to continue
accessing literacy learning, it is importtrat students are actively engaged in the classrooms.

| have considered engagement as another core focus of this study as it is another means used
by students to communicate the nature of the literacy experienced in the classroom.
Greenstein (2014) discses that wherthere is student engagemergnda motivating learning
experiencethe studens approach learning in more enthusedvay.In relation to thisAllan
(2008)discusseshat students with disabiltin secondary schoo&e often feelng alienated

and mayexperience feelings of failure and tHisgening to the perspectives and experiences

of the students themselvesogether with observing their engagement in class, provides a
more holistic picture of these experiences. In the last part of the literature review, | explore
fAGSNY GdzNBE NBfFGSR (2 LINByGtaQ LISNRLISOGADSE
chidlNSy Qa SRdzOl (A 2y liskssedtRildzAtiAis athdrougKuhderstandingdza

how suchstudents experiece and engag with the literacy curriculum.

Finally, his research and development of the literatame done in the spirit of the Global
Education Monitoring Report (202®ffirming that students should be considered as the
central stakeholders in decisions amdatevereducational institutions implement. It further

adds that practitioners and educational researchers ought to respect this and take account of
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GKS fSIFNYSNBEQ LISNEAISCGhE He@iScs caryed cuKirSthisN@sdareis | NJO K
terms of choice of literature and methodology usee based othe social model of disability,

which will be initially discussed as the theoretical framework.

2.2 Theoretical framework underpinning this research

| have given considerable thought teettheoreticalframework that drove this studyvhich

spans the entire process from the idea's conception to the final stages of writing it. The main
intention has been to holistically approach this study and have students with intellectual
disability be the main narrators of their literacy experisnher than solely hearing these

FNRY LI NBydlt 2N R dpprbatreeNdbI€s studdishtenitendthe S & ©
literacy experience and proesstudentcentredinsight (Morse, 2012Yhis research allowed

me togain thoroughinsightof the realities that students experiendenave appliedhe social

model theory of disabilityn the social model of disability theptlye main notions of relevance

to this research involves participation of students with intellectual disaleijtyty, removal

of barriers, and social justicEhisresearch will enabli®r any barriers and inequalitiés come

to lightin order to beeradicatedwhilst aligning witlinstigating change and improving literacy
curricular accessibility for these students.

. SNBK&a SG f® ovnmpyv Of FAYA GKFG | RAAIFOATL AL
AGa O2fttSOGAGS GFftdzSavs Ay |RRAGAZ2Y (2 dzLIK2f
SOSNE alLlSOd 2F a20ASGe¢ 0O Loma madél of disabilty ( KS 2
clearly distinguishes between an impairment and a disability by identifying disability as arising
from a social environment not fitting the needs of a human body Goering (2015). Shakespeare

& Watson (2022) discuss this as atshiffocus from how the physical impairments can be
changed into how life of these individuals can be changed. Hughes et al., (2012) discuss that
G¢KS az20Alf Y2RSt NBYFAYSR 6SRRSRX LINBaGde
A Y LJ2 NI Iy (rdctical dissibr2whighinés td_dismantle the barriers that blocked disabled

LIS2 LI SQ& LI NGAOALI GA2Y Ay a20ASGeé 6L omnv
disability as reflected in society is going to have a direct and strong impact bwvethef

individuals with disability (Levitt, 2017)

Levitas (2013) recognises that this is a utopic notion reflecting how barriers and negative

experiences can be eliminated. Shakespeare & Watson (2022) delineates this as relocation of
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the issue of disability away from the person and closer to the wider social structure whilst
attempting to change practices and altering discourse in relation to disability. Berghs et al.
(2019) also links denial of fundamental human rights for individugdslisability to a model

of disability that aims at creating change and creating a more inclusive society. Furthermore,
these authors specify that identifying a model like the social model of disability is a form of
justice related to the rights that #se individuals have. According to Riddle (2020) the social
model of disability allows for an empowerment stance and cause a mobilisation of persons
with disability and it corresponds more specifically to the real experiences of these individuals
and attenpting to identify the origin of the barriers or oppressions experienced. Haegele &
Hodge (2016) also determines that when society practices aspects of incapability, neglect or
unwillingness to eliminate barriers in the environment this will contributextuding the
individuals. Equally disabling is what Palmer & Harley (2012) describes as the perception that
individuals with impairments are unable or have a lesser ability to be active members of the

society.

As per Goering (2015) discuss that in various narratives based on autobiographies, the
impairment often results in disadvantages related to the attitudes in the environment which is
often unwelcoming and on stricter insistence on the functioning levelhargdin this respect
utilising this model in this research will point at aspects to ways how social norms can be
oppressive and disabling to the students within a school environment. It further states that
research should be spurred toward ways, whictsamal and technological in nature in order

to ensure that inclusion is facilitated (Goering, 2015). Uptake of the social model of disability
within the secondary school educational context is definitely deserving of more uptake. In fact
Shakespeare & Wadn (2022) states that research related to exploring the lived experiences
of disability and exploring disabling barriers are aspects which impact each other and they

support this kind of disability research.

In Gallagher et al., (2017) it is discussed that as a social model, it is socially constructed as the
LISNB2YyQa FUGGNAROGdzGSa OFyy2G 6S aSLI NI ISR TNB
the meaning. Thus, experiences of students are meant to défatbent and it is important to

determine how society will respond to these. They further discuss that in an educational

context, when doing disability educational research, students should be considered as capable
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of exceeding the impairments presented with. They also highlight that students are to be
considered as an essential source of knowledge and has the required expertise the researcher

is seeking to elicit. Biklen (2006) also notes that presuming compestetimeapproach that

should be taken whilst questioning always if a particular phenomenon is working for the
AYRAGARdzZEE Ay ljdzSadAaz2ye wStSgryd G2 GKAA &
training paths and how these should move away fronicdehodel and be more critical in

their teaching and learning (Gallagher et al., 2017)

As Freire (2006)points out & L G A &  ( NXzSis nbtkihe (ultinfatR te@t for As@cidl

OGN YAT2NXYIFGA2YyT o0dzi gAGK2dzi AGX GNFyATF2NYIE G
inclusive environments is welbcumented for students with various disabilifiescluding

those with intellectual disability. School communities are required to equip themselves and
provide meaningful lessons in view of these alanging school communitie§he social

model of disabilitywas identified as one of the theories as the principles it represents
encompasinclusion andacial justiceandhas various tenants that allow a critical analysis of

the educational structures in terms of marginalisation of certain grdupsohas an asset

oriented approach at its core and recognises that students with disabilitite@medgeable

(Graham & lannacci, 2013)

In the present educational researclgacial model of disabilityill be applied to evaluate any
power dynamics which are present in order to create more fair societies (Kincheloe, 2005) to
ultimately identify any aspects of oppression and inequalities in the educational aufrttext
students with intellectual disabilifyGiroux, 1997)As discussed by Wink (2000), one has to
acknowledge thaa multitude of realities shapes life experiences of indivéduralthis theory

will allow meto point out and rgct any structures or pedagogies used which might
marginalise a group of students whilst favouring some (Kumashiro & Ngo, 2007).-Duncan
Andrade & Morrell (2007) further asserts that educational contexts such as schools often
perpetuate oppressiveness thrgh a topdown process ira decision makinga curriculum

which is prescriptive in nature. This should be anapener to any injustice and practices
which are contradictory in nature and instead lead to activism in favour of marginalised groups
(McLaren2007) Through this research, | will be atde@inpack and investigate any inequalities
which may causthe marginalisation of students with intellectual disability in the context of

literacy lessons in secondary mainstream schools. With the proposed reseavdh be
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possible to have educators, parents and students themselves thinking in a critical manner to
contest any myths, deeply rooted assumptions and oppressions defined by voices which are
more dominant in the school context. It will also ahosto observe if teaching in inclusive
aStdAy3a Aa Y2 0OAyY 190 )6fbankirig of edudtohkheréby €lgcyt@dsS L
disseminate knowledgiat passive students receive and be ablehallenge educators who

still practice traditional methods to shift themat of their comfort zone and apply pedagogies

which can meet the needs of students with intellectual disability.

The social model of disabiliggnds itself to the principles of inclusive educatom firmly

rejects the notion that the individual hasdeficit. Instead, it focuses on the notion that a
disabled identity is a social construct (Graham & lannacci, 2013). The social model perspective
will be applied in this researa@mnd as a theoryvhilst it does not deny the impact and presence

of impairment however, puts the onus on society to eliminate barriers so the impairment is
accommodated. The environment arabthe individualsuch as schoqglmay include physical
barriers, attitudinal as well as societal barriers. Removal of these snadigons with
disabilities to be oman equal basis with others in terms of opportunities and experiences. In
fact, Bolt (2004) identifies the social model of disability as embraced within the consultation
process with students with intellectual disability asonsiderghe learner as being disabled

by barriers and attitudes within the society rather than by the impairmehé theory
identifies disability as an oppression created by sqci€ty the injustice which is socially
produced. | decided to use this modelfasm the outsetthere is a core dissimilarity between

the impairment and the disability concept. The research is also guided by values reflaged to
emancipatory paradignwhich can lead tahe empowerment of the students themselves
through the opportunities of voicing their experieacdhe social model of disability also
imprints in the choice of researchethods as these need to be inclusive, allowing students to
have equal opportunity in voicing their experiences (Wilson, 2004) whilst allowing flexibility of
approaches (Lewis & Porter, 2007). Using various methods in the research approach will avoid
theft AYAUAY3I SFFSOGa 2F | aiAy3atsS YSiK2R Aa dza$s

One important aspect relating to the terminology used in this dissertation is related to the

social model of disability. This model has an understanding that disability is created by society
RdzS 2 O0FNNASNE Ay (KSIAMWRENIA A ST BARNKP EY 350
the social model of disability, using the term intellectual impairment is fitter. This is because
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in following the social model of disability, an understanding of the difference between
impairment and disability is essential. In Maltese documentation, such as the Policy on
LyOf dzAaA @S 9RdzOl GA2Yy Ay {OK22f a dsaflised. ThisH n Mm@ :
term has been widely used in educational psychology reports consulted during the process of
identifying participantsThus, this use of the term has informed my decision to use intellectual
disability instead of intellectual impairmentométheless, in the research, | will still explore

barriers and question the assumptions of stakeholders involved in the literacy education of
0KSaS aiGdzRSyidao Ly GKS FTANBOG LI NI 2F GKS NF
analyse notioneelating to intellectual disability and their participation in voicing their thoughts

and experiences in the literature.

2.3Conceptualizing (0 dzR $oifas. & Q

¢KS 02y OSLI 27 & (-ddiry yiolich @ndrifeviinesSwith thezevolveménNE & a

of children's rights Throughout the present research,use the terma (i dZRSy 1 a Q @2 A
AYGSNOKIFy3aStote gAGK Lzt aQ @2A0Sasx fSINYSN
Throughout the research and for the purpose of this literature reie®W S & Y dzf G A LI A C
al0dzRSy(iaQ OASgas a 2LIIRAaSR (2, p@Wibbedttized SOU A @
to represent the diverse voices of thelZR Sy G a® / 2y aSljdsSyidtes GKS
be preferredoverstudentQ ice as the latter sometimes indicate collectiveness (Reay, 2006)

or a common student voice which is not the case with the students with intellectual disability
participating in the present research. It is believed that each voice has an ogmi@n

perspective and is taking part actively (Gpok 1t KSNE Hnancuo® ¢KS OKAf R
entitles children to participate in policy and decisimaking however as discussedy
Mangiaracina et a[2021) various countries struggled with this duethe passive roles of

children and their marginal position in communities. The UN Convention on the Rights of the

/| KAt R O0! YAGSR DblFGA2yasz wmdapdphded bsRadataystOetheT 2 NJ C
AYOSNYFGAZ2YFE F2Nr (G2 KFE@S GKSANI OASsa 3IADSY
voice is a manifestation of inclusion measures, important international policies such as the
Incheon Declaration (Mundial@NICER016)f A f & (2 YSyidAzy GKS 0O02yO0
even though it commits to ensuring inclusive and equitable education by 2030. On a positive
note, in various countries, there has beereaBrincreasing interest in cultivating this notion

2T fA&AGSYAy3a (G2 G§KS LI NI, indudibdleyisiation, paitRadn®Sa T2 1
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education (Tangen, 2008). In his definition of the concept of voice, Britzman (1989) refers to it

Fa W O2YYAGYSyd G2 @2A0S rGaddSada (G2 GKS NR13
relevart to the present study is the conceptual metaphor used by Arnot €2@04) which
YSydAzya GKS O2whichSdelitifie® the abii®y 2f theYrsigidual to express

himself which is related to the extent these voices are actually heard and by wios.

further links to the power attributetb the voice which can supporshaping and controlling

2y SQa f Apbveri$ efdreisdd ZHadfield & Haw, 20&1)dd (2007) discaes thatthe

O2y OSLIidzZ t ATFGAR2Y 2F &aiddzRSyidiaQ @2A0Sa Ay LI
educatioral contexts,with students being the experts and valued for their insider perspective

of the educational experience (Flutter & Rudduck, 2004). Messio8)(@64cribes that when

two studies were carried out, and students were givepossibility to voice their opinisnn

relation to inclusion in their schools, this gave them the possibility toddigeussion on the

teaching and learning that goes on in the classroom. Consequently, the students felt part of

the learning processand engagement was more noticeable besides improving teacher

student relationship

Another importantmilestoneworth mentioningin the conceptualization of the right of the

child to be heard is General comment number 12 (2088)ch appead to take further
measures These measuresinvolve children or groups of children who are at risk of being
excluded sociallyncluding children with disabilities (Save the children, 2011). Irefiat

entitled Evaluation of Legislation, Policy and Practice on Child Participation in the European
Union (EUjEuropean Commissip2015),children have prioriged education to express their
views however the Save the Children Rep(2011) affirmed that this concept was elusive for

the majority of children as listening to their vaegas mostly impeded by factors including
attitudes, political issues and cultural practices. Niaginaet al. (2021) further highlights

that when these cultural practices and political practices start changing, an empowering
process will allow children to effectively voice their experiences and views and will be truly
considered active stakeholders. PromotingGh&k A ft RNBSYy Q& Ay @2f gSYSyid Ay
empowering and this happens when students are included in debates and denisiking
processes about what is rightfully theirg., an inclusive education system which provides
them withquality education, equal opportunities, a barfiere system and acquisition of skills

including social ones (Mangiaracetaal.,2021). In relation to inclusive education, Article 24
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of the UNCRPDeclaresthat students have a righbp it and that inclusive education will
preparethem for independent livingndin gainingemployability skills It requires that such

students are listened to as well as éaw active role in matters that have an effect on their

life, such as school and education. Taub & Foster (2020) attributes considerable importance to
AyOf dzaA @S SRdzOF GA2y Fa Ad A& alF 1S&@ RNRAROSNI T
In relation to inclusive education and learners, Prunty et al. jXpifically assert that the

views of the students should challenge as well as inform practices within schools and policy
related to them rather than leaving students in the periphery of ptahand decisions related

to their educational experiences. Davis & Watson (2000) argue that frequently the capability

of students withan intellectual disability is not recognised by other individuais they are

often deniedthe opportunity to voice their perspectives. He further asserts the importance of
educators and researcheexploringW| @Sy dzSa 2F O02YYdzyAOlI GA2Yy Q ¢
p.220) to elicit their views. The voices of giedentsconcerned are often silent within the

context ofaccessibity in education,curricularaccessas well as disability activigmve been
ignored(DeePrice, 2019). According to Light & McNaughton (20i%n suclstudentvoices

are notsought,this result in limited knowledge on what barriers are faced by these students

in relation to their educational access, vocatisnvell community inclusion.

The concept of voice was also enacted in terms of its functional uses by Hadfield & Haw (2001).
They refer to three particular functions, being authoritative, critical and therapeutic. The
present study seeks to explaiee voices of students with intellectual disability for two main
reasons, authoritative and critical. The former intends to represent a group of students with
similar profilesi.e. has an intellectual disability and currently attending mainstream secondary
schoo) but also the latter, critial, as it aims to represent the voices which often go unheard
and experiences of this group might challenge views, perspectives, policies and also
educational practices. In the conceptualization of voice, literature also refers to verbal
expression as thassumed mode of communicating. In this research, verbal expression was
considered a privilegdut my intention was to also provide a platform for those students
whose speech is not necessarily a reliable mode of communication and thhroader notion

of voice was kept central (Mazzei, 2009). This broader notion is refered Wt A 2GSy A y 3
ONJ 01 aQ 0 al,hrd &is iBcludes silehée, gedties) and behaviours which might be

resistant at times. Students hathe possibility to choose the manner in which they would like
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to communicate with adults (Holland et al., 2008). Behaviours are also indicative of the
experience that these students experience and can be reactitige toppression that they

experience (MacLure et.a2010).

In the following section, | discuss the notionintéllectual disability and its connotations in

relation to the present research.

2.4 Intellectual disability
Intellectual disability has been given various labels and definitions over the years and this was
done to provide a description to the perception of cognition and potential of these individuals
(Keith & Keith, 2013). Shogren et al. (2017) dacuthe link and interaction that individsal
with intellectual disabilithavewith their surroundings andhe personsthey are n contact
with. The World Health Organisation (WHO) published a worldwide defioftiotellectual
disabilitywhich is
OAsignificantly reduced ability to understand new or complex information and to learn
and apply new skills (impaired intelligence). This results in a reduced ability to cope
independently (Aimpairgdvslocial functioning), and begins bejore adulthood, with a
a0 Ay3d SFFSOU 2y RSOSEt2LIYSYyiué 621 h HaAamyL®
Disability is therefore, RSLISY RSy G 2y (GKS SEGSyid G2 6KAOK
participationare affected. The American Psychiatric Association's Diagnostic and Statistical
Manual of Mental Disorders (DSt&fines intellectual disabiligs featuring challenges in the
intellectual and conceptual functioning, adaptive behaviours as well as in the social domain
(American Psychiatric Association, 2013). The American Association on Intellectual and
Developmental Disabilities (2020) fides intellectual disability as having limitations in
intellectual functions as well as adaptive behavipatk of which start before the age of
eighteen years. This latter definition embraces the notion of existing barriers and experiences
outside of the person with disability and as Weller (2011) states, these align with the social
model of disability and thenited Nations Convention on the Rights of Persons with Disabilities
(UNCRPDAs per McKenzie et al. (201#)e incidence of intellectual disability is aroun@d%
of the population. Children diagnosed witttellectualdisability have difficultieselated to
intellectual functioningincluding planning, judgement, academic learning, and reasoning.

They also have difficulties in adaptive functiomwigich affects life skills and have challenges
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in becoming independent in certain aspe&sg., communication, social involvement as well

as living independently (Saad & EIAdI, 2019).

For this reason, and together with international documentatiote|lectual disabilitys usually
synonymous with incompetence and thuwtigmas often result (Luckasson et al., 2002)
Ungurean (2021) further disciesthat due to this medicalized and negative connotation, the
qualities and potential of the individual are often overséan.the purpose of this researdh,

am defining intellectual disability as difficulties in mental ability secondary to other conditions
such as Autism and Down SyndromehSstudents with intellectual disability have presented

with intellectual, practical and social functioning challenges, such as learning, performing
personal care and school tasks and understanding social cues, respectively. In the present
study, intelletual disability is also manifested in delays related to receptive and expressive
speech and language development as well as reading and writing challeinge® also
considered the notion of Intellectual Quotient (IQ) to determine the eligibility oicjahts

in the study as reflected in their educatiomadychological report84olnar (2016) asserts that

there is a universal acceptance that intellectual disability is characterised by aabelage
measure of cognitive functioning which is usually reflected in an IQ test, with scores of around
70-75 indicating this limitation. This is documented in ttegBosticYatisticalManual(5™ ed),

which explains intellectual function that is usually measured using a psychometric test of
intelligence togethewith a description of adaptive functioning. The description of adaptive
functioning determines the degree of support that students with intellectual disabiigjirna

f SIENYAYI SY@ANRYYSyGa FYyR GKS O2YYdzyiideo ¢K
provide such detailand this has been recently encompassed in the diagnosis criteria. Such
descriptions are also fundamental especially because 1Q scoring reduces validity close to the
lower end of the range. Thus, severity is determined througleties of adaptive functiongn

The following are descriptions with regard to the various levels of functioning in intellectual

disability.
2.4.1 Mildintellectualdisability

As discussed itavercamp & Nevill (2018hnild intellectual disabilityhas an adaptive
functioning score of 530 and usually appeslike typically developing peers. Difficulteese

usually identified first when they start schooling as they achieve mostly all developmental

23



milestones including motor skills, language and social skills. They may find challenges in
literacy and numeragguch as number recognition and letter recognition. With progression in
schooling, concepts become more challenging and fall behind in academ(elakéixamp &

Nevill 2018).At the secondary level, they usually master basic skills related to literacy and
numeracy but advanced academic progress is limited. These students usually require support
in certain situations. In the conceptual domaabstract thinking and planning might be
challenging to develgjnd their thinking skills tend to be more concrete. Conversational skills
and understanding of social cues may be immature compared to peeraly, aspects related

to personal careare age expected, but support might be needed in daily lsurlp as

managing monegHavercamp & Nev;i2018)
2.4.2 Moderate intellectual disability

As discussed iHavercamp & Nevill (201,8noderateintellectualdisability has an adaptive
functioning score of 40 to 5%nd usually difficulties related to various domains start
appearing at an early stage. These include language delays and delay in interaction with others
besides showing less interest in surrounding evémtsllectual disabilitys often identified in
toddlerhood and limited language skills are the first indicators. When schooling starts,
language is usually still limited, speaking in simple phrases and not using full grammatical
sentencegHavercamp & NevjilR018). Difficulties persist even when exposed to ldgrand
numeracy skills. In secondary schoghmigilst being able to communicate propetlyey also

show basic reading and writing competiescand skills are at the primary level indicating a
challenge in the conceptual domain. In the social domain, skills related to dewaimgy and

social judgemenis often inadequate. With regard to adaptive skills, more practice and time

might be required to establish thefidavercamp & Nev;i2018)
2.4.3 Severéntellectualdisability

As discussed idavercamp & Nevill (201 &hildren withsevereintellectualdisability hae an
adaptive functioning score of 2B and usually show early delays in infancy usually noticeable
in motor skills such as walking. These may lsadesorder or a genetic condition which
contributes to the delays exhibited. In primary schoglegme may be able to walk
independently and carry out some adaptive skills, including tigrtgilet. Single words may

remain the primary mode of communication. In secogdahooling, their verbal expression
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persists in being limiteavhilst their receptive language is better developed. They usually find
challenges related to literacy and numeracy and strugigkebasic daily living tasks and would

need to be supervised during these ta@favercamp & Nevji2018)
2.4.4 Profoundntellectual disability

Profoundintellectual disabilityn children has an adaptive functioning score of less than 25 is
often identified in infancyand this is almost always accompanied by various biological
conditions. They almost always show multiple biological variances and health preiehs

may indicate neurological damadé.the beginning gbrimary schooling, they may be capable

of carrying out tasks such as sitting up, imitating sounds and understanding simple instructions.
They often continue to require support from other individuals throughibwtir lives.
Conceptual skills are usually more related to concrete rather than symbolic such as letters and
numbers. Limited comprehension of symbolic communication is often present avetiroah

means are usually used to communicate.

According to Ungurean (2021here has been considerable advancement in identifying the
genetic cause of intellectual disability. It further states that around 75% and 50% of severe and
mild intellectual disabilithave a biological basis, respectivédhtellectual disability is also
exacerbated by psycksocial aspects such as low social status, aggressive tendencies, neglect
and abuse by parents and poor aetltild relationship (Gibbs & Hilburn, 2020). The range of
strengths and needs posed by intetual disability has considerable relevance to this study
and the theoretical foundations of the disability in relation to research are thoroughly
discussed next. As discussed earlier, it is my intention that through this study, | also analyse
processes related to the involvement of students with intellectual disaibilitye research
process itse/fand thus this will be an area which is further explored innte¢hodology
section. In my next section, | explore previous research carried out whereleptstudth
intellectual disability have been given the opportunity to voice their experiences or
preferences. This is of utmost relevance to contrast and compare with the data generated in

this research.

2.5 Intellectual disabilitg voicing preferences
Various constructivist methodologies sought to keep students with intellectual disability as the

focus of the process involved in teaching and learning in the quest to identify their dream class
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and their ideal lessons (Kurt 2016). When studentsintigfiectual disabilityvere involved

in research on curriculum content, these students voiced their preference to learn the same
content as their peersvith the educator giving an adapted explanation and repetition of the
concepts being a core factor (Shogren et al., 2015). Other studies have identified that UDL is
the supported notion in mainstream classes with students withlectual disability (Lowrey

et al., 2017). Research conducted by ®&tiTaukdar (201 Andsupported studies by Fajardo

et al. (2014) revealed that students have preferences to adapted texts in order to be more
easily read and accessed. Shogren €2@1.5 also documented that students with intellectual
disability wanted teachers who are patient and who are ready to help when the content is
hard. This research has similar conclusions to Boynton & Mahon (20&@8Jetdimined
patience and understanding as two important characteristics of teachers who work with
students withdisabilities. Nonethelesknowledge ®how to create learning experiences is a
requisite of the educator. In this regard, research has also concluded that educators find it
more challenging to adapt literacy curreto students with intellectual disability rather than
physical and sensory disability (Tones et al., 2017). Furthermore, training is needed to
specifically support students with intellectual disability in the class (Subban et al, 2018)
especially in relation to inclusive pedagogies. Thestment in teacher knowledge is crucial

as students have reported feeling more engaged when teachers felt confident, had high
expectationswasreadily available to support students andit@apositive approach towards

students (Shogren et al., 2015)

Childhood studiesspecially in the context of education,viegpromoted the use of student

interviews as an approachtoresearchy R Al fAyla 02 GKS y20A2Yy ;
voices. Of more relevance to this research are past studies which deal with instances where
students were interviewed to give their perspectives on the curriculum and teaching of
academic subject®Research has tried to understand aspects suthed#teracy experiences

of adolescents with severe disabilitiddowever, this was done by aysing seventfive

literacy tasks in terms of content, engagement, teaching locatidimesources used (Ruppar,

2015). Copeland et al. (2021) carried out related researctobkfitK S SR dzOl 12 NEQ QA
addressing literacy learning with students with complex disability needs. Various researchers
KIS dzaSR aGdzRSyiaQ ©2A0Sa (2 KAIKEAIKEG Oyl

including students in research and lrstey to their voice These include studies such as Cook
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Sather (2002) and Fielding (2001), with the former focusing on the student position and power
relations between the student and teacher &he latter dealing mainly witkthe rhetoric of
a0dzRSyitaQ @92A0Sa YR ARSY(GAFTeAy3a aLsSoda 27
powerful a voice can b&his notionof power is infiltrated in discussions related to inclusive
schooling and disability Yy R G KA & 6Aff 065 SELX 2NBR y&E(G Ay
the methodology section. In thedion that follows, | discuss the learning opportunities and
environment that are supportive to students with intellectual disability and the effects of

possible barriers within the learning context.

2.6 Intellectual disability and learning in inclusive settings

An hcreasing number of students with Intellectual disability are learning with their peers in an
inclusive learning environment (Williamson et al., 2020). This environment provides the
optimal educational opportunity fatevelopingstudents with intellectual disability (Kramer et

al., 2021). Research such as DeBruin (20f@es and affirms the development of social skills
andaffective aspects that support learning. Successful inclusive education is characterised by
the knowledge of peers about the cotioin (Alnahdi et al., 2020) artde attitudes of these

peers (Freer, 2021). This is also evident when educators embrace the principles of inclusion
and can recognise its benefits (Heyder et al., 2020). This does not hold if educators have
prejudices and negative connotations about students imntellectual disabilit(Karman et al.,

2022). These are often evident when the individuals lack knowledge about the studeart with

intellectual disabilityand consequentlyit affects attitudinal change (Marom ak., 2007).

In the local scenario, students who have an intellectual disability are predominantly receiving
education in mainstream schools even though they may be segregated for academic,learning
and they often join peers in experiences which are not academic such as break time. Even
though these students attend mainstream schpblswever inclusive approaches in the
teaching and learning of students wéh intellectual disabilityare the exception rather than

the norm (Carnovali, 2017). In the Maltese school whdsestudy is situated, students with
intellectual disability have a separate curriculugnthe Core Curriculum Programme. This
scenario creates a link between the segregated class in a mainstream school and possible lower
attainment expectations for students withtellectualdisability (Hanreddy & Ostlund, 2020).

This is defined as institutional ablejsof which teaching and learning practices are

discriminatory in terms of its structure as well as practice (Beratan, 2008). Thus, educators
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have to apply an antibleist approach and educate these students with intellectual disability
through a critical lens to ensure that expectations are kept high-obte & BartorArwood

(2017) also adds that even to date, mainstream teachers stillifpetpared to teach students

with Intellectual disability in an inclusive classrpand thus an alternate curriculum is often
considered the best option. This view is entrenched in the philosophy of ableare
structures in schoolgromotethe notion of having an alternative curriculum in an alternative
setting in the spirit of providing an individualised academic experience. As reflected by the
situation in Malta, students witntellectualdisability are supported by a Learning Support
Educator (LSE) in class, and instruction provided in the Core Curriculum Programme, including
Literacy,id¢ & GAYSa R2yS o0& GKAa [{9® ¢ Kheiehda OSY | NJ
concludes that whilst these LSEs receive minimal training to prepare them for their role, some
after-effects may be negative even if this is unintentional (Giangreco, Broer & Suter, 2011;
Giangreco, 2010). In terms of pedagogy used, it was highlighted that when tasks focus on taking
care of self, isolated literacy skills and concrete understanding ofsnthis moves away

from promoting inclusion of students witfitellectualdisability (Taub et al2019).

According to Dessemontet et al. (20Mhen the educational context is inclusive, mainstream
schools, rather than segregated, students with intellectual disability experience beneficial
developmental aspects in literacy. As discussed by Rao et al., @@Bmework which can
potentially support more inclusivity of students with intellectual disability is the Universal
Design of Learning (UDBd this can provide learning pathways which are flexible for the
individual needs and the individual learnirggets (CAST, 2019). UDL has already started
benefitting students with intellectual disability (Capp, 20amy itis thus fundamental that

the design of literacy instruction is basedthe implementation of UDL to fully considbe

needs of such students. Meyer, Rose & Gordon (2014) sustains that UDL can be applied for
various aspectsincluding learning methods, targets as well as assessments, ensuring
participation, progression in skills as well positive outcomes. UDL encompasses the planning
and degyn of teaching and learning in terms of engagement as a fundamental,asgettter

with representation and action (Rao et., 2017). This ensures a wider inclusion for students with
significant disabilitiesncludng those with moderate to severe intellectual disability, leading

to more positive experiences in the inclusive class and consequently better outcomes

academically, socially and behaviourally (Sailor & Mc Cart (2014). Wehmeyer (2006) has further
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highlighted the importance of students with intellectual disablldyingexperiences which
are meaningful. This allows for content and skill learning. In order for these experiences to be
relevant, some practices are necessary. These inthedase of visual systems, employing

positive reinforcement strategies, as well as systematic instruction (Browder et al.,2014)

There are a number of other pedagogies that are responsive to the needs of students with
Intellectual disability. These include projbased learning as well as embedded instruction.
The former learning approach is described by Bell (2010) as an mgdieywhereby students

learn and work towards developing a resolution to a-litmproblem, supporting reatorld
understandings (Mkrttchian, 2018) as well as employing a stronger approach that does not rely
on skills taught in isolation (Hanreddy & @i, 2020). Using embedded instruction as
another possible approach continues to build on the remediation matieth focuses oan

area that needto catch up like typically developing peers. It is characterised by providing
opportunities for students to practice and evidence their learning, individualised support for
learning as well as curriculum adaptations and modifications (Downing, 2010). The use of
formative assessment techniques is a veelpported strategy in inclusive learning
environments (Hdie, 2012), as it provides educators of students withllectualdisability a

tool to gauge skills and understandipgoviding a snaghot of the level of that particular

student.

Following a thorough overview of the learning context of students with intellectual disability
and corsidering the curricular focus of this study is Literbeyll explorethis concept further

in the next section.

2.7 Literacy as a concept

Literacy, a broad concept indeed, is mostly related to the encompassment of thd@beietg

and write. These literacy skills are often viewed as important factors for individuals to progress
in their knowledge acquisition and to fully participate in society (UNESCO, 2004). Nowadays,
literacy is defined as a fundamental human right rather than a privile&ESCO, 2014).
Lunsford et al(1990) refer to this right as being denied to a number of individuals, including
those with intellectual disability due perceived incapability of learning literacy skills and, thus
denial in access was the resulting situation (Copeland & Keefe, 2007). Papen (2005)

determines that it is of high value to be literate in sogietyvever the concept is dominated
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by schocbased notions characterised by basic skills mastery and standardised tests and
examinations. Morgan et al. (2011) assdéhis concept and the challenges it creates for
students with intellectual disability mainly due to their literacy levels which do not conform
with the standards. It is further exacerbatedthg society around them that assumes that
these individuals with intellectual disability have accomplished a basicofelteracy. A
contributing factor is narrow definition that litenagposes and the neetb broaden the
concept for these students to be valued as literate participants in their community. A
broadened definition of literacy is provided by Keefe & Copeland (2&tafipg that this

notion changes across individual's lifand its existence is on a continuum which can range

to various principlesncluding relating with others, transmitting and receiving information as
well as empowerment potential. An analysis of the literacy instruction indicates that students
with intellectual disability hae been routinely provided with limited literacy instruction or
excluded (Agran, 2011), leaving this population of studasisng functional capabilities in
society. Literacy for learners with intellectual disability should directly ameliorate the quality
of their life and provide them with gains in both academic aspects as well as social aspects.
(Westling & Fox, 2009)

In this study, | will seek to understand the concept of literacy being employed at schools in
relation to students with intellectual disability. Historically, the definition of literacy has
transformed itself to include more diversification and masterihgkils that go beyond
decoding (Lonsdale & McCurry, 2004). Various ethnographic studies have shown that the
transformation was unheeded with students with intellectual disability (Chopra, 2001) and
instead is still deeply rooted in the basic masteryest&gtims, 2000). This research will allow

me to explore the perspective through which literacy is taught. | want to particularly focus on
whether it is taught through a teacheentred approach where students are passive and
characterised by direct strategies or whether a more engaging medium is used. Several lines
of evidence suggest that this former method has proved to be beneficial in achieving functional
literacy skills in percentage of students with intellectual disability (Alloalet2010). Kams

(2000) draws a distinction between mastering basic skills and being engaged in literacy
processes which are used for communication and pleasure purposes and call for the necessary
action to broaden the concept of literacy social practices. Morgan €2@l1) stress the need

F2N) GKA& Ay 2NRSNJ Wiz SyadaNB GKFG fAGSNF 08 0
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engagement happening withthe literacy learning concepan ideological model for literacy
(Street, 1984) is applieavhich posits skills learnt are dependent on the learning context.
Lonsdale & McCurry (2004) discuss that in order to learn meaningfulness and engagement
level one can find challenges as students with intellectual disability may have challenges and
barriers in narrating a story verballyut this should not preclude from listening to these
experiencesand insteagthe ideological model calls for ways to explore and adopt in order to

extract these narratives.

In the next section, | will be taking a closer look at the specifics of literacy learning with students

with intellectual disability and how literature explores this notion.

2.8 Intellectual disability and literacy learning

Literacy learning has been generally identified as a priority in the curriculum for learners with
disabilities especially those witksevere challenges (Agran, 2011). Local and international
policies have rightfully set the expectation for literacy learfiingll studentsincluding those

with intellectual disability. Literacy instruction has previously been disregarded for this
population of studerd for various reasons. Browder et al. (2009) idgrtifee reasons to
explain this scenario. Initiallytie bias of perceived denial of competencies that students with
intellectual disability havee., the assumption that students with low 1Q would be unable to
learn literacy skills required for reading. Secondly, such students are considered capable of
learning basic things such as functional sight reading of certain words and fail to aclgeve ski
related to decoding. Lastly, the notion that speech and language impairments are often
delayed in students with intellectual disabjlépd thus this is considered as precluding literacy
instruction. Research in the past two decades have indicatéddiotescents with intellectual
disability are actually able to reach high achievement levels in readiigh is much more

than expected (Allor et al., 2014). They continue to expand on this notion by suggesting that
when various components are integratéelarners with intellectual disability become more
independent. These include phonics, phonemic and phonological awareness together with
functional reading. For students with moderate to severe intellectual disability, literacy
learning is done througheé use of Augmentative and Alternative Communication (Ruppar,
2015) as literacy components of reading and writing and communication, listening and

speaking are inexorably linked (Sturm & Clendon, 2004)
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The akvelopment of literacy competeiss in students has been identified as critical as it serves
as a foundatiorior other academic and life skills. Literacy compeatgsencompass reading

and writing skills as well #s use of language both in the receptive and verbal aspect. Kozol
(1985) describes literacy skills as being significant for all childrether they have a disability

or not. Sincehe early 1990sa forefront collective awareness started to emerge on the risks
involved of insufficienttiracy ability. Students with intellectual disabjligpecially those

with amoderate and severe disability has rarely been considered in this regard (Erickson et al.,
2010). However, recently more effort has been employed to find waygrovide
comprehensive, appropriate and functional literacy experiences to such students. Literacy
instruction for students with intellectual disability needs to support challenges in various
literacy skillsincluding decoding words, word recognition, and understandirnigxts which

are often present in students with intellectual disability (Griffen, 2017). For this group of
students, ensuring access to literacy and supporting reading skills development will ensure
gaining and maintaining employment (Kutner et al., 2@®d) will allow them to function
competently as adults through the development of independent living skills, vocational skills
as well as communication and social skills (Ford, Davern & Schnorr, 2001). For a systematic
advancement in literacy achievemesitidents need to be engaged throughout their literacy
lessons (Kim et al., 201&s this has been proven to be directly related to meaning
construction (Parsons et al., 2015). Furthermore, Browder (2001) asserts that a subject such
as literacy should have functional skills embedded within its teaching and learning as these
skills willhelp students withntellectualdisability becora productive citizens ansupports
outcomes when they finish their complementary schooling (Bouck & Joshi,ROd2ESmith

et al. (2008) state that whestudentshave gainedfunctional Iving skills,this opensmore
opportunities for socialelations andacceptance.Use of digital platforms increases the
opportunities for interactions and according to Caton & Chapman (2016), literacy skills are
fundamental to enable individuals with intellectual disability to create connections. Ultimately,
theaimisto becomecompetent adults, involvecommunitycitizens and productivemembers

of the society(Ysseldyke et al., 2006). In sagpd living environmerg especially when
independent living is not possiblgeracy skillare fundamental in daily decision making, and

leads to an enhanced quality of life in the various environn{&vians & Fredericks, 1991).
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In order for students with intellectual disability to functgmoductively and independently in
integrated adult environments, they have to be involved in their school jowanéyheir voice
should be sought. This requires an approach which asserts that individuals with intellectual
disability know best about their own lives @hdt their literacy competencies are vatliand
recognised by society. This was led by the social justice philogdpbly sought to enhance

the inclusion of students with intellectual disability in mainstream schadisthis required

that students with moderate and severe levels of disability also have a communication system

be it augmentative or alternative to the verbal expression (Connor, 2014)

In line with the concept of literacy and its importance to students with intellectual disability
the aspect of accessibility versus the possible barriers that impede accessibility is an important
notion to be regarded, especially in light of the social ehad disability applied in this
research. Thyditeracy accessibility is considered an important aspect in this review, and it will

be discussed next.

2.9 Literacy accessibility for students with intellectual disability

Accessing literacy is an important aspettthe population of students with intellectual
disability. Empirical studies focusing on literacy learning in students with intellectual disability
are limited especially in relation to how these students access literacy. McKenzie (2009)
identified a number of common activities in literacy learning that include reading aloud,
following news daily, circle time and following timetables and,thiois was not a
contextualised experience for them. This agrees witlokiservations of Koppenhaver & Yoder
(1993) wio had identified isolated learning activitiesg. fill in the blank texts, reading words
without a context, as well as praantig spelling rules. Yet another study by Ryndak et al. (1999)
identified that when students were in a segregated school, there was little connection between
the instructional tasks and everyday experiences. Ruppar (2015) observed literacy tasks across
schals in various districts and found that reading activities required limited emgageand
worksheets were dominantly used with little relevance to functional purposes of literacy. Also,
these students with intellectual disability rarely used AAC devices to access literacy. IT was also
observed that limited time was spent on writing and mhg as this is critical to
communicating using AAC devices independently, f/sAGuch studentsis a pathway to
communicaton and language development (Ruppar, 2017). In the study, Ruppar (2015) also

observed that even though educators were contexitto literacy teachingtheir rote
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instructionstill persisted. Questioning used was also limited telémel questions avoiding
higherlevel onesand if the latter is providedhis was done by giving a choice which does not
addzLILI2 NI GKS £ SENYSNNRa LRRaaroAftAade F2NJ SELINS:
2011 by Caston-Theoharis et al. showed that literacy instruction is carried out without a
context, disconnected from an engaging curriculum and restricted further the literacy learning

opportunities.

Molina (2017) discssa (G KS AYLERNIIYyOS 2F |aaSaaiay3da GK
understanding. Demchak (2010) describes these are symbolic representations which progress
from the concrete tangible symbols progressing towards abstract concepts such as line
drawings andhe written word. This is central to literacy accessibility as when students are
presented with a symbolism level that they cannot understtrid makes it impossible for

them to create meaning and understand, thus limiting literacy ldpweent (Beukleman &

Mirenda, 2013). Demchak (2010) further suggests the practice of using combined symbols
when students hava severe intellectual disability to establiste meaning of a concept. Yet

according to Lemons et., al (2015) it is stated that even though this knowledge is widely
accessible in researobducators are still uncertambouthowto design literacy and deliver it

to students with intellectual disability.

When literacy is accessed through the Universal Design in Learning (UDL) concept, the
principles embedded within will provide a framework that is also appropriate for students with
intellectual disability.The povision in UDL includeproviding multiple ways to access
information and knowledgepproach activities, anehgage in learning (CAST, 2019). This will
ensureaccessibility of material a priori instead of creating adaptations for a small number of
students during lessons. Effective use of teachssistants (Downing, 2005) and peer support
(Carter & Kennedy, 2006) can also be considered as universal. One of the basic principles of
the UDL is engagemewhichasserts that encompassing the ideas of motivation and ensuring
engagmentduringthe learning process is what give a purpose for learning. This engagement
construct is debated in further detail in secti@il3, initially as ageneralterm and
subsequently in relation to literacy and students with intellectual disability. Before delving into
classroom engagemeritwill explorea more comprehensiveview ofthe terms of emergent

literacy and the aspects of comprehensive instruction strategies. These aspects were a major
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aspect of the observations carried out in schools throughout this reseamdthhus are

essential to represent literature related to them.

2.10 Emergent Literacgnd cognitive skills

The term emergent literacy is widely used to describe the manner in which students with
AAIAYATFAOLYy(H OKFffSyaSa LINRPINBaa Ay fAGSNI Oe
and symbolic communicators when given appropriate support and experieScBllovi A Y S €
(Erickson & Koppenhaver, 20p3) It also incorporates the behaviours related to reading and
writing to develop into the conventional manner. These emergent literacy skills are evidenced
in early years but continue to progress in later develammacluding in secondary schools.
According to Inoue et al. (201&)can include print awareness, phonemic and phonological
awarenessas well as speech and language skills which include comprehension and expression,
grammatical knowledge as well as narration skills (Lenhart et al., 2022). Comprehension skills
during reading taskarealso a fundamental aspect which can equip the students with the skills

to learn to read and later allow them to navigate through text for meé&ulimyrposes
(Suggate etlg 2018).

Various researchers have identified the cognitive aspeztiaterminant in the achievement

2F LINPFAOASY(O NBFIRAY3A YR gNARGAY3A alAffad obS
skills is the verbal shetérm memory and working memarwhich are highly critical to the
conversion of a grapheme to a phoneme and linked with the ability to read (Moll et al., 2016)

as it enables the student to remember information hears and reconstructing it when heard.
Working memory is significant as ibals thelearner to preserve knowledge and be able to

hold this information whilst new distractors and new knowledge available in the
surroundings. Thus, learnecan remember the plans, evaluate alternatives and nwake

O2y Of dzaA @S RSOA&AZ2Y 0bSQS Ysudiasurfuraletdz (201H M H H 0 ¢

have surmised that complex language skills are attributed to working memory.

Another cognitive skill identified as determining factor is the rapid naming ability related to
stimuli, including symboils, letters, numbers, colours @Bzorgiou et al., 2008). Its relevance
extends to reading as there is a similarity in retrieving phonological knowledge from memory
once visual stimuli are presented (Partanen & Siegel, 2014). Research by Warmington & Hulme

(2012) further contributes tohis by asserting thdahe capability of naming a visual stimulus
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can also be seen when phonological awareness is not relatede Bkills are found in
identifying words and newords. Wolf et al. (2000) determined that when the naming of
letters and numbers is slow, this usually attests to challenges to rapid retrieval from memory

and general information processjmpnsequently affecting reading abilfigirby et al., 2010).

A third cognitive skill which directly impacts reading ability is visual perception. Studies such

as Memis & Sivri (2016) have identified a link between the two especially due to the initial
stages of reading and writingghereby the visual modality is responsible for focusing on the
sequence of letters and structure of the word. This sequence and structure need to be stored

in the working memorgndconverted to their respective sounds and meaning identified from

AG 6D@GA2Y 3 CNR SRYI aly(3022) forther Stades that @=Sedrchyhass { K
identified various aspects related to the visual perception required for reaaligthese

include visual memory, attention range and visual discrimination with visual memory in the
short term (Ellis & Large, 1988) and visual attention span (Bosse et al., 2007) being linked with
the learning of reading. In the latter, the longer the wdide more visual attention span is

required.

As highlighted, reading is complard the ability of a student to manage wortlleg meaning

2F &2dzyR&d YR adyidlE Ada || RSGSNXYAYyLYyG T OG2
attributes the ability to manage all of these processes when executive functions arg intact
however when students with intellectual disability are impacteg impaired executive
function, literacy skills are bound to suffer. They further add that when low scores in domains
of print knowledge, vocabulary and phonological awareness are present, they persist in
exhibiting lower literacy skills and will show cmagksin learninghow to read (Greenwood et

al., 2020). Garrels (2019) discuss that when students with intellectual disability are learning
literacy, challenges such as information processing, the ability to think abstractly and
generalisation usually hind@roficiency.In my next sectionl will explore further common
behaviours that are evidenced in literacy learning as documented in the literature. This
information has provided a beneficial background and knowledge to observe in further detalil

aspects related to literacy learning durgigss observations.
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2.11 Evidenced Literacy behaviours within the classroom

Literacy is a complex skidnd various models have emerged to explain the intricate
relationship between the different components. Literacy tasks are avenues which allow the
student to ultimately progress towards more efficient reading skills besides being an indicator

of overall @ademic achievement. Gomwalk (2018) disesighat in literacy tasks such as

reading, inferential comprehension of knowledge is key. Lere (2013) discusses that students
with intellectual disability mostly struggle with the agpgcomprehension. This is mostly due

to language delays that are often present in these groups of students and delays are often seen
both in understanding and expressive language skills (Fletcher et al., 2004). This is also
dependent on the degree of igltectual disabilityand the higher the degree of severity of
intellectual disabilitythe poorer the competency is expected (Ozegya, 2015). For the purpose

of this study, | will be delving in further deptio the mild and moderate level of functioning

4 GKA& YANNERNI GKS LI NIHAOALIYGAQ LINRPTFATSO Ly
| chose an approach by which | can observe behaviours of literacy learning. Landis et al. (2010)
advocate that when dealing with literacy and reading cetmgnsion of students with
AyiGaSttSOGdzat RAAFOATAGE AG A& AYLRNILFIyOG G2
YSiK2R2t238 |faz (y26y |a (GKS W[l y3dzaz 3aS 9ELIS
a way to improve reading comprehensionaiigh the focus wlanguage skillg listening and

speaking to then move on to higherder literacy skills such as comprehension. In line with

this model is the observation tool used in the present study to observe behaviours of literacy

learning in the classrogmwhich is further discussed in the methodology section.

Having identified the complex notion of literacy and how various components of it are
intricately linked, each aspect will be discussed separately to recognise its due importance in
the literature. | believe that tackling these aspects is essential asdhegvidently dealt with

in the datagathering tools used in classroom observations whilst discussed specifically with

students and the other stakeholders during interviews.

2.12 Literacycomponentsand the students with intellectual disability
A considerable number of students who have an intellectual disability have insufficient literacy

level required for participating actively in the community, in work places as welliésldog
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learning. The US Department of Education (2015) states that tteEetimesmore likelihood

for students with intellectual disability to read below basic level of literacy achievement than
sameage peers without disability. Literacy components are all relevant to stydepecially

those with intellectual disability. UNESCO (2012) considers literacy as identifying and
understanding, creating, communicating and computing written texts which are associated
with diverse contexts. It is further highlighted Adzongo & Swande (2014) that educators of
students with intellectual disability have to find the appropriate teaching methods to ensure
that reading develops especiallybe able to read functionally in their communities. This is
best seen as a continuum of learning across these strands of literacy in order for students to
develop knowledge to potentially participate in their community and society at large.
Rattanarich (208) have identified various aspects as to why students with intellectual dysabili
would not have developed skills in the various strands of literacy. These include insufficient
training for educators on how to teach basic literacy, inappropriate learning resources, lack of
specialised reading educators, an increadempout rate in secondary schools, as well as
cultural bias and deficiency perception of stakeholders in power. On the other hand, Erickson
& Koppenhaver (2020) have identified 10 factors which are essential for learning in reading
and writing to happen. TheseOrf dzR Svledg&atfl@ others, means of communication and
interaction, repetition with variety, cognitive engagement, cognitive clarity, personal
connection to the curriculum, encouragement of ritkking, comprehensive instruction,
AAAYATFAOLIYG GAYS Fet20F0A2y yYyR KAIK SELISOGI
with the various components of literacy and describe the empirical studies carried out in

relation to students with Intellégal Disability
2.12.10ral Language component of Literacy

Oral language is considered as the foundation of reading and wmitihgeach influencing the

other throughout the educational journey. It also provides the foundation for text
comprehension. Oral Language is at the core of various other iskillgling phonics and
spellings, phonemic awareness, text comprehension and written expression, vocabulary and
morphology as well as syntax skills. In the realm of students with intellectual disability, symbolic
communication and the means of communicatis intinsic to this strand. In relation to
students with intellectual disability, oral language skills include listening and speaking abilities.

This is becauseitially, they need to have a system which allows them to communicate and
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be learned in the process of acquiring increasingly sophisticated emergent literacy

dzy RSNR UGl YRAY3Iasx odzi AdG Aa SaaSyidAalef 20802 02y O
p.17). It is particularly relevant to literacy learning as they can be able to voice preferences on
their reading genres and what literacy activities they prefer. Ikwen (2013) discuss that students

with intellectual disability gain reading andtuag skills through listening to peers and to their

class teacher. Dahds early as 1981 argued that the first connection between speech in the

form of sounds and meanings and print in the form of visual images of letters and words in text

is created through receptive and expressive skills. In the classroom, educatorsczaagnc
expressive skills by having open discussion and expressing ideas in an interactive manner whilst
using questioning techniques which are inquisitive (Matther & Goldstein, 2@0king freely

about events happening around them and in their everyday life is core to the development of
expressive skills and supports the usage of various sentence patterns besides supporting
critical analytic and thought formation processes (lkw@i32 Oyetunde (1987) discuss that
vocabulary and learning of wordse reflected in the expression of students and for words

which are known, the educators just need to link these to the graphical symbols. When words
FNB y2G Ay GKS aréadigSvgcamlary, BUE thakeSisi ai preBedit nentdl
representation of it then the educator needs to activate these through recall of past
experience and learning the written word. Furthermore, when students with intellectual
disability do not have the mental concept of a word or previous experience of it, the educator

needs tobuild up the experience and then proceed to the writing representation of the word.

2.12.2Reading component of literacy

Learning to read is often identified as one of the major struggles for students with intellectual
disability (Channell et al., 2013). The reading skills are composed of two aspects according to
Gough & Tunmer (1986) and these include the ability to igemtdrds in print¢ word
recognition as well as the ability to extract meaning from thedqegading comprehension.

When students are in secondary schoglfagus is then moved towards comprehension whilst

in earlier years focus is more in word recognitiin the presence of an intellectual disability,
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students might still be focusing on the word lewld thus skills related to it will still be
discussed. These include phonological decoding, orthographic processing as well as rapid
automatized naming. Phonological decoding skills in students with intellectual disability are
observed to improve when pgoams implemented target this skill (Wise et al., 2010).
Phonological awareness skills which are part of phonological decoding skills are seen to be
fundamental for reading development in learners witlelliettual disability (Adlof et al., 2018).

The study by Channell et al. (2013} banfirmed that further intervention is required with
secondaryage students with intellectual disabilignd this should incorporate phonological
awareness trainingncluding identifying sounds in the beginning, middle and end, segmenting
words, oral blending etc. Lemons et al. (2015) describe this instruction as supporting letter
sound knowledge, together withe reading of words as part of a phonlzgsed instruction.

When it is instructed as part of comprehensive literacy teaching, word identification, print
conceptualisations (Colozzo et al., 2016) as well as text comprehension (Adlof et al., 2018) are
improved. It further supports word decoding abilities in orderdnegalise to reading new

vocabulary (Ahlgrirdelzell et al., 2016)

Phonological memory, another skill encompassed in phonological decoding skills, has been
found to be relatively low in students with intellectual disability when compared to typical
developing and thus could also explain the lack of reading skills (Naa@ss2€©11). With
regards to orthographic processjng. the ability of recognition of visual patterns of letters,

in a study carried out by Loveall & Conners (2013), it was concluded that students with
intellectual disability manage to gain orthograpskills during phonological decoding. With
regards to Rapid Automatised naming, i.e. the ability to name rapidly vocabulary related to
colours, number, alphabet etc, sparse data exfstisvever it is evident that students with
intellectual disability often perform similarly to students with typical development of the same

mental age (Ypsilanti et al., 2006)

With regards to comprehension, Ozegya (2015) discuss that initiaglyfundamental to
prioritise sight reading of vocabulary as this is essential for reading. Without the ability to
recognise vocabulary words in continuous text, comprehension will not develop (lkwen, 2013).
Erickson & Geist (2016) have discussed tigesnts with intellectual disability often struggle

to comprehend text above the firgrade level. They also find it hard to comprehend text

which is of high level and maikferences (vaWingerden et al., 2014). This mainly stems from
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a delay in receptive language (Haebig & Sterling, 2017) and vocabulary understanding together
with slowness of vocabulary acquisition as they grow older (Cuskelly et al., 2016). Vocabulary
instruction plays an important part in comprehension developmedthis can be carried out

through various ways such as helping student identify the definition of words, providing direct
instruction of words, and connecting novel and known vocabulary (Beck et al., 2002). There

are several approaches that can supportNgaS N & @2 Ol odzf | NB € S| NYV A\
building curiosity and getting students interested on new words (Beck et al., 2013), engaging

in interactive read alouds, selecting which vocabulary is to be taught.
2.12.3Writing component of literacy.

I OO2NRAY3A (2 VY2LILISYKI BSNI 3 9NAROlaz2zy O6HAmMOU
traditional orthography, either print or Braille, that communicate experiences, thoughts,
FSStAy3daz |yR dzyRSNAGIYRAY3IaA T ¥dibuRkiBIMES | d
required for it to be possible. Garrels (2019) identify ideation, thought organisation, spelling
abilities, and vocabulary knowledge as some of these. Erickson & Koppenhaver (2020) discuss
that it is common practice to observe practigasthe classrooms whereby students with
intellectual disabilities are required to fill in the blanks, memorising lists for spelling tasks,
reordering words to make sentengemmongstothers; however these all fail to support
students in communicating their own thoughts or to write for various purposes. Graham et al.
(2012) emphasise that technology should be incorporated in all aspects of instruction as these
benefit writing skills and outcomes. Va#il& Koppenhaver (2011) discuss the importance of
students with intellectual disability feeling motivated to write and aspects that positively
influence engagemenincludng the use of technology, peer interactions and having writing
audiences. Erickson & Koppenhaver (2020) further states that use of assistive technology is
useful when the writing act with pen and paper is too laborious. The support of keyboard and

word processor is key in writing.

In both reading and writing aspects, it is argued that motivation or lack of it can greatly affect

their instruction. Nishimura et al. (2013) discuss that this motivation lessens as students
progress to the secondary lev@lhis is problematic as motivation is an indicator to the

f SENYySNBQ NBEIFRAY3I OwrivhglBetfofmedt Caryivright@tAal, R016).Sa |y

According to Morgan & Fuchs (200tHere isa bidirectional correlation between will and

41



writing skills achievement and thusis highly suggested that this is addressed in settings
especially where students with intellectual disability are being taught. Together with
motivation, another aspect which is highly relevant in the context of a classroom is the notion
of engagementas this is core for improved learning outcomes of learners. (Woolfolk &
Margetts, 2007). Motivation is considered as-prquisite to having a student engaged in
learning and thus bettering academic achievements (Ry2aac& 2009). In the next section,

the construct of classroom engagement will be discussed thorquablyhis notion is
considered essential in identifying the experiences of students with intellectual disability in

literacy learning.

2.13 Classroom Engagement as a complex Construct

Described asa multi-faceted concept classroomengagement entails a long history of
consideration and research. As early as 1913, John Dewey argued that children have an innate
capability to engage with their environmeand learning happens consequently. When this

Of FAY A& | F2dzyRFiA2y dzll2y gKAOK zze32(aileéeQa
when students are taught in an engaging classroom, with activities that matahitts
development levellearning is bound to happen (Hruby et 2D16). Recently, considerable
literature has grown up around the theme of classroom engageraadtthis applies to the

context of students with and without disability. Palmgren et al. (20v8idantified a gap in
research and knowledge as students with intellectual disability and other disabilities are greatly
underrepresented in relation to student engagemgentth the majority of research carried

2dzi OKNRdzZAK LISNOSLII A2y a 2afsesSnesrBdthingtNdds cAarNJ T NP
bechallengi RdzS G2 (KS RA&aloAftAGE &d G2FGSy GKS
ARSYGATFTASR | NB Apar)SReyentstadiessiich as3 é Lamt & damsom (2049)
mention the need to recognise the importance of student engagement for students with
intellectual disability even because it acts as prevention to potentially dropping out of school
early. Frederickstaal., 2016 discuss that indicators that show engagement in students are
malleable and identifying the level of engagement of studantsk, especially those with
disability, is important spreventive measuresan be implemented (Lehr et al., 2004). Data

from countries such as Australia &hd United Sates show that students with disabilities are

twice as much to drop out in the formevhilst in the latteythe percentages are even higher

(Australian Bureau of Statistics, 2011; Stark & Noel, 2015). This further indicates the
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importance of representing students with intellectual disability in research related to student
engagement. Glicken (2009) further states tthegt correlationbetweendisengagement and
dropout ratesis even perceived as early as primary ypdhas, researching student

engagement with students with intellectual disability should initiate as early as primary years.

Engagement within the classroom depsod a number of conditions in the claaad these

have been identified as significant in determining whether a lesson is enjoyable or not. Active
learning is a determinant factor usually cited in studies (Leger, @04K) and this refers to

lessons which are designed and implemented to give a kamdsgperience to students (Felix

& Brown, 2011). Educators commonly plan for active learning to happen in the classroom and
are concerned with the degree to which stutemill engage in the tasks in a meaningful
YFYYSNI 09t tA&aY HamnOd ! OGAGS fSENYAY3I KIF& A
knowledgewhich has studestconstructing and creating knowledge rather than merely being
transferred by the educator onto the mind of the student. Having social contact and
communicatingwith each other underpins active learning and has its root in what Dewey
OmMmppTo adlasSa al fft KdzYl'y SELISNASYyOS A& d
O2YYdzy AOF GA2F& Onmlppy b ¢T&@SWBKSNI | NBEdzSa GKS SR
identify concrete aspect®f the environment which can be conducive to the learning
experiences which ultimately lead them to gtbwThis notion echoes studeoéntred

learning as opposed to teacheentred learning (Michael, 2006) and is characterised by
learning which is inquifgased, enhanced by the use of technology as well as peer
collaboration. In the constructivist scenario, the learners are the dominant agents of learning

and knowledgereation (Holec & Marynowski, 2020). Yet another condition identified is the
opportunity for the challenge that supports students to learn and wanting to learn more, which

is interpreted by Hobby (2002) refers to the notion of interest and being stimulated and
fascinated in class. Bond & Bedenlier (2019) further states that digital technology is a
potentialy positive resource in student engagemezgpecially in areas of interest. Finally, a

factor documented to provide for engagement in the class isithail achievement and

planning. This is particularly documentedtive literature for students with intellectual

disability as when targets are set and strategies offéveidhprove these help studentse

more successful (Hopkins, 2008). Mcintyre, Pedder & Ruddock (2005) and previously Hobby

(2002) identified this dimension as educators recognising the individual needs and differences
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of students and work is consequently pitched for the various abilities. An additional aspect
required for curriculum engagement is learning motivation which has an increased effect on
effectiveness in teaching. ARCS (Attention, Relevance, Confidentast®atjModel (Keller,

2010) relates to four factors required for students to engage in learning. Reghelagpect

2F OGGSyGAz2ys AG NBfIFGSa (2 SRdzOF 2NE LINR @)
maintenance throughout. This is require@rder for students to remain engaged and focused

in the lesson. Techniques identified for sustaining attention in class include perceptual arousal,
inquiry arousal as well as variability (Keller, 2010). Relevance relates particularly to students
with intellectual disability to make teaching and learning related to their everyday life
situations in order for these to be meaningful. This can be done through the usewbriehl
situations and relating to prior knowledge will support students with intellattisability to
perceive the relevance. The third factor, confidence, relatesbi@sic human need which is
competence (Ryan & Deci, 2000). This supports the theory that high expectancy for success
will increase seléfficacy and result in motivation for learning (Wigfield & Eccles, 2000).
Enhancing this confidence in students witlelieictual disability includgractising autonomy

by including them in choiemaking. The last aspect, satisfaction, relates to sustained
motivation for learning resulting positive consequences through a feeling of having mastered

a skill or accompligil a challenging task (Ryan & Deci, 2000).

Various dimensionsf@ngagement have been presented in research sometimeseven

conflicting however it remains a critical notion for learning to happen (Fisher et al., 2018).

The iterature outlines a triad perspective of engagement which includes the cognitive,
behavioural and emotional componeiiFisheret al, 2018). These aspects of engagement are
particularly applicable to engagement with the language, a concept developed by Svalberg
(2009) which discuses that in the context of learning a larage embedded in literacy
experiences, the language is the objedtilst the learner is the agent. It is discussed that a
O23yAlGA@Ste Sy3alFr3aSR aiddzRRSyd A& alFtSNIZ LI &
1y26ft SRASE GH.20N. EncBdNBIy@TH /SO0 A St &> GKS aidzRSyY
purposeful, willing and autonomous disposition towards the object (language, the language
FYRk2NI gKFG AG NBLINMZ) Rgoarding socidl engegdmers, ldBtadent n 1 g
will interact with his wrroundingsand initiate interactions with educators and peers. These

three modes of engagement will be discussed in further detail in the upcomirsgstdng
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andtheir relevance to students with intellectual disability will be highlighted. Discussion and
literature identified in these subections are the basis of the development of part of the
observation tools used in thdissertation. Le Lant & Lawson (2019), in their sthdg

developed a student engagement checklist with a condensed list of components and
observable descriptions. These were particularly targeted at students who have intellectual
disability coupled with speech and language difficul@agnitive engagement has nbeen

featured in earlier researchnd as a researchdrdeemed this tool as most appropriate to use

Ay Y& NB&aSIFNOK® !''a | NBaSHNOKSNE Ad 3IF @S YS
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Lawson, 201%. 312). This will enable me to create a richer narrative (Fredricks & McColskey,
2012) of the literacy experiences of students with intellectual disability when coupled with

student and parent interviews.
2.13.1Cognitive Engagement

The cognitive aspect is the one given more potential significance as it reflects on how much

the students actually master in terms of concepts and content (Fisher 2048). Bond &

. SRSYftASNI 0o HnmMmdpOo NBFSNE G2 023y Al AdgBatiocBy I+ 3 S
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required to understand complex notions and skilld laeing able to achieve aims by being able

to seltregulate (Furlong & Christenson(3). Finn & Zimmer (2012) further describe cognitive
engagement asselecting important information through learning strategies and then
integrating this knowledge with pexisting knowledg These learning strategies may include
rehearsal, elaboration and summarising (Winnie, 1996 xHligahu et al. (2018) discuss that

cognitive engagement contributes to more-ask time, a positive response to reading and

writing, enhanced comprehension, more reading inside and outside of the class environment
andmore participation in literacy lessons. Kim et al. (2016) and Guthrie & Klauda (2014) have
identified various instructional practicdsat enhance cognitive engagemeiithese include
adzLILI2 NI 02 o0SAy3 AYRSLISYRSYyid Ay NBFRAy3I:I OK
lives, collaborative work with peers, access of highly interesting sds highly involved

educator. Students must feel that the work carried out in the class is relevant, worth the

attention and that it will lead to future benefits (Werday & Shell, 2015). Erickson &

Kopenhaver (2020) states that growth in cognitive engagement is evident fetven
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worksheets and assessments are used and ingtieaisk are personalised reading and writing
activities based in an environment which contangst range of books as well as RigVel
interactive practices between students themselves. Another concept related to cognitive
engagement is cognitive clarit§oodwin (2018) describes it as having students understand
the relevance and significance of the conceisy are learning by questioning the worthiness

and purpose of itit also enables students to id#flg knowledge that is worth focusing on and
storing and knowledge which can be forgotten (Richards & Frankland, 2@tZgy cognitive

clarity is only built through engaged learners and in the presence of meaningful texts and those
which are of high interest. Erickson & Kopenhaver (2020) discuss that cognitive clarity is a
prerequisitefor cognitive engagement to follofwr learning to generalise and for the applied

use of skills learned.

Cognitive engagement is usually one of the most challenging to observe and dqauthent
various researchers attempting to create tools for this. For example, Chi & Wylie (2014)
attempted to identify methods of observable measures of engagement such as making
gestures while reading, paraphrasing as well as questions asked. These raathotisers

(e.g., Helme & Clarke, 2001) have been identified as having some major flaws by Le Lant &
Lawson (2019). These include cognitive engagement aspects which ameluaéd in one
assessment toand arenot fit to be used in the classroom during lesson tifineis a tool
developed by them ensured that it represents cognitive engagement that can be observed

throughout the task completion time span whilst being transferable from one task to another.

Furthermore, it was concluded that cognitive engagemeuldbe enhanced in students with
AyiGaSttSOldat RAalFIOAtAGE o0& SELXAOAGEE GSI OK)
equip students with the ability to eventually selbnitor their responses by applying a learnt

strategy to a problem, and ultinedy generalising the learnt strategy to other situations, tasks

2NJ aSG0Ay3a . 26l The duthof further mddsatpat this can happen when tasks

are planned according to the lear@& S ELISNA Sy O asl tyfsRwill S@ppok F I (i A 2
learning and learners will be more able to select and recall to ultimately understand concepts
presented to them. Ertmer & Ottenbreit Leftwich (2013) discuss that cognitive engagement

can be enhanced by integrating technologto ithe learning process whilst inferencing

personal significance with the content being taught (Jonassen, 2013). Belo et al. (2013) further

support this by inviting the educatoritv the subject, pedagogical and technological
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knowledge to support literacy skills whilst selecting the most appropriate tools or methods to

suit the class's nead
2.13.2Affective Engagement

Another component, emotional or affective engagemeeters to how learners feel about

their schooling experience in terms of educators, peers as well as the content being learned in
FyY T OFRSYAO YIFIYYSNI 6CAAKSNI SO FfdX HamyOod L
environment, peerandteacheE ' a ¢Sttt & ad0dzZRSyitaQ asSyasS 27
& Bedenlier (2019.13). It also refers tthe willingness tgarticipate in classroom activities.
Skinner & Belmont (1993) states that this can be identified in a class as the learner will look
bored, happy, sad or anxigu®. a physical display of emotion (Lutz et al., 2006). In literacy
learning there has been a noticeable tendeniy an interplay of the three engagement
factors, mainly cognitive, behaviour and affective. In recent studies, a particular emphasis is
given placedon the affective aspect (Satd017; Han & Hyland, 2015). Svalberg (2018)
discuses that affective engagement witthe language process is mainly influenced by the
topic of the task, perception of oneself and group dynamics. It is also affected by power
variables within the classrooms, friendships and differences or similarities in values. (Svalberg,
2018). Hollingshead af. (2018) discuss that literature on affective engagement in reference

to students withanintellectual disability is absent, especially those who are severe. He further
adds that usuallyesearch stops at exploringybpiness (Lancioni et al., 2008)wever more
research in this area is necessary as it can give a better understanding of their needs. The
understanding of affective engagement in the population of learners with intellectual disability
has relevance in meaningful participation in an inclusi@ssom (Ryndak et al., 2013).
Hollingshead et al(2018) concluded through their study that students with intellectual
disability show emotions irrespective of their language capabhilltiesay look differentni
students and dependn processing stimudround them and the nature of the interaction with

people around them.
2.13.3Behavioural Engagement

Various studies have shed light on the behaviours of student engagement. These are
fundamental to enhanngthe learning experiences of students (Reschly & Christenson, 2012).

The behavioural component involves how learners act in terms of participating in class
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activities, completing class tasks as well as their body posture throughout the learning
experience (Hruby et al., 2016). Bond & Bedenlier (2019) refers to behavioural engagement as
GLI NODAOALI GA2Yy S LISNEA&AGSYOS | YR thelspestsidf S 02
participation and conduct, Le Lant (2015) states that behavioural problems and disengagement
is evident when students perceive a task as being to challenging or whenakeg mistake
because this led to avoidance behaviours. Ryan & @860) discuss that avoidance
behaviours are used by students as a protection to eventual failure. According to Fredericks et
al., (2004) a student is considered behaviourally engaged wddively participating in a
learning task as this is fundamental to improvasgdemic concepts. It is also evidenced by
their participation in school activities, following lesson rules as well as in their task completion.
Furthermore Lutz et al. (2006) indicate that body languayeh as posture and yawmsay

give anindication of the level of behaviour engagement

As can clearly be deducted, cognitive, affective and behavioural factors are interdependent
and interact with each other. In the next sectibwill delve deeper into engagement in literacy

tasks which is directly relevant to the study.

2.14 Literacy engagement

In learning experiences, engagement has been conserved as correlating to academic success
(LeLant & Lawson, 2019). With regard to literary tasks, Kiah €2016) discusss that
engagement must be fully present to gain reading progress. Parsong2€1&l) together

with other researchershave confirmed a direct link between engagement and being able to
understand and construct meaning from the text in hand. Conversely, when students are
neither engaged nor motivatethis creates a barrier to success in literacy. Jang et al. (2015)
further add that whilst not all students are easily engaged in literary tasks, educators must
understand the engagement concept more thoroygio support studenten exploringtheir

interests for greater engagement. Studies such as Kurth et al. (2017) found that students with

intellectual disability and complex language needs were the least engaged during literacy tasks.

Tracey & Morrow (2017) refers to engagement as the frequency with which students read and
the ability to sustain attention throughout a literacy task. However, researchers such as
Serravallo (2015) descrilmngagement as multifaceted amdcludes process related to

emotion, behaviour and cognition. This involves the enjoymieaitending and engaging in a
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literacy task, effort exerted by the student and metacognitive skills inyalesgectively

(Shernoff, 2013). When students are provided with opportunities to collaborate during a
literacy task, they become more engaged (Hudson, 2016). Springer et al. (2017) further
concluded that literacy achievement and engagement should relgéttter symbiotically and

GKS a@SKAOfS GKNRdAdAK ¢gKAOK (KS OflFaaNRB2yY Ay:
al., 2007 p. 29). Various researchers have concluded théading predictor of literary
achievement is engagement (Parsons et al., 2@b8)thus activities in the classroom should

revolve around heightening engagement levels to consequently also develop receptive and
expressive language skillsspecially in students with Intellectual disability (Lightner &
Wilkinson, 2016). Various researchers also attest to the importance of activity or task design
presented for further engagement in class. Friend (2017) identifies various elements that
shouldcharacterise K S (Fa1a YR GKS&aS AyOf dzRS LISNIAYS)
choice within the task. Vast studies carried out by Guthrie (1996) on engagement and task
designs indicate various important aspects which can be applied to students with intellectual
disability. They highligatlthe aspect of increasing engagement when teachers used concrete
objects in various content areas, making learning personalised together with integrating
fAGSNYI O GAGK a0dzRSY G Qa LINA 2 NJ itiggstwaderisRvEnS 2 F
options to express what they learsuch as verbal, visual, written gtalso leads to greater

engagement within the class (Guthrie 1996)

Tosupport this, educators need to ensuoeprovidestudents witha choice ofrarious similar
books or sges sequels-urthermore researchcarried out byParsons and colleagues (2015)

on literacy tasksengagement provided literacy tasksto ten-yearold students of mixed
performance leveland their engagement was recordethe behavioural engagementas
identified through observations, affective and cognitive engagemerst measuredhrough
interviewing techniqueE | YR a0 dzRSy G a Q LIS Ndere patharedyhiougd ¥ | O
the use of rating scaleShese researchers have analysed the anecdotes and rating scales and
haveidentified that the highest engagement is observed wiikhenticactivitiesand giving
choiceto the students as well asasks which supportsooperative learning?arsons et al.,
(2015 discuss thatooperative learning is best facilitated when educators strategically design
student groupings in the classroom. Furthermore, in their reseamhfound that activities

based on solely use of worksheets and those which were perceiebdlEsging indicated a
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lower level of engagement in studen®is is in line witiAdams& Torchi&® (1998)which
identifiedd & S | (a5 eINt®d4o lower engagement levels observed in stud@atstributing
to this low engagement level in taskss the perception of the task complexity and the

aldRSyiaQ O02YLISGSyOASao

2159 RdzOl 12 ND& NRtS Ay fSIENYyAy3I yR Sy3ar 3s)
Addressing the question on how inclusion and disabilitpnseptualised by educators is a
determinant factor as to how inclusive schooling is pedti Biklen (2000) refers to the
AYGSNLIE & 2F FI OG2NA | dhroligyf theddgirl 108 af disabildyF L2 § |
one can redefinghe meaning of disability with the ultimate aiof fosteringinclusive
participation of individuals with disabilities. Various themes emerge from the critical theory of
RA&lIOAfAGE YR GKS SRdzOIF 12NR&a NREtS Ay GSIOKA
depicts aesistance towards a static perception of disability, a meaning that does not shift. This
echoes what Thomson (1996) referasa perpetuation of attitudes and constructs adaily

occurrence. These understandings are imppsed stereotypes are embedded culturally.

These stances provide a context for marginalisation and what Kliewer (1998) refers to
WWISAAaAYAAYQ +a UKS AYRAGARdZ f beingnonditeratei SSy | 2
This often leads to students with disabilities experienbiarriers to learning which in itself is
discriminatory. Thus, having an educator as an ally to ensure participatory learning experiences

is key and deserving for these students (Biklen, 2000). Listening to an insider perspective and
accounts of studentwith disabilities is also significant in informing inclusive practices and is

vital for educators and peers. When this is accepted and valuggossible to recognise how

learners with intellectual disabilitan lead their educational journeys ashaslbe a respected

source of knowledge and information to professionals in the field when these are creating

inclusive practices (Billington, 2006)

The voice of students #te primary and secondary level is of value to educators as their words

and experiences as studergee an influential tool to generate educator sedflection and

practice is improved accordingly. (Flutter, 2007) This process is catalytic in nature l@ause

cited in Rudduck & Flutter (2003)Gi Sy O2 dzN> 3S&4 SRdzOF G2NB a2 &S
G2 02y GSYLIX FGS FEGSNYIFGADS | LIINRIF OKSAazX NRf S
a0dzRSyiGiaQ @2A0Sa G2 3IdzA R SreifctasDdyreycauraged &nd £ ST NJ
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p.352) binding the educators to practices which are familiar.

With regard to engagement and achievement in students, educators have a powerful effect.
According to Palmgren et al. (20when a relationship is fostered in the classroom with both

peers and educators, students readily engage more in learning. They further add that when

the relationship is poor, rejectias also experienced. Le Lant & Lawson (2019) discuss that
students with intellectual disability are aware and are able to recognise how peers and
educators socialise with them and may even compareg #eademic abilities with others.
Educators are particularly important at this phase as instances of disengagement should be
identified and tackled. Tomlinson (2017) confirms this because when educators are attentive

and know their students thoroughlg higher engagement level is evident in the learning
processThis was identified as particularly relevant whaeducator creates an environment

of belonging, establishes high expectations and planning of learning is planned to edlter
students' needin the classroom.This also applies in relation to literacy instruction. Vollet et

al. (2017) determined that the involvement of the educator is highly related to learner
engagementand this also applies to students with intellectual disability. Similarly, in a study
conducted by Pantaleo (2016) it was evidenced that high expectations of educators have a
positive impact on literacy engagement and literacy perseverance. She futdgrenided that

gKSY |y SRdzOI (2 NXDa& S E biipropiide deargeys tehdito He $n@r& t 2 LIY' S
engaged. Studies such as Strati 48116) concluded that a factor that increased engagement

in students was specific feedback to the students from the teacher. They further found that
through scaffolding, development feedback and by proper questioning techniques, it was
possible to increasthe engagement of students as they can sense the individual anty close
consideration of the teacher to the individual work and effort (Fisher et al., 2016). Scaffolding,
being a core priciple oftheUniversaDS a A 3y 2F [ SIEINYyAy3IzX A& dal ol f
YEAYOGFAYAy3 + OKAfRQAa Sy3al3aISYSyids aAYLIE ATFEAyY
sk I TAY3ZT YENJAY3I NBESOLIYyad AYyF2NXYIEGA2YSE | YR
al., 2012 p. 164). The importance of scaffolding is used in a manner that the educator
withdraws or provides support for literacy development and learning. Almasi (#803%es

that to have this balance, the educator mbstknowledgeable about the strengths and needs
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of the student, the curricular content and an understanding of how to provide the right level

of challenge.

According to Palacios (201%)e experience and skills of educatorvda direct impact on

GKS € SIFENYSNRa NBFRAYy3 | OKA SIS YDYr)ifurthey RateI NP 4 (0 F
that when educators know their students individually, te&ee of their learning and involve

them in it activelymore efficient learning in literacy happens. This notion is extended outside

of the immediate classroom as these beliefs and values cultivated by the educators are
transferred tothe perception of capability wiin reading and writing tasks and in various

learning environments (Wigfield et al., 2015). Yet another aspect which has an impact on the

f SIENYSNBRQ OF LI OAlGe G2 fSINYy Ay OflFaa Aa GKS
through their researciound that the attitudes of educators towards students with moderate

to severe intellectual disability is reflective of their beli@f®ut such students and is
AYyTtdzSyOSR o0& (KS a0K22f O2yG0SEG O6¢AYOSNII .
culture and impact both teaching methods and content delivered to the students (Ruppar,

2017).

Another link in the chain of support system for students waitlintellectual disability is the
NREfS 2F GKS LINBYyGa FyR GKSANI A yndnstegeSrdhSy G Ay
| also explore the perspective of parents, and thus the literature related to it is considered as

well.

216¢ KS LI NBydaQ LISNBRLISOGADGSE 2y fAGSNI Oe f
¢CKS AYLERNIIFIYOS 2F (GKS LINByGaQ NB{tS Ay (0KS
dzy 02y 1SaiSRd ¢KS@ INB dzadzZffe GKS LISNA2YA 6
strengths and needs. The views of parents are thus an importannidiog chaineven in the

name of literacy experiences and learning in the secondary school. When researching children
having intellectual disability it is common that researchers include prexgesparents or
educatorsto solicit the perspective or eggences of these children (Franck & Joshi, 2017).
¢KAa YFe 0SS LINBoftSYIFIGAO a GKSANI GASs 2N SELJ
experience. Alstobel & Berninger (2017) discuss that parents of children who do not have
adisabilityar®2 y ddz2f 6 SR 2y GKSANI gASga 2y fAGSNI O 7

(2015) educators should ensure good collaboration with parents of students with intellectual
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RAAlIOoOAtTAGED /2fF1 02N GAYT gAGK SRdzOF GBNEBR | yF
Fff26a8 F2NI I K2fAa0GAO0 dzy RSNEGIFYRAY3I NI GKSNJI @
Just as different students in schools have varied experiences, even parents may have diverse
perspectives. Sheehan & Sheehan (2000) discuss that parehtstteer relatives close to

students with intellectual disability have always contributed to a successful literacy experience.

Research carried out by Al Otaiba et al. (2009) reveals that parents have high expectations for
literacy development and identified as important to be able to read books, even for pleasure,
being able to read signs for safety reasons and community signgefiration within the local
community together with literacy skills required for eventual employment. They further
document that parents themselves support literacy by providing a home environment which is
literacy rich. The parents interviewed alsowhd belief in the abilities of their children even

gKSYy 2dziaiARSNB &dzOK Fa SRdzOFIG2NAR R2 y200
dzy RSNE& i I y RA Yy 3 QvhiéhT a deéfSkhoMdeddKvihichRdNiBeyactaral there is

FYy WAYGSNRSLISYRSYG NBflFIGA2YAaKALI Ay @gKAOK 0o
O2YLISGSYOS 2y (KS 20KSNXIFIYyR Ffft2ga (GKz2asS Ay
in idiosyncratic behaviour demonstrations of understanding d@natotherwise dismissed or
disregardedd @ Y2NB RAAGFYy(d 20aASNIISNARAQ O6YEASHSNI g9
that when schools dismiss the abilities that these parents are observing in their children, they

do not tend to question it or pughe school to acknowledge and build on these abilities. This

leads to aspects of parent advocaeyiteracy matters however literature and research is

limited in the area (Duffy, 2013). In one such study, Trainor (2010) outlined four parent
approaches to advocaaptuitive advocates, disabiligxperts, strategists and change agents.

Intuitive advocates are intimately knowledgeable about their ildnd use this to handle a

situation that arises.

On the other hand, disability experts have a deeper understanding of the disability of their
child and provide informatigre.g. on transitions when a change is in the process. Strategists
are more knowledgeabkboutthe policies and laws surrounding inclusive education and refer
to these to advocatéor their childen. Change agents are the parents who create a change in
the overall system through their knowledge of policies and -pgesonal connections
together with financial assets. Trainor (2010)XHer discuses that the last two types of

advocaciegare usually the most successful kind. Hess et al. (2006) further repontatbats
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feel that school management cas out education decisions without consulting them in
various situatior® ¢ KSaS LI NByida SyR dzZJ FTSSfangtiseW2 (i KSN
parents are often faced with either complyimih the situation or advocating in order to show

their disapproval.

In relation to literacy and students with intellectual disabiiityhis article, Wakeman et al.
OHnumyO aidldsS GKFIG aGKSNB Aa y2 € AG0SNI GdzNB
LINA2NAGASE FNRY GKS LISNRLISOGAGS 2F LI NByda 2
their study, they attempted toddress this gap ithe literature and provide insighisto these
LISNELISOUAQPSad / 2yaARSNAY3I (GKS LI NBydaQ LISNAEL
AYLI OG 2y ( &8 whed tl@Kdolfabo@ta with théFeBucators, they can be critical
partners (Lalvani & Hale, 2015). The insight of parents can provide information on how
effective teaching instruction is and what they expect in having successful literacy ability
(Wakemaret al., 2021).

In their researcl®  { SYly S&G ft® o6nnum0 FGGSYLWGSR (2 R
learning for their children with intellectual disability. In this survey, parents were asked about

their priorities for their child to learn in literacy and barriers to progregnititeracy. They

have identified that most schools are focusing on reading and listening comprehension and

less on phonological awareness and letter knowledge. As priorities, the parents identified being

able to understand a text @y have read and follow written instructions as very important;
however, theability to read (93.3%) was the highest prioritiiey felt that this skill actually
YI1TS&a I RAFFSNBYOS Ay GKS OKAftRQa |ljdzZ tAde 2
identified as a priority skill. The greatest barriers identified included distractibility and not being

able to understand theekt, and difficulty in holding the writing tool in case of writing. Lack of
engagement and interest in the topi@salso identified apossible challenges. (Wakeman et

al., 2021)

2.17 Conclusion
This chapter has looked at the pillars of this reseavbich are mainly intellectual disability,
engagement, student voice, and literacy. The review of the literature was pivotal in the design

2T (KS YS{iK2R2f23& dzaSR (2 O02ttSOG (4KS RIGL
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This chapter also sougtt explore notions of engagement in literacy learning and the role of

GKS LI NByida IyR SRdzOI 42NA |a aidl {SK2ft RSNA® L
are centraland thusthisliterature reviewalso explored the conceptualization of voice and its
relevance to the social model of disabilinother thoroughly studied aspeawas
understanding concepts related to intellectual disability to set the context for later related
aspects. This chapter furthéad theintention to explore the benefits and importance of
fAaGSYAYy3 YR FTAYRAY3IA ¢ &scaried outhy jlabingihemd KS & (
in the context of educational developments aad a right, embedded withihe legislation.

Listening tahe voices of students with intellectual disability has been documented to create
inherent challengesHowever, past research has also suggested ways to overcome these.
Furthermore, an important element in evideAgased practice involves acknowledging and

knowing what the individual prefers and what they value.

In the next chapterthe methods used to carry out the fieldwork will be discusp&ting
particular emphasis oihe choice behind methods employed, which include classroom
observations and semsiructured interviews with students, parents and educators.
Considering participants are students and have intellectual disability this required a vast range
of ethical considerations thateeded to be taken into consideration, and thus, these are
discussed in great detail in the next section. Another importapécisdealt with in the
upcoming chapter also involves the aspect of positionality and my stance in this dissertation

and the way this has affected my choices throughout.

55






CHAPTER METHODOLOGY
! a At 206t OAGAT Syas 6S INB y2 t2y3ISNI OFtfSR {:
traditional qualitative inquiry. Today we are called to change the worlds and to change it in ways that
resist injustice while celebrating freedom andyulDif dzia A @S> LJ NI A OA LJ G 2 NB

(Denzin, 2019. p. 723)

3.1 Introduction

As a Maltese, European and global citizen, the quote by Denzin (2019) encompasses my values
and the ultimate purpose of my research in the spirit of inclusion and active participation of
students with intellectual disability. The study's overarching aito study the literacy
curricular experiences of students with mild, moderate and severe intellectual disability in a
mainstream secondary. The objectives | identified seek to determine these lived literacy
experiences during the CCP programme in MalteseEmnglish lessons and thus investigate

the programme's suitability and engagement that these students exhibit during such lessons. |
also intended to explore the parental perspectives and experiences in relation to these literacy
experiences. Another olijave of the research was to be able to identify what strategies and
approaches enhance literacy learning for students with intellectual disability in secondary
schools and how educators can use these for meaningful literacy experiences. Based on these
objectives, | have outlined the following four research questions and a qualitative approach to

the study was taken in order to address them appropriately.

1. What are the experiences of learning literacy femallgroup of secondary school students

with intellectual disability?

2. How dotheir LJF NBy a LISNOSAGS (GKSANI OKAf RNByQa SEL

schools?

3. How suitable and engaging is a mainstream literacy curriculum for students with intellectual

disability?

4. What approaches caeducators adopt to support and enhance literacy learning for

secondary school students withild, moderate and seveiatellectual disability?

In this chapter, | address key methodological decisions undertaken to attest to the importance
of providing opportunities for students to voice their thoughts and experiences. Throughout

the methodology chapter, | provide an overview of the approach takelnding the choice
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of the case study, the methods employed, sampling aspects, and the procedure utilised. | also
discuss in depth the techniques and methods used in data collection and the participation
process, which is core to eliciting experiences when researching wifbigaants with
intellectual disability. Throughout the engagement with the literature consulted, | confirmed
the importance of literacy learningnd this has been researched in relation to engagement

on various occasions (Friend, 2017; Vollett et al.7R0Nhilst the plethora of peeeviewed
research on the subject is significantelt thata deeper analysis needs to be conducted on

the experiences of literacy in students with intellectual disability. Bishton & Lindsay (2011)
clearly asserts the need for all students to have their voice captured and to influence the
educational environmentln this chapter, |1 alsoaddress methodological considerations in
NE&aSINOKAY3I AyaStftSOldzatfte RAAlFIOGESR aA0dzRSY(:
Research has been generally focused on minimising or preventing problems related to
intellectual disability (Rioux & Bach, 1994) rather than understanding the lived experiences of
these individuals, creating a disabling effect (Goodley, 2000). In recent years, research and
practice endeavours have focused on empowermant inclusive communities and
developed an ideology to better thedsof individuas with intellectual disability (Dempsey &
Nankervis, 2005)ncluding education entitlement. Dowse (2009) has debated that various
research styles attempted to silence the voice of indalgwvith intellectual disability
predestining them to lowelevel standards of literacy and educatibiad no intention of
beinganother nondisabled person constructing the student wathintellectual disability as

the problem other (Dowse, 2009stead, | hope that ierves the purposeof W& dzLJLJ2 NIi 2 1
genuine engagement, authentic participation, inclusive design and strong voice for people with
AyiaSttSOldz £ RAp 148).AThereth@d®! have chasén Stk dasigmapthe
researchhad the purpose of enacting a platform whereby these students can voice their
opinion In an extensive section of this chapter, | explonécat considerations related to the
research which were essential inderstanang the subjective experiences of students with

intellectual disability

In the next part, | explain my positionality in this research and what aspects influenced my

decisions in the choice of research and methodology employed.
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3.2 Positionality and guiding principles

G2S R2 yz2i LJI-vNJ-ACVI)Kdz[] S Ayl 2 QKS FA Sv-feéprde'finﬁ K %YL
2dzNJ L2011 Sua NBIRé 02 NBH2E8R UKS 47Tl Ouze

Indeed, | felt | parachuted into the field with a baggage of emotions, experiences, setbacks and

values which influendeow | interact withmy surroundings, reflecting the medium in which |

undertake this researchThe way | approached this research was not viakes but value

laden whichistruthful to Halliday (2002)vho asserts that educational research can never be

approached valuéree. There are various reflections | can make on my educational journey

and my career in education and speech and language pathology. Values have consistently

guided my decisions, my battles, and my convictions in my everyday work. Reflected in this

study; | relate to the philosophical basis of Humanism as throughout the prbeessire that

GKS &aidRRe 2F OKAftRNByQa tAOSR SELSNASYyOSa aa

the perspective of parents or researcheks a researcher and educatdiirinly believe in the

humanist philosophy of education as | recognise that children in learning contexts are

responsible for learning anthwe a degreeof control and choice in the process. Thus, in a

learning contextthe educator facilitates learningvhereby the student directs learning. |

particularly acknowledge that this philosophy is particularly relevant to students with

intellectual disability ag perception of various inabik#s may cause society to prevent giving

choices to such students. Educators in such a philosophy are encouraged to support student

growth and provide a liberating context for learnihgrelation to this, | feel that the work |

have done as an Education Officer in secondary schools always embraced this aspect of

humanism. An overarching aim of the humanism education philosophy is to provide the

necessary support to realise and maxemiee optimal potential of a student (Billings &

Halstead, 2009). Througihe classroom observationshe support strategies and system

utilised in the CCPnglish and Maltese lessarmuld be thoroughly evaluated.

The Humanism philosophy was identified as the foundation of this research as | believe in
subjectivism andthat experiences and thoughts are present in an individual's .mind
Fundamentally, the reality of an individual is projected on experieandsmotions lived in

a particular situationln relation to this notion, | have experienced learning situations with
students in their respective classrooms, and this has provided me with insight related to their

literacy learningPlayle (1995) asserts that thepect of subjectivity and individual meaning
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may appear unclear to sombut it is what humanism is particularly concerned with. In
agreement with Bevis (198%e reality is truly in the individual person. Being free to choose

is a notion which is highly embedded in the humanism philosophy. Yet another core notion is
GKFG 2F 1y26fSR3IS GKAOK Aada LINARYFNREE 3IIFAYSR
(Kleima@ HnantTO0® & | KdzYlFyAad NBaSINOKSNE L @I
how qualitative methods of inquiry are more suitied soliciting the lived experiences of

students with intellectual disabilityThis has influenced my decision to employ qualitative
methodology to listen to the experiences of these students. | also relate whiltisophyas

it enables an activism stance as the tenets of humaarsthe valuing and responsibility we

have towards each otheespecially in eliciting voices of those who are often excluded from

being listened. The importance of this is stated by Khatib, Sarem and HamidwR0X3aim

GKFGd KdzYlyAdad SRdzOF A2y aSYLKEFaAl Sa GKS AYL
L  0Sa GKS AYRAGARdzZ t Qa (K2dzZAKGX SY20A2ya
RSOSt2LIYSYylGde o0LIPnpOd® ! Yy2IKSNI AYLR2Nicewdh 02y
the population of students with intellectual disabiliand this is highlighted as a benefit to
humanistic education (Veugelers, 20113lso find the humanistic paradigm relevant to my
research as itejects identifying the deficitof students with intellectual disabilitiesvhen

teaching students, and insteatpositively focuses on developing the best of their abilities.

terms of my educational and wer&lated background, | experienced a greawareness and

G tdzS 2F dziAf AT Ay3 & dzRS gnd ihése A2 bASantoldgigal S R dzO
stances and are also righiased. My ontological stance in this research is that in agreement

with Tisdall, Davis & Gallagl{g009), Iview children with intellectual disability as sociabes:t

and the experiences they have should be expressed by themsealmdsthus it was
fundamentaffor methat my research listens to their voices first hand (Greene & Hill, 2005).

My experience of this agrees wikyere et al. (2020Wwho assert that even though the

process may be challenging howewtndents withanA y G St € SOG dzZ- € RA&F0AT A
d20A1f OG2NEB OF LI oftS 2F SELINBaaiAy3d YKSAN 2
model that echoes the intention of this research is thedel developed by Lundy (2007)

which focuses on four interrelated elements space, voice, audience and influence. In this
research, children of secondary school ageticipated,and effors were made toinvolve

them, assuring a space and prospect to express their experience and views. Secondly, these

students vereexposed to necessary methods and augmentative means to facilitate their voice
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and seHexpression. Despite th@rogressionof qualitative researchand the use of
augmentative and alternative means of communicatstadents with intellectual disability

with limited or no spoken verbal languagarely participate imesearchcohorts (Dee€Price,
2020).The rightshased stance also has a personal meaning foArnatalystor the increased

g NBySaa 2F dziAfAaAy3ad adGddRSydaQ @2A0Sa KI &
Disabilities (UNCRPD) (United Nations, 20B86)\ery powerful experience that |1 had
throughout my career is representing my country in Geneva, Switzerland, at the United Nations
offices in a panel discussion on how our country is safeguarding the rights of students with
intellectual disability in the questrfinclusion. This experience has particularly influenced me

in promoting by right, a drive for disabled people to express their expersarg opinions on
matters which impact their lifand through this intense experience, | strengthened the
importanceof recognizing that is their right to voice opinion and make decisions on matters

or programmes that concern them directly. The Convention gave the impetus for the
promotion of inclusion through participation in research (Gilbert, 2@3pecially if this has

an effect on their lives (Baxter et al. 2001). This recognizes the potential to empower
individuals witha disability and avoid protectionism (Boote et al. 2062)Iso ended a phase
GKSNBE (GKS AydStftSOdda t R A drampant patérdalisrd’ @ndza i A T A S
LIF GASYd F2N AT 3014 BeS8dd bimyé fundantehtalzight Niatsdn &t al
2012) it also provides benefits for individualéhich are educational, social and scientific in
nature (McDonald & Kidney, 2012). A prenoithe presentresearch is that all children need

to be listenedo and need to have their voiséacilitated. Reinforcing this is ArtistE2 and 13

of the United Nations Conventions on the Rights of the Child (UNCRC) (United Nations, 1989).
Another important aspect for me is that the voices of students is given their authenticity and
value, wich Kumar (2011) referl & ( K S Thus{i iwbziofa® dor usg a qualitative
approachfor this research is teeek to establish the individual experiences of these students
whichg Aff 0SS akKILSR o6& GKS &aiddzRSy i a DhroGghthé (i NHzO
research, | seek tonderstand the literacy learning experiences of secondary school students
who have an intellectual disabilltyt alsoto understand the context where the research was
situated, factors influencing their experiencaeswvell as their thoughts on the matters relevant

to them. The separate research questions and objectives of the present study lend themselves
to extracting the meaning of the entire experience of these students, a principle referred as

WK S NI Sy S dziiCreSwelDROUAD f IrSthe qoedt discoverthese experiences with the
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student participantsa qualitative methodology was fit to be employadd | will address this

next.

3.3 The Methodological Approach

| chose aqualitative methodologyas myintention is to deepen the understanding of a
particular phenomenon. It was also chosen because date collected in the natural
environment of the participants and also conteddvith notions that are concerning for

humans and society (Creswell, 20I8)rough the choice of gualitative research method

had accesgo data and information about individuals that is not possible to be quantified
(Bhandari, 2020). This kind of scientific methodology is focusedSon thdzy RSNAR G| Y RA Y
SELX FYyFdA2Y 2F (KS RugrbsyRard s ABnEida@2 3ve) and NS £ | (0 A
y2i NBfFGSR (G2 WydzYSNAOIFIET NBLINBaASYylGlFGAGAGEQ
through qualitative researctihere is a higher proximity between the researcher and the
participants. Additionally, Hogan et @009) consider qualitative methodologultifaceted

and allows mei 2 SELX 2NB (KS AYyRADARdzZ £ Qa SELISNASy
Silverman (2020), this rearch enables us to comprehend what is important for individuals

throughthe disclosure of their experience.

Woods & Sikes (202Xuggesthat qualitative research has a set of features which mainly

include being focused oa natural setting for the students, an interest in understanding
experience and perspectives, a detailed focus on processes evident and ifirell/ an

inductive style for analysing data. In this research jouurs#yg a qualitative approach enabled

me to consider the school's natural settiag closly as possible to approximateality. In
representing the real experiences, | was particularly cautioslseomethods usedand | am

also aware that my writinglespite being affected by subjectivism and personal interpretation,
however it should seek to represent it as faithfully as possible (Hammersley 1990; Snow &
aZNNAEEX MdbhpOd L FGGSYLWGSR G2 dzy RSNRUGF YR i
silences and behaviours(Woods & Sike2022). A further understanding of thabserved

process was highl NXft S@Fyid (2 GKA& NBASINOKP ¢KAA
behaviours in the classroom, how the literacy curriculum is implemented, and how educators'

roles impacteaching and learning@mongst others.
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This researctvascarried out based on the transformative framework for educational research
(Mertens, 2005)whichsoughtto identify inequities that mightave ledto discrimination and
confront these in the context of students with intellectual disabilitrdsich, socially and
educationally is considered as marginalised or at risk of being as such (Osler & Osler, 2002). In
addition, research is often done on rather than with students with intellectual disability
(Humphrey & Parkinson, 2008hus this research provide these students with a forum for

their experiences to be heard with a conviction of having them as participants who are
knowledgeable and worthy of their views. In this research, the everyday lived experience and
methods to explore their voice in all ofgmassought. This was done in the context of school

and the literacy classrooms where these experiences occurred. The intention of theasudy

to provide a platform for students with intellectual disability to voice experiences, hHtsoug

and emotions in respected, open and rigorous environment (Herrero, Gasset & Garcia, 2020).
Irvine (2010) highlights that even though qualitative methods have gained popularity, research
on individuals with Intellectual disability still remains scaacel the little availableigesa

minimal portrayal of the experiences of persons with intellectual disability (McDonald & Patka,
HAMHO® hQ5F& g9 YAfftSSY o6wnnu0 O2yaAARSNRER (KS
0KA&a WKI a YdzOK coinglexity 8ftthe disaility expeiarie thét itBer types of
NBEaSINOK R2 y2i OFLGdINEQ 6LIdMHO® CdzNI KS NI 2 NJ
the representation built from their literacy experiences, Jones (2007) further adds that
research degin has to address challenges rethte cognition and communication faced by

these studentsln my next section, | discuss the intricate aspects of carrying out this research

as an insider researcher within a small state context and the issues pertaithegsituation.

3.4 Research in Small States: Insider Researcher

In the present studyf am mindful of the fact that my status is thabofinsider researchesnd

that this study is carried out in a small state, Makspects pertaining to these two related
notions are explored in the context of this stu@yiffith (1998) discises thata researcher's
positionality is an epistemological issue that impabts created knowledge. Particular
concern was taken of the choice of methodology in considering the power relationship
between the students and mysediven because they are regarded as a vulnerable group. A
deeper appreciation of ethical considerations related to this aspect will be discussed further in

GKAE OKFLIWSNY aSNNAFY SG Ffod ovnnm0O RAAOdza a
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researchwhether this is an insider or outsidéthe researchand this is in line with the fact

that qualitative research is vakleden. Throughout my yeardshavesuppored schools as an

Early Interventionist and later on as an Education Officer in Inclusionisiathé's Southern
region. Thided me to start this research in a Secondary school which was not new to me.
Senior Management Team representing the school were colleagues of amidewe
collaborated for various years in supporting studentshe same school. Furthermore, a
considerable number of participants (5 out of 8) were familiar to me as | had supported them
in earlyand primary years, supported schools in their transition from primary and secondary,
andattended some of their yearly IEPs. In addition to this, the parents of these children were
Ffa2 FFEYAEAFINI 42 YS FYyR (KSeé& NBOFfftSR GKI G
RIFIdAKGISNNa SRdzOF GA2Y I f 22dzNYySe d milidribime dse = [ { ¢
well as they wre my students during their training of formation in becoming LSEs or have
worked together in supporting other students. These experiences and the positive relationship
| always kept with the schqahnd parents facilitated the smooth process of accessing
participants and educators accordingly. | was quite astounded at the positive reaction |
received and their willingness to support me in this personal endeavour. My feelings resonate
with CorbinDwyea & Buckle (2009Wwho discuss that there is a tendentyt carrying out
research as an insider is advantageous as participants will be more willing to share their
experiences besides being more faminéh the context. | am also in agreement with Labaree
(2002) that the negotiations of access and developing observational and interviewing
scheduls would be quite straightforward. Savvides et al. (2Gguewith this familiarity
comes potential risks and bjaBus, being mindful of this was a huge responsibility for Ane.
disadvantage of being an insidesearcher could be that participants might refrain from
mentioning certain aspects as they assume shared knowledge that | know them
considering | frequented the school many times befdrenbul] 2000).1 experienced this
disadvantage wheimterviewing Senior Management Team [SMT] members as disassion

the area of study were sometimes an occurrence within the schools when | visited premises to
support students and staff. These aspects were addreébksaagh further probing and follow

up questionsFinally, | still feel thaih view that | was an insider researchemwas better
positioned to understand the phenomenon under study as it pravige with better insight.

A definite disadvantage of this stance is the greater risk of bias. Albeit unintentionally,

however bias from my end can result in a deviation from the truth in the educational research
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process.Particular care was taken throughouand these will bediscussedaccordingly

throughout this chapter.

| gave particular attention to issues relating to sensitivities when conducting research in small
states. Malta, being one of those states, with less than half a million citizens, like any small
state d I NB y 2 (0 ddwieifsiéns & largef cQuRtries; rather, they have an ecology of
GKSANI 26y ®é O6az2NNRARaz2y> Hnannc LJd HnopLd ¢tKS L
(1993) termsare considered as sensitive research because it created a possible threat to the
participants and other people involvedit. The content being discussed is quite new for the
island especially when in relation to students with intellectual disabilligre are cultural
factors that might affect as well as possible scrutiny and information disclosure that exposes
the persons involved. This is particularly relevant becass€arrugia (2002) disses, the

same person can have various roles or positiotise sector. Morrison (2006) kadentified
various potential challenges to conducgfresearchl encountered aonsderable number of

these throughout the researchocal schools, especially secondary schools, are a few in Malta
thus, these schools aemasily over researched loytsiders and insiders. On approaching the
school, the Head dichool informed me that the school identified is a common one to carry
out researchand they have researchers arvery regular basis. | took particular care not to
expose educational managers who are quite distinctive in thes. roleeir participation was

kept confidential by ensuring school name and college name we¢revidenced anywhere.

Instead the region of the school was mentiondce. theSouthern regiomf Malta.

Another aspect which | have experienced is that educators feared being identified or being
traceable before disclosing what they reallgughtabout the exams that students had to sit

for. The ethical principle of confidentiality was maintained within the scanadll carried out
FASERG2N] Ay &l FSNJ LX FOSa 6KSNB AG A&, dzyt Al
p.254).1 also ensurethat they ouldnot be heard by colleagues (Sciberras & Schembri, 2020)
Sciberras & Schembri (2020) discuss that latter is of particular relevance to Malta as
GAYAaAGAGdzOA 2y & lamBhis hérefokefintreaeR e/ riski of thel parficipating

Al YLX S 060SO2YAy3 NBO23yAralofS yR 2S2LJ NRAAA)
Moosa (2013) further discuss that this is an ethical concern because if only one person
becomes identifiablghen the others might be exposgthd this is especially spacase study

when the present research is the case. In accordance with suggestions from Scdiberras
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Schembri (2020) considered variouagspects in order for the research to be ethically sound
Initially,pseudonymsvere giverii 2 & 0 dzZRSy (4 Q LJ- thSghidravEnageRetrO | (i 2 NE
team to protect their identity. |1 also assured and communicated with participants that
confidentiality and anonymitgire maintainedn order to ensure that educators still keep their

level of openness This episode with educators, specifically LSEs, reflects a notion of power,
which is inherently a factor in educationaleasch andd i dZRSy 14 Q @2A0Sad Cz
describes power as being interpersonal, disperaadcreated Relevant to the present study

is the way in which the aspects relatedtte literacy experiences of these students are located
visa-vis myself as the researcher when these are given the opportunity to share their
experiences. Research in this area also warns of possible challenges that might result.
MacBeath et a[2003) presage the flaw of a research which only encourages the voice of those
who ae more powerfuland | am aware that when these educators were being interviewed

this aspect of power might have been felt in my presence. This links with various possible biases
that can feature in such a study. Due to the fact that | was an insider researcher, participant
bias can arise. Referred toajuiescenceias thishappens when participants tend to agree

with the researcher even if their opinion is differ&ven due to perceived power differences.

In order to avoid thid,framedquestions as opeended in order to prevent the subjedtem
agreeingor disagreengaccordngly but instead give a true answAnother risk of the insider
researcher stance and aspects of power is th@das desirability biamvolving subjects who
answer inaccurately to be liked antbre accepted. In this study, questions were asked in an
openended manner using a tone that any response is good in order to get representative

answers.

Various aspects relating to the insider researcher role | had in the research and the fact that
the research was carried out in the Maltese islands provided an intricate situation and areas
that had to be considered thoroughly. In my next section, lositl in further depth into the

Methodological approach used and the justification of why a case study design was used.

3.5Research StrategZase Study

In the present study | utilise a case studgs a methodological approacase study is
described adeing characterised by detail, richnessimprehensivenesand also within case
variance(Flyvbjerg 2011) and Simons (1996@gscribes case study research as allowing a

researcher to comprehend complexitysipecific contextsl chose case study because it was
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advantageous due to itigh conceptual validitallows me to hava soundemunderstanding

of the literacy context of these studentsand the processesnvolved One shortcomingof
applying thiscase study approacimvolvesselection bias which may under or owtate
relationshipsor linksin the phenomena under stud¥lyvberg, 2011)n fact, this aspect of
selection bias and how | counteracted it will be discussed in the section of Sampling.
counteract theseshortcomingsBassey (2010) suggests thia¢ research be oriented in the
natural context of the participantand enough information should be available to ensure that

salient notions of the casare represented.

In choosing aase stug in the secondary schqointendto resonate with what Ely et.#1991)

describesa v dz f AGF GA DS NB&aSFNOKSNE ¢2N] (2 o6S 0O

N>

deep understandings about what they are studying and to have some basis for deciding what
Ad AYLERNIFYd FyR NBfS@GIyld | yR ¢ Kieitionkhe y 2 Q¢
closeness of the relationship established amid the researcher and notion under study and
highlightsthex 3 2 OA | £ f @ O2y At Nl SRLIgM A @2RE 2F NBI

Thomas (2011ligentifiescase study research as bemgtandalonein educational research

which isqualitativein nature(Denzin & Lincoln (2011)have used this approach apriovided

me with a level of flexibility which other approacls®n though qualitative in nature, do not
provide.(Hyett, Kenny & DickseBwift, 2014).Another reason | have chosen this approach as
according to Merriam (2009}hisY SG K2 R2f 238 A& A LJ NI A OdzZ I NR & G
(p.46) ¥ R (G KS mténdRS gbiie ¥dliesand realitiesare deeply connected and

preserved On another note,case studies in naturean be very unique and diverse
(Ghesquiere, Maes & Vandenberghe, 2088garding this diversity, | agreeh Yin(1989)

wherebyhe highlights that when case study is utilised the information sources established will
contribute to theuniqueness o& specific environment such as the Maltese context and the

semndary school environment that these students frequent.

It is queried that at times case study resegyolsess mainly related to the quality and rigour
in terms of validity and reliability criterfaight, 2010)To counteract for this,fbllow advice
by Hyett, Kenny, & DickseBwift (2014)which is providing thorougexplanatiorof the rigou

and processes utilised in this reseaiihs resonates witHallberg (2013)hich supports that

67



providing a detailed study design wilisurequality and credibility of the researafeferred to
as methodological integrity (Morse, 2012)

3.6 Epistemological consideratisfor choosing case study research

Crowe et al(2011)discuss that in identifying the research dessgme aspects to question
involve whether an understanding of a phenontenis better carried out in a naturalistic
manner. When carrying out a case study approagtepistemological standpoint determines

the kind of study. | have an interpretive epistemological standpoint in this reseactlit
involvesunderstandngthe processeand deriving meaningom various outlooks. The choice

of case study research was deemed fit for this research as the area being explored is still
relatively newand | need t@ain concrete knowledge of what is happenindhe group under
exploration, students with intellectual disability are rarely listened to in relation to their
experiences and opinioyand the case study objective will allow me to do intensive research

on it accordingly. Case study research also allowed me to discover and comprehend complex
phenomenaand considering research is being done in educational settings, this also makes it
fit for the intention. As discussed in Tellis (1997), through a casg ttwes able to utilise
methods likein classobservations taecogniseand reconstruct the process and outcome of

the experiences of these students in literacy learn@agse study research also allowed me to
obtain multiple data from schoglnd it offeredapossibility for crystallisationgfer to section

3.16). This has been done through the use of student interviews, adult interviews as well as
OfFaa 20aSNBIFGA2yad Ay o6mdpnd RSEAONROGSA Ol
investigates a&ontemporary phenomenon within its rdée context; when the boundaries
between phenomenon and context are not clear; and in which multiple sources of evidence

I NE dzaSRé¢ O0LIPHOUOU® CAYylLffes Y& AyaSyidAazy 41l &
with the flexibility required to ensure that emotions, experiences, thoughts and feelings are

better revealed (Silverman, 2013)

In the next sectiofl explain the choice of participants, i.e. the sampling technique utilised and

the inclusion criteria identified for this research.
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3.7 Participants and sampling technique

The phase of data gathering attte choice of participants were crucial in this research.
According to Bernard (201 his phase contributes to the comprehension of the theoretical
framework identified for the study. As outlined by Miles & Huberman (20f4justification
behind the selected participant sample should also alighh the objectives of the study with

the ontological and epistemological perspectives. As nioyeelobinson (2014yandomised
sampling will fail to yielthe required informationand only particular individuals can hold the
required experiences to explore subject in question and yield wshul For this reason, nen
probability sampling was implemented to identify the participants. Iqamobability sampling
Gaddzo6 2SO00GAPS YSGK2R&a INB dzaSR G2 RSOARS gKAOI
2016 p.1). As a researchel had criteria in mindandthe participants chosen were those who
suited the purpose of the research. The purposive sampling technique was used in this
research and | deliberately chose the participants based on particular qualities that they
possess. According to Bard (2017)the researcher decides what needs to be disclosed and
identifiesthe participants who may be able to provide this information by virtue of experience.
There are various types of sampling methduasvever the one employed in this research is
criterion sampling. According to Suri (2Q1is is used when the researcher is attemptimg
havea comprehensive understanding of a phenoorer-urthermorethe sample choseis

related to criteria which are prdetermined and inclusion as well as egida criteria are
identified.

Participants identified for this research are students aged 13 to 16 years with intellectual
disability who are attending mainstream secondary school in Malta. This corresponds to
students being in Yes®, 10 and 11 ofecondary schooling. These students were identified
through purposive sampling as this approach was identified as integrating into the present
research logic. The participants identified all had to meet the followinggimeed criteria

including:
1 Age between 13 and 16 years
1 Student at a mainstream secondary school

1 Intellectual disability (mild, moderate or severe) recognised through educational

psychologist report
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1 Able to communicate verbally or throughe use of a device or alternative

communication system.
1 Attending CCP classrooms for literacy

One of the aspects | was mindful of is the possiglecson biaswvhich mayinvolve some
students having an opportunity more than others to participate, ending up with some
participants that could be oveepresented and others undeepresented. In this study, the

initial number of students to be identifiedagnine (three mild, three moderate, and three
severe)however on negotiating accest transpired that the three students who would have

met the criteria of having severe intellectual disabilityere receiving their education the
resource centre. In order to ensure that all students have the possibility to voice their
experiences, | considered all the sarsEGrade 9, 10 and 11 students who attended the
CCP class. Students who satisfied the criteria of having a mild and moderate intellectual
disability were identified as potential participants. These added up to 8, one of which was

involved in the pilotingf the study.

As discussed in Hollomotz (201 term intellectual disabilitgntails having students with
varied range of communicative abilities, styles as well as preferences. In the mentioned article

it is suggested that as aresearchier I LILINR | OK (G KS LI NGAOALI yia

g A

AyidStftSOidar f RAAFOAEAGE OFy &aLISE]T FT2N) GKSY&S

GKA&a LINPOS&a> NIGKSNI 0KFy F20dzaAay3da 2y gKI
2017 p.167) These learners were drawn from one chosen mainstream secondary school in
the southern region of Malta. The finalised sample incorporated four students who were
identified as having mild intellectual disability and four students as hawangnoderate

intellectual disability.

Access to the participants involved a number of steps. Following permissionSHedfireld
Universityethical board anthe Ministry of Educatiom Malta an email was sent to théead
of Schoolwhereby a link to the assistant heads and inclusieordmator was facilitated.
Communication links were createdslith each of them keeping thdead of Schooh copy in
any correspondence. In this researitte Head of Schoalas the gatekeeper. The gatekeeper
is mainly an individual who has control over adogsan institutione.g.,a schoo] as in the

present case. The role of the gatekeeper in this research and further detail on consent will be
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dealt with later when ethical considerations drgecussed in Section 3.14. The Assidtmatds

of Yeas9, 10 and 11 carried out a thorough evaluation of the student files and identified major
challenges for each student in the CCP class and 1Q score accothélgtist psychological
report. Chart 1 below indicates the findings of this task and how the students were all
considered as participants. Eventualy parents and children consented to participate in the

present research.

Chartl Sampling procedure of participants

CCP Classrooms

Year 11

2 out of 3 students
satisfied criteria

1 of the 2 students
piloting

Year 9

1 out of 6 students
satisfied criteria

Year 10

5 out of 6 students
satisfied criteria

The following is a key that represents students, including demographic inforraatidhe

severity of intellectual disability as indicated in reports.

Tablel Key indicating student pseudo names

Grade Student Gender Age Severity of
Intellectual
Disability

Grade 9 lan Male 13 Mild

Grade 10 Andrew Male 15 Moderate

Grade 10 Adolf Male 14 Mild

Grade 10 Zaya Female 15 Mild

Grade 10 Simon Male 15 Moderate

Grade 10 Shane Male 15 Moderate
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Grade 11 Nora Female 16 Mild
Grade 11 Adam Male 15 Moderate

In this study, reference to the parents or LSEs will be according to the name of the student e.g.

Il R2f FQa LI NByid 2N {KlFIySQa [{9® hyfe [{9a 27

The below table shows the adult participants that were involved in the interviews related to

the Senior Management team

Table2 Key indicating SMT pseudonyms

Role Key Years of experience in
school
Head of Department HOD Inc 10 years
Inclusion
Head of School HOS 12 years

3.8 Profile of the student participants

The following is a profile of students who agreed to participate in the interviews. Pseudo
names are being used throughout to protect the anonymity of the students themselves. It was
possible to make these observations throughout the hours of visits carried out in the

classrooms.

lan¢ The student has mild intellectual disability ankgarning difficultiesnostly related to
memory in terms of retention and retrieval of verbally communicated information. He has poor
verbal communication, unable to follow simple instructions and second explanations are
required in class. Prompting is requiredagagular basisandashort attention span is evident.

He is able to understand and speak Engésid he is independent in life skills. He shows a
strong interest in technologespecially in computers. He also needs verbal ability exercises

focusing on sentence sttures and construction in Maltese.

Andrewg The student haa moderate intellectual disability and also has Autism. He is able to
understand Maltese antthe English language. He gets easily distracted and bored and need
prompting frequently. He can work with animated power points and animated panels, quizzes,
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games and more pictures in worksheets. Spellinghamdiwritingare areas that still needs
improving. Literacy aspects that still intervention include answering yes and niissdteng

to a text being read. He needs support in reasoning skills. He can have up to 2 turns in
conversationand he can initiate conversation spontaneously but needs verbal prompts to

maintain the same subject throughout the conversation.

Adolf ¢ The student has a mild intellectual disability and is also diagnosed with Autism. He
needs a second explanation for him to understand a topic at school. He can follow instructions
but finds it difficult to express himself clearly. He is attentive winengnstructions but
sometimes repeats the words he hears. He needs reassurance in school when working on
literacy tasksespeciallywhenhe is doing his work in an appropriate mannerchieread on

his own however needs support to understand certadrds and sentences.

Zayag The student has a mild intellectual disability with no secondary diagnosis. She has
learning difficulties and is still improving sight word reading and her comprehensign skills
especially in Maltese. Using punctuation and writing grammatically correct sentences are also
areas that need intervention. She has challenges in retaining and recalling information which
impacts her learning. Literacy difficultiezgether with poor focusing, lack of perseverance in
tackling cognitively challenging taskswell as difficulties in nonverbal reasoning all impact her

learningprocess.

Simong The student haa moderate intellectual disability with a diagnosis of Autism. He has a
good visual memory. He is very strong in computer use. He needs continuous prompting to
help him to concentrate othe task at hand. He gets overwhelmed when presented with
challenging workand he gets very anxious. He also struggittsshandwriting. He needs to be

able to read a text and understand it. He prefers listening to online stories. His verbal abilities
are his greatest challengand meaningful speéds used for communication purposes other
than meeting his needs. Nonverbally communication is hedted he points vaguein the

direction of what he needs, reaches out for what he wants osladdltsto support him.

Shaneg; The student haamoderate intellectual disability with a diagnosis of Autism. He is very
shy and hacommunication difficulties. He finds it difficult to stay focused for a considerable
amount of time. He still needs to work on sight words and improving his comprehension skills.

Regardingvriting, he still needs to be able to write between the lines and leave appropriate

73



spacing. The writing of sentences which are grammatically correct is an area which also needs

to develop.

Nora¢ The student has mild intellectual disability and has Down Syndro8tee requires
prompting to remain focused during a task. Her sitting tolerance is very good during class.
Sometimes shmdicates difficulty with auditory memanyut her visual skills are her strength.

She enjoys readingowever after a long passagshe is not able to recall what she has read.
She is able to write and she is independent in life adaptive skills. At times during lessons

struggles with recalling information or episodes that happened before.

Adam- The student haa moderate intellectual disability and Autism. He finds it difficult to
focus throughout a task and needs prompting. Visuals help a lot in understanduag.r éked
sentenceshowever his comprehension skills are still poor. He can verbally express himself

when he is asked simple questions in class.

C2ft2oAy3a GKAA AYAGAILIET O2yasSyd FNBY SIOK &acd
JFAYSR FTNRY SIOK LlzLJAf Qad LI NBydGa F2N GKS 206
and assent from studesis discusseth greater detail later in the chaptdn the next section

an overview of the piloting of the study will be dealt with in detail.

3.9 Piloting the study
Pilot studies can serve various purposes, and one of them is to enhance the research quality,

reliability and validity, and this is the reason it was a crucial part of the present research design

(Gudmundsdottir & Broekitne, 2010)

For this research, | piloted the study order to pretest three aspects. It was done to
acclimatise to the class environment during class observations, to test the suitability of the
observation tool used with regard to identifying areas related to engagement, inclusion and
literacy skills.tlalso supported mén testingstudent interviews witha student in order to
identify whether any additional resources will be needed and baoestionswould be
adapted. Another aim of the pilot project was that thergnt interview could be held and

interview questions could be tested accordingly.

The pilot study conducted had various benefits to me as a researcher and to the data collection

process as it allowed me to explore:
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a) if there are any limitations in the recruitment of the participants within the CCP
classrooms.

b) the experience of whether parents were interestadcollaboratingon issues related
to literacy

c) iKS LI NByGaQ NBIFOGAZ2Y (2 GKS FIFOG GKFG 0K
be their children with intellectual disability.

d) finding the best place for the student interview

The process also allowed me to practice and improve skills related to qualitative research
especially doing student interviewsth students with intellectual disability and prastg how
probing or changinghe format of the questions can help. It further gave me insigho in
identifying whether the sample is enough and whether enough data will be generated from
student interviewslt also allowed me to ask pertinent questions to parents and igl@angés

which were not tackledut that parents gave at of importance to them. One such example
was the aspect of homework which eventually was added to the list of questions in the parental

interview.

Next is a description of the data collection process and participation process of the students

after their identification through purposive sampling.

3.10Data collectiorand participation process

Various researchers have expressed their recognitidraving individuals with intellectual
disability engaging in research related to inclusion (Lutz, Fisher & Robinsora2@ &% can

be done by utiing appropriate research tools which will enable even students with
intellectual disability to engage in it in relation to issues concerning them (MacLeod, Lewis &
Robertson, 2014). This mainly stems fribra civil rights stance echoingothing about us
without us In adapting this, paradigm research practsed, seeking to be inclusive of
individuals with intellectual disabiljtgspecially in aspects related to their life (Nicolaidis. et al
2011). In my case study research, | used various methods for data callactiating student
interviews, classroom observations and individual interviews with parents, educators and SMT.
| wanted to ensure that the voices of these studemse heard and their experiences clearly
emergel. | actively ensuredhat students with intellectual disability Ifethat research is

conducted in a way that provide proper representation of their viewpoints (Kitchin, 2000).
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Gilbert (2004) describes this part of the process as the most challenging when research is being
carried out with individuals with intellectual disability. Studies such as Hamilton et al. (2016)
found that actively or in a passive manner, individuals with intellectual disability are often
excluded from research as they are perceived as lattieraility to comprehend information

and capable of decisiamaking. lacono (2006) arguiabout the notion of uneasiness that
individuals with intellectual disalblihave with research. This is due to a history of being
exploited andsubsequentlyleads to attitudinal protectiveness and lessened accessibility to
participatory research. According to Hollomotz (20&vEn though this involvement in the
research has its benefits, children with intellectual disability are often left out due to challenges
encountered which are ethical or methodological in nature. He further adds that avoafance
carryingout research with individuals having intellectual disabilityctbeldue to a perception

of vulnerability and restrictions related to cognition and language skills as well as behavioural
challenges. Some even considered default answers that are possibly given by children with
intellectual disability as being a challerig carry out such research (Lewis, 2009). Okyere et

al. (2020) assert that even though the data collection process may be challehga®nts
GAGK AyOGSttSOldzrtf RAAFOATAGE NBYIFIAY WIOGAODS
about issuesK I G O 2 y OS NYRigauk SaNdidy addLddntralling bias are important
notions to be dealt with at this stage. The relationship | built with the students involved
discussing roles and identity because Walmsley (1993) noted, there is the risk that if this is
not explained, these students might identify the researcher as another professional and
consequently might be reluctant to divulge information as gtudents may feel thias
WILIINRPFSaaAaz2zylt ad2NWSAt Il yOSQ wih irfeRedtual dsability 2 ( K =
are involved in researcheginning the research and accessing these individuals is a grocess
itself. In accessing participants, Stalker (1998) identifies three steps of negotiation mainly to
gain permis from organisationse.g., schools, negotiating with school staff to access
participants and finally meeting personally with individuals with intellectual disability who
might or might not be willing to take part in the research. At this pdet,information
provided needa be accessibje.g., through visual$o gain and maintain consent. As part of

the participation process, | visited schools concerned and met with samtghl S&in order

to familiarise themselves with me as well as discuss the research aims. This introductory
meeting also served the purposé observingf the student was interested or inclined

participateand become involved in the research. Even though the topic was already set up at
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this stage, however through this procekslso discussed witthe student and LSE if there

were certain topics oissuesthey wistedthat | research in relation to literacy experiences. In
fact, during the initial stages, LSEs did not identify any particular gdpmetser closer to

the end of the observation sessions, they showed their interest in discussing examinations for
students in the CCP class as being June, meant students were getting closer to the exams. This
evented students’ mood and engament within the lesson; thuas a researchet felt the

need to focus on this aspect even though it might not Haaen featured if research was
carried out during a different period of the scholastic year. Aspis (1997) is quite critical of how
researchers mainly request people with intellectual disability to participatsearch who
already hae a set agenda rather than considering #yenda of students with intellectual
disability. This was a real egpener, and amendments were carried out in tpeocess to
ensure thathe voices of these studentgere heard even in the design process. One important
aspect was to keep the discussion with students jafgen (Stalker, 1998) as well as previd
information on the research utilising symbols to supplement communication and
understanding (Burke et.aP003). An information sheet including the details of the research
was prepared with symbols using the Symwriter in order to supplement my verbal explanation
of the project. Simple vocabulary was usedlinking to their own experience was doeey.,

instead of using the word thesis, the word project was used with them. Instead of using the

word university, the word school was used.

Figurel Use of SymWriter and use of simple vocabulary

S P24t e

will  talkabout how you are doing in the

B+ R G

literacy lessons and how you feel about it.

In this field, according to Ellem et al. (2Q0@search with intellectual disability needs to
transpire as being respectful, relevant and beneficial to them as well as sensible. McDonald,

Kidney & Patka (2013) also points out the willingness of individuals with intellectual disability
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to contribute to studies carried out related to their life experiences and settings. Furthermore,
they want that this research to value their abilities and contribution, ensuring accessibility to
material by providing accommodations and given the oppdstuaitake their own decision
(Woodring et al., 2006). When such individuals have difficulties accessing and understanding
information about the research, they appreciate the pressof valuable others to support

them in the process (Andigarron et al.2008). For this reason, LSEs were always present
during the process of the research in order to provide further information or explanation
should this be required in my absence or in the eventuality that they feel more comfortable

disclosing any doubts the LSE rather tham tmyself

Particular attention was required when conducting the s&imictured interviews with the
students and their LSE. Issues of validity are ingrained in this part of the process. Rogers (1999)
has noticed the tendency to chamihe last thing said or answer in the affirmative to questions
asked i.e., the acquiesce tendencsnd this could be mainly due to the fact that these
individuals often encounter situations where others choose for them rather than being given
a voice to indicate their opinion or choice (Gilbert, 2004). The approach used to collect data
was not homogenas with all participant@and thishasbeen identifiedasa possibilityoy Booth

& Booth (2003)who identified the possibility of using various approachésis, students with

a mild intellectual disability require different methodsahthose with moderate intellectual
disability. Yet another opposed practice to typical research was the process of the semi
structured interview. Usually, the sestructured interview itself is a good platform for
students to reply in a more fluid manner and this indicates a better quality (Kvale, 1996). This
approach might not work out the same with students with intellectual disability due to
impaired language and commurtican skills. Booth & Booth (1996) suggests that the
researcher should focus on the questions and answéwvever silences and
unresponsiveness should be read and noted with the possibility of revisiting some questions
or carrying out the interview a number of times. The option of using more direct questions
rather than operendedonescould be a possible strategy to be used with students with
intellectual disabilityand body language indicated by the participant is fundamental to
indicate whether the reseaher can continue questioning the participant (Booth & Booth,
1996)
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Furthermore, Hamilton et al. (201&) their study on mental capacjtyecommendhe use of
accommodations which are more persoentred including assistive technologi@s order to

aid understanding of research and inform their decision in participating. In the present
research, mental capacity was varied among the participants. Students with mild and moderate
intellectual disability participatednd according to Hamilton et £016) individuals with mild
intellectual disability are fluent verbalind thusit is more straightforward to carry out such
consentrelated decisions. Turnpenny et. §2015) refer to individuals with moderate
intellectual disability as those who are seldom heard and more aifrimingexcluded from
research. This has been creating a lacurtha@mepresentation of individuals with moderate
intellectual disability in educational research (lacono, 2006). The premise often used in
excluding these individuals is the lack of mental capacity to consent and understand the
reseach; however the UNCRPD insist on the commitment to include not only the cegsacit

of individuals but also those who lack the mental capacity to decide. This should be done
through supporting inclusive methods for informed decisi@aking to be actualised, eawy

read materialas well as carer or relative support.

Considering possible literacy challenges in students with intellectual disability, providing
varying means to consent rather than exclusively through signing will avoid disabling the
participant from taking part in the research. In this reseaatiiof the students could sign or

write their name as well as the date of the interview.

In the next sectionghe tools identified for data collection will be explored in further detalil.

Student interviewsre the first tool that will be considered in depth.

3.11 Student interviews

Utilizing interviews in my qualitative research allowedim® RS SLJX & SELX 2NB WY
uniqgue to the experiences of the interviewees, allowing insights into how different
phenomen®2 ¥ Ay G SNBad I NB SELISNASYOSR IyR LISNODSACL
p. 1002) In principle, the nature of condgt student interviews could be problematic on

various fronts. Initialljhaving student interviews constitutes a power balance which is uneven
because it is a studesidult interview and also because this is further amplified considering

that the studenthasanintellectual disability (Emerson et al., 2004). Ample studies document

a concermboutwhether proper descriptions and narration of experiences are even possible
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due to limiting cognition and communication abilities (Corby, Tagg&tusins2015). This

maycreate challenges in the methodology whilst impendingvhetherthe data gathered is

valid and reliable (Sigstad 2014). Nonetheless, Sigstad & Garrels (2018) outlines reasons why it

is still desirable to have individuals with Intellectual disability participating in research relevant

to them. Cummins (2002) states thatfselporting is of higher quality than proxy reports that

might originate from guardiansr adeachers. Inaccordance with Cummins (2002), the

3dzZ- NRAFYQa AyLlzi gAff 0S5 waszaz€ldérét pravideRindzgrK | F 2
information and a possible divergent perspective on the theme under investigation.
Furthermore, | agree and adopted the approach of Sigstad & Garrels (2018) that highlights that
WgKSYy olyiliAy3a G2 aasSaa | & dzfBSr@alidn@®uldcdbe LIS NA S
the person who is at the ceet2 ¥ (KA & SELISNASYOSQ 6 Libc o0 ®
embraces the benefit of havingn individual withan Intellectual disability participatin the

interviews as this creates a sense of empowerment. The inclusion of participants with
intellectual disability in this research does not come without its challeageésonsiderations

had to be carefully thought. These considerations had the sole aim of siagirthie

interviews success by suggesting alternative ways to strengtherparticipantinterview
communicative approach. Research has identified the folipaspects as significant enough

to obtain this successand these include rapport building before actually interviewing
individuals, use of clear and plain language with visual supports, use of providing additional
guestions to supplement information as well as facilitating techniques (Antaki 2013; Corby,
Taga@rt & Cousins,2015; Finl&/Antakj 2012). Furthermore, itheir article, Sigstad & Garrels
Hnmy O fa2 RA&AOdzaa GKIFG WwadNIGS3IasSa adzOK | a
use of prdminary questions and the use of physical prompts also contributed to more

I RSljdzr S NBalLlyasSa FTNRBY (KS NBaLRyRSyilaoQ oL
match the exclusivity of each student with intellectual disabilfgit it was a preequisite to

adopt more flexibility to ensure an equitable platform for shaexyeriencein all students.
3.11.1The student interview tool

- The development of the student interview tool involved a number of considerations
related to the skills repertoire of students with intellectual disability. Based on Broer,
Doyle & Giangreco (2005) several aspects were taken into consideration when

designing the tool. The questions identified were designed to support understanding
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as much as possiblacluding simple language and wofdmiliar to the students, e.g.,

the use of Maltese and English rather thiégracy. The questions drafted were a mix

of closel and operended questions with the possibility of changing epeded
guestions to closed questisif the need arises with individual students. Perry & Felce
(2002) have identified that limited language abilities can create difficulties in eliciting
valid responsesand thus for the sake othe richness of datal had to ensure that
presenting operended questions might result in a brief response and limiting in nature
as often they are unable to answer them (Biklen & Moseley, 1988). As per Goodley
(1996), as a researcher, | had to be more attentive to the risk of imposing my own
interpretations wherstudents are less verbal and more challenging to understand. A
study which provided me with a lot of insight when designing the student interview
tool is the one by Morrison, Bradshaw & Murphy (20@hjch tackleshe challenges

of individuals with intellectual disabilities when giving witness evidence in court. They
specifically explain that interpersonal communicatioe., a two-way form of
communicationhappens in giving evidence in court in the same way as a conversation
during an interview. Accordirto Cogher (2010 order to have an efficient exchange
between two individuals, factors such th®& communication skills of both parties,
cognitive skills, language skisid social and pragmatic skills are all determinants.
Thus, when individuals with an Intellectual disability are engaged in converation
might find focusing and attending to the exchange quite challenging (Hronis et al.,
2017). They might even struggle with the pragmatic aspect of the language and
understanding the underlying eanings of what is uttered by the communication
partner (Martin et al.,, 2017). Morrison et al. (2021) have identified a number of
communication challenges that are worth consideriawgd these include memory
limitations andthe possibility of acquiescence is more evident with lower 1Qs, when
free recall is expectedimited information is providedand there is an increased
likelihood that questions requiring a yes or a no answer yield inaccuracies. Results from
the study of Morrison et al. (2021) shed tigin various aspects related to the
presentation of questions in interviewing individuaith intellectual disability. These

are presented hereunder in point forand these considerations were prioritised when

developing the interview tool and during the conduction of the student interviews.
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Point 1: The informative content of the questiphVhen excessive and unnecessary
information is providedindividuals tend to struggle with retaining this information
especially if these are presented as long sentences or even in paragraph format. There
is a possibility for individuals to auditory process only a part of the question as the
information could be overloading to the individual. Consequently, it can create
inaccuracies or incomplete replies.

Point 2: The manner in which a question is agkadividuals with Intellectual disability
might have difficulties in the language used, the structure of the question or sentence
uttered, the style of the questions and the pace at which the questioredaressed.

If the language used lilge communication partner or researchén my casegis very
complexandabstract in the ideas it is conveying and inference is requireck is the
likelihood that students feel confusand fails to understand the gsigon in wholeor

part thereof. This may also include the use of terminology or jargon that students are
not familiar with. Abstract language can also be reflected in questions regarding
emotions linked to a particular experience, especially if that experience did na&rhapp
recently, as time concepts can even be hard to comprehend. An implicdtiba
present study is that questions on literacy experiences will avoid inferred meaning
such as making predictions, probkswmiving, imagining a scenario et&nother
fundamental point is that questions designed should not include multiple parts and
should not contain more than one or two key points. Using negatives, questions related
to why and howand statements utilised as questions do not suppoderstanding
students with intellectual disability. The pace at which the question is asked is another
determinant factoy and saying it slowly, giving ample time for processing is ideal as
dzaAy3 I FlLad LI OS Ol y ONSBI &S ulespfocessing o A f A U
GKS AYTF2NXI GA2YyS O2yFdzAA2y YR RATFTFAOdz (A
al., 2021 p.249)

Point 3: Length of questioning and retention of informatilbrhas been reported in
Morrison et al. (2021) that challenges might present when a lot of information is
presented in questions and this includes the length of the questioning process. The
implication of the present research is that if students are tired, they will find it more

challenging to focus on the questions askau retrieval of information is limited.
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Indicators of tiredness include difficulty sustaining attention, disemgegie agitaton,
and zoning out.
- Point 4: Processing skills during intervieBsudents with intellectual disability require
more time to process instructions or questions and gather meaningtirem They
also require added time to reply back. In the context of this research, it was essential

that students are given enough time within the question and even between questions.

The student interview tool developed and used in this research includes various guiding
guestions based on the guidelines of UniveBesdign for Learning issued by CAST (2020).
These include i) questions that offer an alternative accessible reading fajnvaguals or
pictograms included to facilitate visual accessibility of the conti@na glossary to further
describe any terms which might be difficulippendix Aincludes the adapted interview

guestions in pictorial format.

Table 3 shows three options. Option 1 includes questions which are more open and invite
students to describe in certain detail their experiences. Option 2 indicates questions which are
simpler in the manner that they are written and easierstoidents with intellectual disability

to understand. Option 3 provides a range of clesded questions used during the interviews

when operended questions proved to be more challenging

Table3 Question options for student interviews

Option 1 Option 2 Option 3
If you had to describe your What is your lesson in Do you prefer English ol
experience in the English English like? Maltese lessons?

lessons, what would you say? _ )
What is your lesson in

Maltese like
How are English lessons How are EngligMaltese Which is hardemeading
contributing to your lessons helping you? or writing?

development?
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If you had to choose one new Say one thing you learnt What do you prefer
skill or thing you learnt during during the English lesson  grammar or writing a
the English lessons, what wou story?

it be?

What is the main barrier or What is the hardest thing to Who helps you in class
hardest thing you do during the teacher or LSE?

encountered? English/Maltese lessons?

How did educators address th Does theteacher help you ? How does LSE help you

issue?

What were your favourite and What was your favourite What topic do you like?

least favourite topics? topic?

What can be done to improve What would a perfect Englis What isfun during

the English lessons? lesson be like? lessons?

Whenever you needed help, Did you receive enough hel} Do teachers and LSEs
what did you do? Who did you when you asked for it? help you enough?

ask for help?

How would you describe or rai How did you feel when you Do you feel happy or sa
your relationship with the spoke with the teacher and during literacy lessons?
teacher and LSA the literacy LSE?

lesson?

3.11.2Conducting student interviewsthe experienceand journey

The student interview is a widely used toohuman and social sciencnd as used in this
research it involved a number of encounters between the participaantd me As a non
disabled researcher, the tool of conducting student interviews was by far the most challenging
part of the research. | opted for this choice of method consciously and with the recognition

that these students with intellectual disability are mfants who have opinions and
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experiences that are worth validating and also reliable in nature. Ingrained in it all is my strong
sense of conviction that they actually have a right to express these accordingly on aspects that
matter to them. Thus as described by Broun & Heshusi@gl)28s a researchdram the
catalyst to create a transformation and the necessary changes for empowerment. Jones (2007)
discuses thatusing qualitative research instruments such as interviews makesidr to

FRFLIG G2 GKS LI NJleih@a Ldice/isin@iag giyed ®fham. i 2 Sy & dzNJ

The journey to elicit the voices of the students was documented to provide a richer account of
how the process progressed. The interview did not have the structure of an oral questionnaire
but instead will be senstructured as it is the kind needed to provide flexibility to explore the
theme under study. A setting up of the background was requaed various encounters
pavedthe wayfor the interview withthe students themselves. Various methodological issues
are at stake in this research as the studésatge an intellectual disability and thus may present
with communication disorders. An ethnographic approach helps in this study as it enables me
to encounter, get to know and establish a climate where students with intellectual disability
can feel confidet and trust the researcher (Schwartz, 1993). One important characteristic |
experienced whilst getting to know these students involved the-intkvidual differences

that they presentedlespitehaving the same disability. Their degree of intellectisaltulity

was known a priori (when participants were identified) and ,tthis has been taken into
account in the process as it affects the way the student was able to participate in the interview
ODFfASYZ Hanmnouo®d 5SEFLI2NLS 6HnnuHOd NBEFSNAR (2
(p.-11) when conducting student inteews and thus being able to identify competencies and
needs for the chosen process. Conducting the student interview did not entail simply meeting
and asking questions to the studsnbut | was aware that the process of meeting with the
participants wouldhave an impact on the discourses and experiences narrated. | paid particular
attention to the time and space these encounters hagokss a familiarization process was
requiredfor the students to express themselves freely when the interigppened. This
process took arounsixweeks and | joined the students in their literacy experiences a number
of times before | actually carried out the interview. | also had the possibibtyalgse their
method of communicationespecially when this involved use of alternative means of
communicatione.g., visuals. Throughout this time, | sought to immerse myself in the world of

the participantsRelevant cautionary advice by Picon (2009) enabled me to find a balance and
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not to overextend this period sthat the participant is not confused on the reason of my
presence. Bedoin & Scelles (2015) st 2 NJ LIS2 L S A GK Ay GStf SO0
encounters help them become familiar with the researcher and enable them to better

dzy RSNRUGIFI YR FYyR 1SSLI AY YAYR (KS aLISOATAOA
Constant reminders may be raged due to limited executive functionirand for this reason,

| drew up a poster shegind through the use of visualke stage and intention of the research

were outlined ¥ 2 NJ Of F NA (& LidzN1Jl2aSa |a LISNI tSGAGLASN
choice to do fac#o-face interviews with the students had various advantages. First of all, |
opted to the interview of students following a literacy lesson during lineek This makes it

easier for students to recall aspects and experiences they had in literacy. The-fiaume

interview also allowed me more flexibility. | could amend questions and probe if the answer

was not gven. | was also able to wattie nonverbal behaviours and their body language
closelyand made it evident when certain students were getting tired or fidgety. Throughout
these interviewsthe communicative approach used with the students left a considerable

impact on the answers they give. This notion will be discussed in the next subsection.
3.11.3The communicative approach of the researcher

One aspect that | have already encountered throughout my experiences with students with
intellectualdisability is the approach used in communicating with such individuals. The derived
training from being both a Speech and Language Pathologist and a Special Education teacher
equipped me with functional adaptation techniques to enhance my communicative
competence. This was still an area | researched vastly as part of the preparation before gaining
data however little research was found dbke information available related more to ethics,

building rapport with participants as well the use of alternative means of communication.

One particular approach adopted in the student interview was that of Sigstad & Garrels (2018)
whereby in their article a thorough description of the facilitated communication techngues

outlined. Three main strategies are delineatedy R G KS&aS Ay Of dzZRS WwWaif Sy
LINEYLIG&a>X NBLKNI &GAY3A ljdzSadAazya FyR NBLSIEOGAYS3
(Sigstad & GarrelsQ28, p.694)

a) Silencing and encouraging promp®articipants with intellectual disability (at all levels)

indicated difficulties relating to verbal understanding and executive functions such as working
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memory. Longer processing time is evident with individuals with intellectual disability (Corby,
Taggart & Cousins, 2018nhd thus when | askla question, the participant took a longer time

to provide an answettherefore, | ensured that enough time was provided to process the
guestion and reply with the answer required. There were particular instances whereby as a
researcherl was unsuref the meaning of their latency. The silence could be attributed to the

slower processing rate or difficulty undersdarg the question posed. Based on my
therapeutic practice with students, | was aware that if the former was challenging, rephrasing

my question would have interrupted the thinking processl this is also pointed out in Carr

g hQwSAftte ownmco +a | LRGSYGAlIt OKIFIfftSy3aSo
Aa0dzRSYy (G Qa 0 SKI @ATRedpkEBenceé bfyhe ILdarkiilg Suppavt Educator was
fundamental as having more knowledge of the student meant that she could inthieate

possible sceario. In view of this, | tried formulating questions in a manner that has simple
@201 0dzf I NB YR (2 GKS LRAYG (2 &dzLJl2 NI dzy RSN
FYR alfidSasS tSaazyQ a 2LIL3RaSR (2 yikte Wt AGS
school is the former rather than the latter. Finlay & Lyons (2001) emphasize the importance of
using sentences which are structurally easy and ideally using terminology relating to concrete
objects. Caldwell (2014), furthermore warns about thdlehges created for individuals with
intellectual disability when abstract language and concepts are used by the interviewer. On
various occasions, | allowed silence periags the use of interjections, friendly smile, eye

contact for encouragement and nodding signals indicated that | respect the time required to

reply.

b) Rephrasing questions and repeatiRmlay & Antaki (2012) stateat rephrasing questions

may be a strategy needed to specify or repeat the intended question, allowing the participant
to listen to a differently worded question thean support comprehension. They further add
that expanding on the question using concrete terms and defining some terms may support
understanding. Sigstad (2017) also suggests that i-epded questions prove to be hard to
understand altering them intoyesor no question might be beneficial. Following with further
specific interrogationsould be used if participants with intellectual disability answers in a

relatively short manner (Finlay & Antaki, 2012)

c). Paraphrasing and sumnsarg responses: A technique derived from counselling, repeating

~

and summarizing can all be utilized to feedbanki KS LJ NI A OA LN yiQa RAaA
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reflecting on what has been said and provide the participant to listeis or her response to

finally confirm the answer or otherwise (Lassen, 2014). As a researcher, | used paraphrasing to
ensure that | understood what the participasatid and correct whetherwas inaccurate. This
procedure takes timehowever as per McDonald, Conroy & Olick (2016¢ time spent in

such qualitative interviews gives a valuable message to participants with intellectual disability
that their input is valuable and ae#i listening is happening. In my student intervielvs
provided a brief summary of what was said to ensure that participantprcaide any

supplementary information.

Various strategies prove to be essential when interviews are directed towards individuals with
intellectual disabilityhowever these unconventional techniques of conducting interviews

ensure a platform for these students to voice their literacy experiences accordingly. At times
O2dzLJt Ay3a GKA&A RFEGF gAGK 20KSNJ YSGK2R&a G2 St
nextpafl 2 GKS FRdzZ G LI NIAOALI yiaQ AYGSNIBASGa GAf

perspectives were sought

3.12 Semi Structured interviews with parentsSEsnd Senior Management Team.
Semistructured interviews were the tool identified to carry aumtin-depth understanding of
GKS LINByiaQ LISNBLSOGAOSAE YR SELISNASYyOSa N
chosen to delve deeper into inclusive matters wiite Senior Management team. These
gualitative interviews, as mentioned by Kvale (19863 utilised to try and understand the
phenomena under research from the participants' point of viegwell (2009) further discuss

that it aimsto unfoldand uncovetheir lived experieres and their meanings. My aim during
these interviews was to guide the parents ir#n extended discussion on the literacy
experiences of their children (Rubin & Rubin, 2005). They further add that istesctured
interviews the researckr is in control of the direction of the discussion. However, as a
researcher, the journey of these interviews does not leave me unaffected beaauseale
(1996) states, this instigates a reflective process that leads the researcher and even
participants to a varied way of selderstanding. On a more technical aspect, Dunne et al.
(2005) consider interviews as being a flexible research toolyagaptableand thus it is

important that as a researcher, | understand my positionality in
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3.121 Rationale foChoice

Semistructured interviews are described as exploratory interviend even though there are
subject trajectories prepared in advandestill allows researcher to dig deeper for further
discovery (Magaldi & Berler, 2020). This tool was chosen under the premise that it is more
likely to have participants disclose and express themselves in agsidyed contexts rather

than in questionaires (Flick, 2006). A sestiuctured interview style has been chosen over a
structured interview as it allowed me tave the flexibility of bringing forward new questions
based on what the participants would have said with a balanced component of cere pre
identified questions, following up on what interviews have said as well as probing further when
necessary (Rubin & Rubin, 2005). Lindlof & Taylor (2002) highlights the preparation required
in advance with an interview guide consisting of questions to kexla3hese questions can

be found inAppendix Band these were the main questions identified to be discussed. Mason
(2002) discusses that qualitative interviews feature as a form of internal conversational
exchange and can be donealksrge group, focus group or @one-to-one basis. Initial)ya

focus group was considerbedcause all parents had a common background; however, as these
were going to be held in summer, due to planned holidays and work commitaeotsmon

date or time was not established. Doing d@oene intervievs provided the flexibility of

accommodating parents whilst enabling me to carry out susdareh.

Creswell (2013) mentions that a traditional manner of doing interviews itofdaee. Gray et

al. (2020) determine that these interviews might take place even with video conferencing, over
the phone, and other Internet platforms. They further add that Zoom is one of the video
conferencing tools that can be used to conduct interviews. It was used in the present research
because it is a frem-use programme and only had to be downloaded by the researcher (Gray
et al., 2020). In the present researglarents were given the option to meet face to face or

use Zoom for the meetinghowever for convenience purposethey all chose the latter.
There are other possible reasons why Zoom was chosen and these include avoiding travelling
(Winiarska, 2017). Usuallparticipants enjoy that they can be interviewed in a more
convenient manner as well as flexible around their commitments (Deakin & Wakefield, 2013).
This however does not impact the quality of the interview as various studies have shown that
when faceto-face is compared with online video conferencihg qualityis the sameand

rapport between participants and interviewsrbuilt up faster (Deakin & Wakefield, 2013).
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These interviews had a motleematiccentred or narrative approach to them and with set
starting pointsin the piloting stagefor instance, the parents of the boy | was interviewing
mentioned the aspect of homework, which seemed very relevant to the literacy journey. Thus,
this was added to the questions identified to ensure that the context and experibatase

relevant are highlighted. As per Mason (20@®re are reasons why | chose sestructured
interviews over other tools. Initiallshe choice of this method is relateéo my ontological
position in this research. My approach and philosophy used in this atedyumanistic
(Plummer, 2001), whicls one of the reasons. In addition, | vehemently believe that the
interview is a social situation whereby experiences and perspectives are meaningful aspects of
the real social context of these participants. This also links to my epistemological jpgsition
researcheras it allows me to generate narratiwgsilstanalysingthe discourses and language

used. My choice of serstructured interviews also has to do with reflexivity within this
research. The intention of these parental interviews was to pravige Ruslin et al. (2022)
adFa4S a AAGAYI alF RRAGAZY L RA MiSefperiescss ofi 2 G K ¢
the students even through various perspectives and lenses. The narratives elicited in these
parent interviews are not considered factual but interpretative and particular to the group of
parents. This is in line with the original aim to dsecstudy research where the idea was not

to have data on the whole population of parents of children with intellectual disability but only

the partcular group under study (Drever, 2003).

Another important aspect related to the conduction of interviews ingdlve spontaneous

open interview discussion carried out with the LSEs of the students. This aspect evolved as
students started getting tense and less engaged in class when revision for thevagzam
initiated. The LSEs showed their wish to discuss this and give their feedback on thenthtter
following a lessan had the opportunity to record a small discussion in the form of an interview
with them in a class. There were no &t questions but as Rubin & Rubin (2012) said, the
formulation of questions happens as the interview progresses. Even though these discussions
were informa] as Prior (2018) discusses, they are still essentially part of the research process

and a product
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3.12.2 Conducting the interviews.

Drever (2003) discuss that the approsaken by the researcher in a sestiuctured interview

needs to be taken into consideration. Even though it is a laborious procegver, preparing

guestions is a major milestone in conducting these interviews. Following the schedule of
guestions identified helpe@dnd these questions acted aguide in order for me to focus on

more indepth issues mentioned by the parents. This allowed me to feel more at ease with
parents and during the interview had the time to introduce myself atite intention o the

research. | also discussed the intention to provide a platform for their children to give them a
G2A0Sd® ¢KA& | LIINRFOK A& NBFSNNBR (G2 Fa o0SAy:
(Drever, 2003). According to Willig (2Q08arents may also have challenging views and
develop particular statements which can make data richer. This also applies to interviewing

educators and SMT who were given the possibility to develop their opinions on the matter.

As an interviewer, | had to use particular skills in order for the-stenttured interviews to

be successful. Using probes and prompting timely and in an appropriate manner was important
to establish and maintain a good interpersonal rapport between the parent and myself.
Particular care wataken when probing due to the risk of talking excessively or leading the
participant to particular answers. My experience in working with parents of children with
disability equipped me with the sensitivity and appropriate language to use when addressing
the participants and their childreas well as verbal communicatiskills, knowledge of the

area under investigation and attitudddgremanns, 2004)Thus, | was capable of adapting
conversation styles and communication skills to steer the discussiokeapdparticipants
focused on the matter. The questions asked served as a springboard for diseunskitis

was done flexibly and not necessarily adhering strictly to the preset questions at all times.
Besides this, parents, LSEs, and SMT were provided with the opportunity to ask questions and
even discuss personal worrieghich in the majority of the cases involved psstondary

education options and educational opportunities.

Yet, another tool of importance to explore the literacy experiences involved are in class

observations.
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3.13Class observations

Class observations have an important role when a student with disabilities is part of the
researchas these provide evidence to support practice and policy (Brantlinger et al., 2005).
AhlgrimDelzell & Rivera (2015) as well as Ruppar (2055uss that observational studies in

the classroom focusing on literagyspecially reading is quite scarce. Such observations
together with the experiences gained through student interviews, intervention programs to

support literacy development could be possible.

The use of multiple methods allowed me, as a researtthdraw on information coming from

various contextsincluding classroom observations (Hollomotz, 2017). Lewis & Porter (2007)
identifies the importance of capturing the voices of all students with intellectual disability and

not only those which are easily done. Class observations were used, as annmetinect, to

f SENY Y2NB | o02dzi (GKS addzRRSydaQ @GASgad . NRPAGI]
caution the voices of the students as thé$& T SO0 GKSANI 2LIAYA2Y A | Y
3T SQ gFa I R2ZIAVERAIOA LR B2 NBRIG2SQ 6KSy tAa0S
rather than control (Veck, 2009). This ensures that passivity is not encowagled purpose

of the research is to give studeritse power to affect change rather than leaving them

powerless.

According to Dessemontet et al. (202dlasobservations have a fundamental role when this
needs to inform educational practices related to special education. It allows the researcher to
better understandvhat literacy practices are being utilised in this naturalistic context for these
students with intellectual disability. Research such as Walker & Stevens (2017) have used class
observations to identify the type and qualidf teaching in reading for students with
intellectual disabilityHowever, reseach in the area is limited as it mostly includes a very small
number of subjects andmostly done in the USA, leaving data in other national and European

contexts limited (AhlgrirDelzell & Rivera, 2015; Dessemontet et al., 2021).

In this study, | was interested in describing aspects going on in the class in relation to inclusion,
engagement and literacy practices. Thus, it was never the intention to quantitatively rate the
quality of literacy teaching or the percentages of engagensdown during the lesson.
Instead, dimensions from other observation tools were used to systematically support the

collection of rich descriptions on each of these indicators when evident in the classroom. At
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particular times, photos were even taken in the classrdodicatingthe teaching material

used, visuals and texts provided. Discussions with the LSEs in the classroom during certain
activities supported men complementingand substantiahg the context for the data
observed (Smith et al., 2008). At a particular point, when examinations were getting closer and
a more detailed account of the happenings in the class needed more exploratidniiifute
interviews were held with the LSEsd they were questioned about their experience in
relation to the examinations within the classroom. In the next sedt&malldiscuss the kind

of observations carried out and the checklist used to support observations and aspects

considered pivotal to obsee.
3.13.1 An overt observer in Naturalistic observation

The kind of observations chosen are naturaliséicstudents are in their natural environment

which is the school. This technique deals with observing spontaneous behaviours going on in
the classespecially during literacy lessons. As a researcher, | recorded what | was seeing in
relation to inclusion markers, engagement and literacy skills. This has yielded a large amount
of datg and observational field notes will be analysed throughout the next chapter. My
presence within the class was an overt oNéstudents and educators in the class were aware

of my presenceand | often mingled with them and moved closer to them during informal
activities. | chose particularly to be an overt observer as my presence in the class was intended
to serve as familiarisation with each other in preparation for the student intergewlsey

feel comfortable enough disclosing their experiences.
3.13.2The Observation checklist

As already discussed, the observation checklist used in this research was not intended to serve
as a guantitative toplbut it involved a list of statements to assist me when | was doing
observations in the classrooms and evaluating the behaviours of students. It also allowed me
to identify the relationshifpetweeneducators together with students in relation to literacy
learning. Another useful aspect of the observation checklist identified was to assist me in
identifying any skills gaps educators mighenia relation to teaching literacy to students with
intellectual disability. Its intention is also to provide guidance on teaching strategies to look
for, classroom setting as well as the student learning environment. The observation checklist

was effecively used by factoring the relevant areas related to the stndiuding inclusion
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markers that are evident in the class, resources used, class strubtirgeraction between
teacher and studenisas well as content being covered. The observation checklist was
amended and used to suit the needs of the research, always citing the authors of the original
checklist. Besides marking with yes or no, | have also backed my observations with detailed
generl observations highlighting any relevant aspects worth exploring. | have also included
various field notes along the journey of data aiten, which will all be analysed in the next
chapter. In the first part of the checklist, | included a list of characteristics that could be relevant
to each student that | was observing. It includes aspects of Social and Emotional Functioning,
Cognitive Funaining and Communication Functioning which are all related to literacy learning
and have an effect on engagement within the class. This profile is in a ticking &srrhatas

easier to mark during the observation sessions. This information isnfrdstr every
participant inAppendix Cand it is backed by school reports and individual educationa. plan
The checklist in all targets three important notions that have been prioritised during
observationsand these include classroom engagement, inclusion markers which are essential
to creating an atmosphere conducive to learning as well as literacy instruction markers. These

will be discussed in further detail in poifd (b) and(c) hereunder.
a) Inclusion markers

An inclusive environment and inclusive teaching are the initial aspects that were observed in
the classroom. Social and emotional markers, intellectual markers, physical markers and
structural markers have been identified as four essential aspects taleomdien observing

inclusion in the class.

i) Social and emotional markedentifyingthe evidence of strategies to ensure that students
feel safe is one of the aspects observed within the literacy lessons. Another aspect
fundamental to inclusive learning is the aspect of a growth mindset which is at the core of the
philosophy of UDltogether witha motivating stance to learn and se#fgulation (Meyer et

al., 2014)Regarding students with intellectual disabilities GFRfeixenet et al. (2021) discuss

that educators witha growth mindset believe that learnénstellectual abilities cadevelop
through support and persisting dedication. Other important aspects include misbehaviour
and how these are dealt with in a consistent manner. Learniagiirclusive classroom also

means ensuring thahe @2 A OSa 2F aGdzZRSyda FNB KSFNR | a

94

NS



learners are engaged in discussion rather than quiet and listening to the teacher. Such an
' YOASYOS &aK2dzZ R GNIYAaLANBE Y2YSyida 2F &aiddzRS:

facilitation of learning.

i) Intellectual markersnvolve a considerable range of essentials to create an inclusive
learning environmentThese can be related to lesson objectives being clear and relevant to
students. Strategies to elicit participation in the classroom from all students and can be done
verbally, visually or through writing. Discussions with pasrslso essential intellectual

markes within a classroom. It provides them with opportunities to respond to peer thinking

and solve problems collaboratively. This aspést includes the presence of differentiation
measures even in the special classes as theaSChverse needs are also present in these.

Agran et al. (2014)iscusssthat when educators support students in class, participation can

enable better access to curricular material, new peer relations are establiahdd
expectations are raised. Carter et al. (2015) furtukks that peer support arrangement can

promote inclusionand learners with intellectual disability can experience new opportunities

to develop communication and social skills, lowerrigliance on their LSE and show more

active participation whilst developing a sense of belonging (Carter et al), 2015

iif) The physical markeirsterms of space and design of an inclusive clessamother aspect

GKFGO ¢Fa y20A0SR Ay GKS OflaaNr2Y® ¢KS SRdz0
YR GKAA aK2z2dZA R 0S R2yS o0& GF1Ay3a Ayd2 02\
(Gremmen et aJ 2016) Furthermore, according to van den Berg & Stoltz (2@48)seating
arrangement will ultimately improve dask behaviours whilst observing the class social
dynamic could improve the social experience of beirgarclass. | particularly noticed the

physical arrangement of desks and seating within the, dhacdgdngthe presence or lack of

flexible seating options such as bean bags. The arrangement of desks in groups was noted to
check if students hawbe opportunity to engage in cooperative learning teskddiscussion

a ¢Sttt Fa KIS GKS OKIyOS G2 O2f fthexlasdl G§S &7
is also observed with regard to whether he/she moves around the class and déacilitat
learning. Classroom visuals and déceremoticed and particular attention was given to

visual supports and whethehésesupportedunderstanding of the material being covered.

These aspects can improve or hinder the learning process and might heffecaon the

emotions of selesteem, belonging and adaptability.
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iv) Structural markersvolve aspects that move away from a one size fits all classroom. These
may include using multiple learning modalities and utilising brain breaks as well as movement

breaks as part of the class routine.

b) Engagement markers

The engagement observation checklist was used as pami@d method studiesand

according to Kennedy & Deshler (2010) and Le Lant & Lawson, [20189ps to explore
OSKIF@A2dzNF £ LI GGSNYy A& aLI NGAOdz I NI & | NRdzy R AR
da0GdzZRSy 4 Sy3l3aSYSyilds GKSNBXoe SyKFyOAy3a 2dzNJ dzy
& Lawson, 2019 p.312).

The indicators identified in the tool by Le Lant & Lawson (2019) and used accordingly in the
present study include behaviours such as connecting material and adding to what the student
already knows, being able to setfrrect and questioning skilsnd progressing with a task in

an accurate manner. Behaviours to be observed range from positive to negative in terms of
selecting, elaborating, monitoring and problsoiving. Le Lant (2015) descdlibe process

of selecting and use of matesand identifiel whether the learner is able to choose the
appropriate materials and elements for a task. Elaborating on material or transfahming
material into new knowledge also incorporates verbal or nonverbal responses to indicate this.
Furthermore, elaborating could be seen in students who add any information to that being
presented during the teaching and learning of the task by extendingomcapt or recall of
previousy mentioned vocabulary(Le Lant, 2015). Monitoring is an element observable
through relevat questioning for clarification purposes, safrecting and recognising in case

of errors. In problerd 2 f GAY 3T (GKS S NYSNDRDa LISNF2NXI yOS
problematic scenario is presentedthich will indicate retrieval and application of newly

acquired knowledge (Le Lant, 2015)

Affective indicators utilised in this researab identified in the tool by Le Lant & Lawson (2019)
include the behaviours such as facial expresswingh show emotions as well as behaviours
that indicate persistence. These range from sadness, crying, pouting, anger, frustration and

tantrums, all indications thdhe student is not enjoying himself. On the other hand, students
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can show momentary intense interest, smiling, laughing and interactintheigducator and

peers to indicate positive behaviour engagement.

Regarding behavioural indicators used for the present study and as developed by Le Lant &
Lawson (2019) indicate that negative behavioural indicators include refusal to do a task, not
making eye contact with educators, and not complying imigkructions. Positive behaviour
engagement will show with the student being engaged in the task, performing it readily

without interruptions and predominantly keeping eye contact witheducator and peers.
b) Literacy markers

| derived behaviours related to oral language, reading and writing skills as they are
representative of literacy learning for students with intellectual disability. The tool used on
GKAOK L oF&SR Y& 204%NHEANR2YA ho RBNEIK OA Y A KE
Texas, 2016). It was originally designed in 2846 its use it to capture teaching behaviours

during single classroom observation visits. Even though the tool was designed to be used in
primary and early years settings, however skillsgmieis students with intellectual disability

can often be of that particular cognitive agad thus the detail in behaviourasappropriate

to give information about the interactions going on in class. The tool has three senaory

oral language, reading and writing. The following are descriptions of what each section entalils.

i) Oral Languageés the first part of the toollt focuses on how language is used to build basic
and advanced understandingvhich can be observed by naming, labelling, describing,
comparing and contrasting and inferencing. It also targets vocabulary building and language
instruction including defining and explaining vocabulary words, acting out and using graphic
organisers to learn vocabulary and concepts. Eliciting language from students is another
aspect of oral language ysand this involves basic questioning techniques and progresses to
eliciting higheflevel thinking questions as welltas use of downward scaffolds and upward
scaffolds to build their oral language. Other important aspects relatdtetoral language
used were the syntactical and grammatical skills wherelg ikenodelling to express ideas
into more mature sentences and encouraging these speaking skills in larger group contexts.

i) Readings the second aspect of this tpahd it provides important concepts which include
skills related to before, during and after reading texts. Betading a text involves aspects

such as activating prior knowledge, introducing words or concepts to build background
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knowledge to support text comprehension, asking for predictions and defining
comprehension strategs which include making connections, summarising, and making
inferences. During the reading, behaviours sought included using knowledge and basic level
guestioning and then moving on to higher order thinking questions, expanding on the student
responses, aoig out the storyline for understanding, making connections with life
experiences and following up on predictions done. After the reading achetaviars
observed could involve summarising text gle@viewing vocabulary from the text, and

revisitingthe purpose otthe text.

iii) Writing expression is the third aspaiaftthe tool, and this range from core concepts to
approaches used in writing. It involves aspects such as correct letter formation, print
directionality, punctuation and legibility of written work. It also discusses behaviours related
to engaging students in writing activities orrtes of interest, engaging in small or large
group writing opportunities, and elicitation of ideas for writing during classroom tasks. It also
targets aspects such as responding trditure with writing, establishing classroom routines
that encouragevriting, planning writing through oral discussion and use of graphic organisers

such asnind mapsand editing andevising work as part of the writing process.
3aMo®o ¢KS LINRPOSaa 2F Oflaa 20aSNBFGA2Y | yR

This data collection method is categorised as participatory becasise researcher, | was
immersed in the school contexts where my participants were whilst recording notes on what
happened during the literacy sessions. The observations carried out in these secondary
classrooms were mostly structured because | had speifiables to obseryevhich were
YIAyte NBfFGSR (G2 GKS addzRSydaQ Sy3al 3asSySyi
learning happening in relation to students with intell@ttdisability. In totall carried out 21
observation visits during English and Maltese lessons, each of 40 minutes duration. Upon
entering the classroom and observing lessbsisll tried to adopt a flexible approach to openly

and freely observe what was going on, even if this did not tally with certain aspects and
objectives that | wanted to study. The advantage of the method enabled me to have a record
of happenings and plmemena to which I could refer later in my analysis. An uncontrolled
observationwas carried out as the observation checkiists utilised only to guide ¢h

researcher on the various aspects to be identified.
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My role in the observations was to record dyadic interactions between educators and students
with intellectual disability in the least obtrusive manner possible. Pole (2005) discuss that
observers need to take a rigorous stance when collecting data atassroom. The following

is a list of characteristics that the researcher should adopt to ensure such a process:

- Keep full awareness what | was observing and reacting to

- Noting any value judgements regarding what is happening in the classroom whilst
keeping note of any value judgements

- exact reporting of what is happening, being objective and with minimal interpretations

- Data recorded is kept up to date and tracked with time and place etc.

Furthermore, as highlighted by Avigitidou (20@&)a recorded should includgedescription

of the class context and setting, any verbal and nonverbal interactions happening and the
process relatedvhich may involve a description of the initiation, continuation or termination

of interaction by adult or student as well as timings of tasks or episodes. A description of the
sequence of how things happened, personal reflection notes and subsequertisaaaty
suggestions done by Mulhall (2003) to ensure nrgtworthiness and validity in the process.
These approaches were all taken into account howewersidering thathe data collected

was related to students with intellectual disability, behaviours were particularly recorded.
These included posture of students and educators, any behaviours to indicate engagement or

lack of it e.g. proximity, eye contact, facial expressio
In the next section ethical considerations for carrying out research will be discussed.

3.14 Ethical considerations

Amongst researchera consensual notion is that research should listeend represent the
voices of disabled individualand this should be planned and executed with an ethical
commitment keeping in mind the research implication (Mietola, Miettinen & Vehmas, 2017).
Barton (2005) attests that more care should be taken to includeiedenduals who cannot
communicateverbally. Past researchhandividuals withintellectualdisability indicates that
when the severity increases, the likelihood of these persons being involved in research
decreases. Tuffrey et al. (2008) describe this situation as unethical to exclude irglivittual
severe and profound intellectual disability from research. Excluding such individuals from

research due to cognitive difficulties and language disordetatesthe nonmaleficence
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principle. This results in individuals wittkellectualdisability being excluded from accessible
interventions and aspects of their lived experiences remain unknown (McDonald & Kidney,
2012). | also share the view of ethics with Paju (2013) that as a resebsttoend be ethically

sensitive and reflectritically throughout the process. Another important aspect of ethical
consideration is the insider researcher position in this study. This position reflects complexities

and responsibilitieperpetuated in planning, data collection, aadalysis. Whilst carrying out

interviews my persona was in a constant balaiseeking mechanism to be a neutral as

possible howeverat times parents and educators shared pains and excitements to which |

ga 4G GAYSa dzyadz2NB 2y K2g (G2 NBIFOGO® !'a GKSA
SYLI GKAO IyR O2YLIl aaArz2ylrdsS tAaiSySNE 6aéSNA:
wastha2 ¥ G IAPGAY 3T @2A0S G2 GKSAN RSLI émplisgirg NA OKy
d20ALtte NBESOlIyld OKFy3aSa 6A0GKAYp3GKBfa@2y i SE
this notion often spiralled a reflection in my mind that it was a better decisiapt for

interviews rather than focus groups as parents might not have been so comfortable sharing

their disappointments and excitements in that foeapecially if they are sensitive to other

parents who might not be going through the same experiences. These narratives presented an
ethical dilemma in deciding which megg is chosen for analysis purposes and which not (Clark

& Sharf, 2007). Finally, the decision was based on which aspects may finally benefit the
students with intellectual disability as they are prioritised in the study. Finaty approach,

| agree with Myers (2019pb)ho discuses that at the crux of insider research, the voices of

the vulnerable and smothered people needtobehgargd R A0 A& Y& NBalLRyaai
the focus of the theoretical lens on what was said and to highlight theSem ¢ KA OK S Y S NA

(p.14)

Ethical considerations were considered on various lewelsiding carrying out the research
in a small statavhich has already been discussethical approvals required, consent and
assent from participants, preserving confidentiality and anonymity and ethical considerations

in conducting and analysing interviews. Each of these notions will be discussed broadly.
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3.14.1 Ethical approvals required

Bryman (2016) discuss that throughout the research prodessfundamental to liaise with
various strata of gatekeepers to negotiate authorisation. This involves external and internal

agencies or boards.

The figure below indicates the strata of gatekeepers situated within this educational research
(Kay, 2019)

Figure2 Strata of gatekeepers in the present research

®

Institutional gatekeeper

According to Greig et al. (2018ntekeeping at this level is done to identify if the research is
officially sanctioned. In this process, the benefits of the study, potential risks and aspects
related to the participants are considered. (Farrimond, 2013) The initial stages of the present

research started with applying and obtaining various ethical approvals. The ethics form was
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duly submitted to the University of Sheffield research ethics board and permissien w
grantedon 11" December 2020 this can be foundAppendix DThis has certified thahe
procedures and documentation submitted will set out the practicalities of the educational

research.

Following this, | applied to obtain permission to carry out research in state schools with the
Directorate for Research, Lifelong Learning and Employaidythis was approved on the

19" of October 2021 Appendix E The gap of ten months resulted due to the C@D
pandemi¢ which resulted in schools closing physically and resuming online teaching and
learning. It was impossible for me to carry out research duistoature of it as class
observations and fae®-face interviews with students weran essential part of the

methodology.
Organisational gatekeeper and Specialist Gatekeeper

Organisational gatekeeper refers wntities responsible for regulatingermission for
undertaking study within the educational context (Homan, 2002). In the present research, it
was important to follow GDPR guidelines and establish contact with the school through the
gatekeeper, thédead of Schoolrhe necessary approvals were sent toHead of Schoodnd

there was no objection from her end to viie school and discuss it furthéAppendix F)
Gatekeepers are a salient part of the ethical procasd negotiation between them and
researchers beconsenore complex when it involves students who are vulnerable. This is done
out of mutual priority, that of protecting the participants from harm. In conjunction with the
Head of Schoolt was decided to send an information enfgpendix Go inform assistant
heads and inclusion emrdinator accordingly. These stakeholders form part of the senior
management tam and have specific responsibilities within the school. As discussed by
Edwards (2013})hese stakeholders are consulted duetie specialised knowledge that they
have.Appendix Hncludesan information sheet and consent form used for interviews with
SMT.

Domain Gatekeepers

The Head of School contacted CCP Teachers and Learning Support ediucaighs an

information email whereby they were informed that | will be present in the classrooms doing

102



observations for a period of time of aroutittee months. The aim and procedure of the
research \ere provided to themand any further information or queries could be addressed

to me whenever the need arises. Educators supporting the CCP were provided with an
opportunity to discuss any aspects in order to enhance literacy practices within the classroom.
LSEs of Grade l1@nticipated in a voluntary interviewnda consent form was used and can

be found in Appendix | together with the information originsdigt to CCP classes.
Guardian Gatekeepers

t I NByGdaQ O2yaSyd e¢la fa2 az2dzaKiG SINI e 2y A
within the classrooms. Parents were contacted via phone by the relevant assistant heads of
each year groumnd | was able to explain the aims of the study to each and every parent. In
agreement with the parents, the information sheet and consent forms were sent to the parents

via their childrenand if they wanted to participate, they had to retuhem the days that

followed (Appendix J). All consent forms were ratd the day after and duly signed. During

the telephone conversationparents willingly provided me with their contact detadsy.,

email addressand these were kept safely saved for the eventual parent interviews. According

02 CIFENNAY2YR oOoHnmMo0 RA&Odzaa GKFG GKS 3FGST S
(p.169). When positive relationships are established with gatekeepéyss often a vital

aspectof positive and successful results (Crowhurst, 2013). Throughout the data collection
process, had a very positive relationship wittead of Schophssistant heads, Inclusionco

ordinator, teachers, parents, LSEs and students themselves. This has obviously made the
journey more plain sailingnd all were willing to contribute as they could envisage the benefits

of the research at hand.
Auto gatekeeper

This level of gatekeeping is the student participants themselves. The power difference between
researcher and children is more evideabd as Danby & Farrell (2005) advocate, children
should be viewed as their own gatekeepers and be competent to withhold or share
experiences and finally decide whether or not they want to participate. However, in terms of
guidelines the children will not be able to participate unless the parent or caregiver gives
her/his consent accordingly. This is mainly due to the agerfas well as the degree of

intellectual disability. Considering the varying degrees of intellectual disability, some students
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might be able to provide informed consghbwever in a minority of casessomeone else

must provide that consent. In the present research, assent was required from the sfudents
consideringhey have decisional capability. This particularly entailed that | had to ensure that
students as participants were able to: a.) understand that he or she has a choice, b) understand
relevant information, c) appreciate the situation of the study andkidy/lconsequences, and

d) rationally manipulate the informatigoresented to him or her. These particular steps were

necessary to gain a 'true' informed consent.

As a researcher, the plan consistédarious steps. Initially planned to gain consent directly

from the participant. If the studemdécked decisiomaking capability, | intended tmte his or

her observations in thstudyrecord If the participant expresses resistance to the intent to get

a parent's approval or does not assent to participate in the study, then he or she will be
excluded from the study. When the children were given the adapted consentsimaents

were asked to indicate if they waattto participate by pointing, colouring or indicating a smiley
face versus a frowny face on the assistive switches. An alternative which was considered was
to use a tick or a cross, depemglion the symbolic level of understanding of students. These

can be found in Appendix K

The use of video recording during the student interviews required consent from students and
parents. Video recording difie interview was planned to be carried out in an area where
students cannot be overheard. Studemiere to be accompanied by the Learning Support
Educator who supports him/her in claasd first namesvere used torefer to each other.

These video recordingsere done to watch in further detailater, including interpretative
analysis of gestures or nonverlaapectsthat might have beemissed during the interview

due to participants possibly having language and executive functioning challenges. The notion

of student consent is further discussed in the next section.
3.14.2 Consent process of student participants

Students with intellectual disability often have challenges related to languageaskilteey

often present with limited communication skills. Such participants are considered at a
disadvantage in the informed consent procedure (Cascella & Aliotta, 2014). They further add
GKFd adzOK AYRAQ@ARdzZ f a GdoeodafeRsk incgivef abdaaalytical t S G
jdzSaiArz2yas yR SELINB&aa O2yOSNya | 6,2d249).NS&S| N
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In this regardthese students can be considered as vulnerable participditss, added
safeguarding measures are required during the informed consent process and to the forms per
se to protect their rights. Freedman (2001) asserts tthe researcher musbalance the
methods used to collect data with ethically sound procedures. Particular awareness was
NBIlj dZA NER Ay NBf I (A gagthdiazk ofcorarisoatiprafilityOrightindésk Sy O S
this competence. This is essential in relation to thedstéfrmination required to participant
voluntary or refus to be part of a research. In this present study, some of the students had
mild intellectual disabilityand in those cases, they were able to determine and indicate their
willingness to participate. Students who participated in this research all had their LSE close by
in order to identify to what extent they understood the process and form. This process
lengthened the procedure of obtaining assehbwever this was done to ensure that

participantswere protected with it.

Another aspect | was aware of was the ability and willingness of participants to ask questions
before the interview, during and even after. | explained to the LSEs that due to poor executive
functions the students might have difficuliglanningquestions, remembéng them or the
discussion as well as follmgthroughwith the process of asking. In situations where students

had Autism as a diagnosis together with intellectual disability, the LSEs were made aware that
they could find it hard to initiate ceect with me as a researchemd thus they might opt to

ask questions about the research to themselves. LSEs were directed to keep in contact should
such questions &@e. The information on the possibility of asking questions was included in the
consent form and it was essential in order to broaden my perspectives and consider the
informed consent process as ongoing rather than a-tone activity before the actual

interview.

Figure3 Option to ask questions

1w @

I could ask questions
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Yet another important step in the informed consent process is the issue of ensuring that there
is no coercion. In my communicationtls researcher, | had to ensure that the participants

did not feel that they hdto participate when approachednd | clearly explained that nothing
would happen andhat it wasfine if they dd not wish to participate. This was also evidently

represented in the forpas can be seen hereunder.

Figured The right not to participate

@4 w0 @ ? M

In this  project would like to know how you

m S B @

feel during literacy lessons at school.

I e fo e

Youcan choose if you wish to participate or not

e I &/ §F o e

If you donot participate nothing bad will  happen

Through thisl tried to ensure that there is neither direct, implied nor perceived coercion
carried out (Cascella & Aliotta, 2014). One aspect thaetéhs was to do consenting activity

and followup interviews outside of the classroom and in the absence of class teachers to
create a contrasting physical boundary between research and learning in the classroom.
According to Cascella & Aliotta (20Bticha strategy can support potential subjects to agree

to participat without the risk of coercigreven if this is unintentional.

The consent form is another aspect which required ethically sound formulation and
presentation. Together with the information sheet, when planned and formyliateds done
gAGK2dz 2F NA2y X aAYLX S fly3ada 3IS FyR Ay (KS
Reading level of form was kept easy in grammatically simple sentences and with static picture

sequence (Cascella & Aliotta, 2QB%) can be observed in Figure 5 hereunder:
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Figure5 Easy sentence structure with pictures

€ MG off +

The learning support educator  will  be with us as well.

The documents were also free from details which are unnecessatyhe use of active voice

will help more than passive voice. Furthermore, all the time needed was taken to read and go
over it and sometimes some sentences were repeated if participants looked puzzled. Following
this procedure, students were given thgportunity to verbalise yes/no accordindtpwever

these were presented as switches for them in case they felt more comfortable using them
rather than verbalising. The below picture (figure 6) shows the switches utilised in this part

andthese had preS O2 NRSR WeSaQ YR WYWy2Q

Figure6 Yes and No switches

Children with intellectual disabifitnight find it challenging to dissent from the reseassid

signs of willingness to participate in tagkll be utilised as a sign of compliance or otherwise
(Lewis, 2001). Thus, another measure to safeguard the rights of the participant is to allow them
to stop anytime they wanespecially if the experience becomes overwhelming. According to
Bishton & Lindsay (201 Xhould the student show distress throughout the interview, he or

she will have a right to withdrawofn the study. The written consent forms clearly included
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0KS & dzR Sy i ét@andwkrgl&stionsi stophbliBtdnded at any time or withdraw

from the research completely.

This aspect was included in batie information sheet provided to the student atite
O2yaSyid FT2N¥YO® ¢KS LI NIGAOALI yiGa 6SNB | faz2 LINI

which they could use or point to should they want to stop and have difficulty saying it.

Figure7 Stop Visual

Taua et al(2014) have identified various guidelines for the consenting procedure. All of these
were adhered to when carrying othe consent process with students with intellectual
disability. These include communicating in a slow manner and clear speech in a quiet place
without interruptions. The slow pace of speech was maintained throughout the consent
process and this was carried out in the yard following the lessons in literacy. Even though
students were in their break, the school had various sckedflhow students enjeg their

break time. In their case, the CCP class had a designated area of the playground whereby
students enjoyed hanging out. It was a relatively quiet, amhthe majority of students in the

class had their lunch there. They also discuss introducing concepts and questions periodically
rather than all at one go. This was also psadtieven because it was evident from their
performance in class that they needed more time to process things. Whilst carrying out
observations in clasooms, | could also identify what kind of language and complexity is
appropriate for each individual participaetg., with Norait was more possible to elaborate

on the questions when compared to other students like Angiteat had to process a question

and rewording ofhe question was at times needed.
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Emmison & Smith (200@ygue that explanation of a task should be carried out using visual
imagesto enhance understanding but also as a sign of protection, respect and inclusive
attitude. In agreement with thjJaua et al. (2014) suggest that a written representation of the
details of the research is presented and ideally in colour together with a combination of
pictures. This was done in the present study ead be viewed in Appendix K. Finally; they
identify utilizinga support person as an important step to support the process and in the

present research, the LSE was always present throughoutdbegs:.

3.15Data analysis

Qualitative research is a fundamental inquiry paragégrd data generated through it requires

analytic methods which are methodical and rigorous in nature (Nowell et al., 2017). Thematic
Analysis is a method which provides this possibility. It is a system for the identification and
analysis of patterns emergj from data (Braun & Clarke, 2006). It specifically allows for the
emergence of themes which are relevant to the phenomenon which is being investigated. (Daly

et al., 1997). A theme will involve a feah of an aspect or meanirtgat occurs in the data,

often mentioned more than once and can often be observabtg, lack of engagement in

lessons. When the thematic analysis is carried out rigorahs\generates findings which are
trustworthy and can provide insighmto the area under study (Braun & Clarke, 2006)
According to Starks & Trinidad (2007), whilst doing qualitative analysis, as a reséaroher

the analysis instrument, as | will need to make informed decisions on coding and
contextuaising data. Braun & Clarke (2006) argue that thematic analysis is an appropriate
analysis method whethe experiences and perspectives of participants are being sought. Using
thematic analysis will allow me to highlight any similar or different aspects identified and
generate insighttto 1 KS &G dzRSYy a4 Q SELISNASY OS Aagpedshi G SNI C
of subjectiveness and positionality have been discussed extensively. Dean et al. (2018) explain
this notion by saying that various researchers ctarpret the same set of data in a different

manner. This is further stated in Brown 2QBOK SNE o6& &ddzo2SO0A @A dGe Ol y
researcher, or the same researcher in a different frame of mind, might write a different report
FNRY GKS &lYS RFEGFE 6LIPHOYOD® LYy FOO2NRIYyOS
researchers migt find value in different elements even if they are looking at the same data

G Qa sKIFEG ! f@Saaz2y 3 dsih PepeRarsS difihterpretationst By NIB F S N.
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continue to add that this might be due tiwe experiences of researchers, mindgbt breath

of exploration and theoretical backgroyrmanongst others.

N>

¢tKS GKSYSa 3ISYSNIGSR gAaft 0S StAOAGAY3 GKS
(2017) discuss that it is essential to establish trustworthiness during the phases of Thematic
Analysis. These phases are cyclic in nature and require theatesetsy revert tothe data

generated and coding process frequently (Vaismoradi et al., 2016).

Before explaining the process and how it was approached, | would like to describe the
particulars of my chosen approach to thematic analysis. The theoretical framework presented
in the beginning provide the underlying values of this research and thesexgaiatly my
analysis owning it as my perspective and remaining sensitive to the context under study. This
information is essential in order to highlight principles applied and also quality standards of the

study.

Ly GKS lylrteaira adl3asSz GKS INBFa L akKkfft F2C
GKFEG AyTtdzSyO0S AYRADGARdZ f SELISNASYyOSaé oYAI
that this type of analysis will yield a large quantity dadahich will illustrate how social
constructs related to literacy experiences develop. Applyingdbial model of disabiligs a

lens will allow me to centre my analysis on the voice of the students who are marginalised in

order to better their educatinal experiences.

During the process of thematic analysis, a theme was identified irrespective of the number of
times this item showed up in the data. Some themes were considered central even though this
does not reflect in the frequency thfeir occurrence (Nowell, 2017). The themes generated in
this study are both latent and semantic in nature. This is because certain themes have explicit
meaning and are easily recognisable as meanimgsothers are latent, reflecting a much
deeper analysis and ideologies in which | gaedaprofusely during the analytic process. In
semantic coding aspe¢t$ did not analyse beyond what was observed and what the
participants said. In latent codifigttempted to bring to light hidden meanings and underlying
practice assumptions. Reading through and familiarising myself with the data has enabled me
to expose latent meanings by keeping in mind that Braun & Clarke (2020) present codes as
residing in he dataset expecting to be found. Thparticular attention was taken to analyse

the languag used by participants, which takes the form of discourse analysis at times and the
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possible deep meaning level that can transpire. | particularly intend to represent an analysis

that Braun & Clarke (2020) referaei KS @I NA2dza Gt @SNBR 2F 02y OSI

In my present analysisoth semantic and latent coding have been used without any particular
effort to prioritise one over the other. In accordance with Braun & Clarke (28806
researcher, | have to strive identifythose themes that can give the fundamental insights to
answer the posed research questions and support the emergence of the student voices as

much as possible.

One aspect | would like to specify is that throughout the analyb@ve used a reflexive
approachto answer research questions posed initially and aim to antvese to obtain
experiences, perceptions and vewf individuals and representations of the phenomena

under study. | am fully aware that reflexive analysis is not a neutral praressny
LRAAGAZ2Y I EAGE AyTidzsSyOSa (GKAa lyltearad | 2g¢
voices in the most authentic way possible. | chose the reflexive approach to analyse my data

as | wanted to have an active raigproducing knowledge (Braun & Clarke, 2pd8jchisthe

coding system representing my interpretation of patterns across the data set. Braun & Clarke
6HnmMmpy KIF PSS RSEAONAROSR NBTESEABS GKSYFGAO Iyl
the data and conducted jointly throughe data set available, theoretical framework and
assumptionsas well as analytical capabilities of the researcher. Thus during my analytical
process, | have not attempted to ensuaeaccurate and reliable coding system onsult to

have a harmonised process with an outsider researcher as the engagement with the data was

a process in itselfhaving engaged personally with the students, educators and having
participated in the class observatiorBraun & Clarke (2020) have identified various core
assumptions of reflex thematic analysisd | will discuss these next in relation to my research

journey:

A) Aspect of subjectivity in this research is the tool | used in this analysis. Subjectivity is my
WNB &2 dzZNDOS T2 N NB &S| Nidtee aspéreoiiph&is unrelatéd i £ £ X
this context ashe knowledge generated will be situated.

B) Interpretation of data in this research is not objectinet it was my intention to be as

strong as possible, insightful, deep and nuanced
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C) There has been a process of immersing myself in the dataaarather times
distancing myself from it and looking back at it with different eyes. This was essential
in order to have time for reflection.

D) Themedhat emerged are outcomes of coding systemd they are produced through

my analytic engagement systematically done with the data generated.

The analysis started with familiarisation with the data set. For this part, | have repeatedly and
actively read through the data generated by interviews with students, H&ESenior
Management team, parentsand classroom observations carried out during the literacy
lessons. | transcribed all interviews in the form of audio data for LSES, parer@snamd
Managemenfleam. | also transcribed all interviews in the form of video data for students in
order to capture all the nonverbals. Sample transcrigstd field notes can be found in

appendices as follows:

Appendix L: Transcripts of students
Appendix M: Transcripts of parents
Appendix N: Transcripts of SMT
Appendix O: Transcripts of LSES
Appendix P: Observation Field Notes

During this lengthy and tiresome process, | had the time to listen attentively for the
conversationsand this helped me a lot with the familiarisation. Besides the transcrjption
which was mostly done in the Maltese language, | have translated all the data to, Bndlish

yet this provided me with another opportunity to familiarise myself with it. The hectic process
forced me to have a break and let the data rest for some days until | read through it after
around sevendays. Following thid used a manuainethod of sorting conversations into
various codeavhich will be presented later in this chapter. These codes were later tied to both
semantic and latent meanings in the theme generation. The coding process will also be
presented to indicatéhe criteria of trustworthiness of my interpretation and analysis (Nowell

et al., 2017). | have done this coding exercise for:
- Interviews with students
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- Interviews with LSEs
- Interviews with Senior management Team
- Interviews with parents

- Observation field notes.

Conversations that have potential patterns were placed and collated by code in preparation

for themes. Some semantic themes were more straightforward to exbracbthers had to

0S aO02yaiNIzOGSR o6& GUKS NBaSIFNOKSNE {KNPRdAK
YIFLILIAY3 K2g O2RS& NBf I 4G4SR i,3.52ecodespRnert&INIPE 6
are presented in Appendix Before analysingll of these findings, the considerable steps

taken to ensure that the research was of good quality will be explored.

3.16 CrystallisationQuality of the present research.

Throughout the past yeara constant notion of quality in qualitative reseahas troubled
researchers in the quest to ensure that the studies carried out are of appropriate standard
(Sandelowski & Barroso, 2002). This consensus is hardly reaatvesier Morse et al. (2002)

discuss that aspects of reliability and validigreached when various verifications are carried

out throughout the research process. They further add that author is respaoiosiblesuring

rigour in educational research. Sandelowski (1986) discuss that the aspect of trustworthiness
transpires wherthe researcher publishes the practices of htvwe research was done and

malkes it auditablg which he referso I & Wt SIF gAy3 | RSOA&AZ2Y GNI A
Graneheim & Lundman (2004) divides these into credibility, dependability, transferability, and
confirmability. Sandelowski (1993) questioned reliability assessmentsdirealing with the
participants or doing peer reviewing as it is like a forced consensus has to be raeached
researchers cannot expect that they will arrive at the same thena¢®therged. One system

used to support the validation, verification and assegbmtjustworthiness of my results was

through member checking. Transcripts of discussions with parents, LSEs and SMT were
emailed and feedback was requested whether they agreed to what was discussed, whether

there were any parttheywere not happy with and would like to omit or if they vadiho add

anything else. Doyle (2007) dissessthat this process provides a more transparent process
F2N) Wy SI20A1 0AR8HQ NiRA SKHINOKSYND@GES (rgy R LI NI A OA LI
(p-903) Whilst being a lengthy process, as individuals had to read them and feedback me back
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by email, it provided them with the opportunity to confirm or make amendments to their initial

responses (Stake, 1995)

3.17 Conclusion

This chapter has focused on providing a thorough discussion of the methodological choices,
methods employed in various stages of the reseamoldthe intricate ethical considerations

that were fundamental to this study. Throughout the writing of this chapter, it was more
evident how this research journey highlights and priostigee students as the main
participants and stakeholdemonethelesssignificant others such as educators and parents

of these children were still involved to gain a holistitupgcof these experiences. As a final
reflection on this chapter, |1 confess that even though details of interviews and class
observations were prepared befdr@nd, the direction of the research was fluid. As a
researcher, | felt at times transported by the i@ experience of these studentsho at

times had the best laughs within their classroom environm@titer times, frustrations were
evidently leaving some of them in tears with the disabling proceseesad them. | chose to

be swayedby the direction their experience was headiMjhatever is relevant to them
0SOFYS NBtSOIyld G2 YS® L RARYyQO ¢tyd Y& AyAd
be a strait jacket for me but the experience of being there with them in class for a considerable
number of hours transported me to experience a vast range of emotions, which at times were
KSIENIONBIF{AYy3 G2 gAlySaao ¢ KS nidalednarhalyrand: y G a4 Q
nornrverbally in the student interviews carried ploitit their stories transpired in living literacy
experiences with them in the classroom. Their reactions, enthusiasm, struggtes,
contagious excitements were all narratives thataped them and | could possibly capture
themwhilst doing my hours of observation within the classroom. Observatieonsly one of

the tools that enabled me to capture these lived experiences. Experiencing literacy with them
in class facilitated and charted the way to student interviend disclosing their views and
preferences on literacy seemed a natural extension to the experiences lived within the
classrooms during the teaching and learning of literacy. The feeling of being trusted by the
students hemselves, feeling comfortable enough to express themselves with me, and
contributing to the friendly atmosphere within the classrooms where teachers and Learning
support educators work jointly together for the students was a highlight thrailthwarry with

me throughout the writing journey and beyond that. B researcherthis was not enough.
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L 6l yGSR (2 (1y26 Y2NB® L ¢gtyiSR G2 32 WoSKA:
contribute to these experiences? What is the construct of ability and disability that permeates
through layers of teaching and learning? What is the role of the manerll of this? | must

admit, initially L O2y AARSNBR Ay Of dzZRAYy3a SRdzOF i2NAR | YR
SELISNASYOSa yR Fta2 o0S0ldzaS L Syograal 3SR OK
express themselvehiowever over time this changed. Getting to know their parents and

educators and discussing aspects related to inclusion and literacy begarasponsibility.

It weighed on me for the simple reason that when | tell their stories, |1 want tbeetlin full.

a® oNARGAY3I R2Sa& y20 YANNRBN Y& (GK2dzAKOGa odzi
the individual experience and emotions. | wanted to be a vehicle, a facilitator of their voice
which most often than natis not given its due importance. Incredulous and sceptical glares

were sometimes experienced when | explained my research intemreh that in itself

confirmed the numerous times when studentgh intellectualdisability could have been

consulted Still,instead adults took decisions in their name and assumed incompetence.

Various themes of substantiative importance emerged throughout this journey. Amongst these
were the concept of voice in students with intellectual disability, the notion of engagement,

and the way inclusion is conceived within a Secondary samohgst othersin the next

chapter, IWILINS A4Sy G GKS RFGF 3ISYSNIGSR YR LINRPOARS
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CHAPTER{ ¢! Y9I h[59w{Q {!aa! wL9{

4.1 Introduction

The present chapter intends to repariportant narratives from the various stakeholdets
participated in this research and intends to support the eventual findings and discussion that
follows in Chapter 5.Thesesummaries reflecthe qualitative data collected through various
methods and the findings of the qualitative analysis from data gemkfaden classroom
observations, Senstructured interviews with studentsvith intellectual disability, LSEs,
Parents and Senior Management Team. Vignettes will be utilised from interviews to highlight
the main themes whilst substantiating these by field notes taken during the research journey
especially in classroom observatiowith the sole intention of keepintipe student voice at

the forefront. Vignettes of conversation have two columns or three accordingly. The third
column is only included when naerbals or an interpretation of what happened is required

to put the reaer in the context of what happened. These annotations were possible as the

student interviews were video recorded and were analysed in detail subsequently.

4.2 Analysis of Student Interviews

Student interviews were carried out with eight students with intellectual disability. One of the
students was in Grade 9, five in Grade 10 and two in Grade 11. Half of the sample had mild
intellectual disabilityand the other half had moderate intellectual disability. Five of these
studentsalso hada diagnosis of autism together widn intellectual disability. During the
student interviewcertain aspects emergednd these include their preferences in literacy in
relation to the language (Maltese or Hsly) and also the strand they prefer (reading or
writing). They also named certain challenges that they find in litarexdyding aspects they
dislike or find hard during lessons and who support them during these challenges. Finally, they
also mention the positive aspects of Literacy learmatuding activities that they enjoy, topics

or themes of interest as well as what they wish more in literacy lessons.
4.2.1 Preferences in Language.

Students in Malta are bilingyadnd both Maltese and English are languages spoken in
households and at school. Five of the students prefer Englidhltese. It is of very common
occurrence in Malta that students with Autism have an absolute preference for English as

opposed to Maltese. Adolf, Shane and Simon all indicated a prefdogrMaltese and all of
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them have AutisnTheir respective LSEs who were presented in the interview looked surprised

at their choice and assumed that the students were wrong; howhen-up questions were

done to check if the answeavas confirmedor changedThis strategy was used in various
instanced & OK22aAy3 FNRBY | aSi 2F 2LJiA2yand O2dzZ R
the delay of time of presenting the options could interfere with other taskséch can be
cognitively demandinghus, the last option will usually be the answer.eTtonversation

includes a followp question carried out with Shane to check this.

Researcher  Which lessons do you prefer most, English or Maltese?
Shane Maltese

Researcher Ok so you prefer more Maltese than English. Are you happy durir
Maltese lesson or do you find it difficult?
Do you enjoy it or you find it hard? [repeated question after 10 secor
Shane Enjoy it

Simon also confirms his choice for Maltese as the preferred language for two times and he

answered in a very convinciugice that it is his favourite agown in the nexéxtract

Researcher Simonwhat lessons do you prefer? Engl

or Maltese?
Simon Maltese Shouted hlfway through my
guestion
Researcher Sodoyou prefer more the Maltese activiti
or theEnglish activities?
Simon [4 sec pause] Laiddown on LSE and held
Maltese hand Answered in &

convinced voice.

Later on in the conversation..
LSE Simon, do you prefer Maltese or English’
Simon Maltese

On the other hand, Adolf choséaltese andthe LSE was quite surprised as he usually prefers
Englishso | chose to ask him a paraphrased questloyut his preferenceand he confirmed

that English is his favourjtas in the below conversation.
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Researcher

This is what | would like to discuss with,y Student looking attentively ¢
Adolf. I was with you in English and Malt: my questions with visuals
lessons. What do you prefer most? Enc

or Maltese?

Adolf Maltese Said it ire.convincing tone an
pointing in the air with his
pointer finger
LSE looks at me witlan
unconvinced expression

Researcher  Are you usually happy to be in class during the English lesson?

Adolf Yes, | am happy

Researcher = So, yodeelhappierin Englishithan in Maltese?

Adolf Yes

A student, Nora, who seems &mjoy English much more than Maltese lessons absolutely,

shows the degree to which she loves the subject by emphasising that it is her favourite even if

asked about Maltese.

Researcher What can you tell me about the Malte
lessons? What do you like most?

Nora [3 sec pause] She looked perplexed al
Like English rubbing chin

Researcher So you still like English more and absolt
more than Maltese

Nora Yesh 1 Qa Y& Tl @2dz2NRGS

lan is a student whehows a considerabldislikefor Maltese and this was evident in his

engagement in class when observed during Maltese as opposed to English. Field Notes 1 and

4 give insighinto this, and it is evident that teachestudent relationship and hotte teacher

interacts with the students is related to the engagement levels of the students themselves.

aL

Y Ay GKS OflaaNRB2yY gl AGAYy3

start the lesson. She enters the roamd | go to introduce myself and expl
that | will be observing the classroom watlparticular interest in lan. Sk
SELX FAya (GKS RAFFAOdZ GASEA NBf |sés!
how he is not usually engaged. She warns me that he willdteaqdibarely
answer if the lesson of today does not interest him. She also explains
LI NHAOALI GS&a 2yfeée gKSy KS Aa Sy:
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G¢KS fSaazy A& | NRdzyR KFtFgleée |yR AlG A&
continuously is direct, strict and unfriendly and students in the class rarely

engage with her and speak to her or make conversation. | notice that for the

large part of the lesson, lan is slouching forward on the table and his legs are
continuously movinghowing nervousness or agitation. Furthermore, unless he
needs to writehe placedisK Y R4 Ay L2201 St Pé @WCASEtR b20GS

His engagement behaviour is different in the English leasdrduring observationke is seen
volunteering and lifting his hand and giving the answer to a comprehension task [Field Note 8]
|y Rher is good eye contact with teacher, it happens frequent during the comprehension task

and he feels comfortable to give answers in front of hisppgers OCA St R b2 S {6

The students were further questioned about what strand of literacy they peefewhether
Reading or Writingaccordingly. Responses from the students were varied as lan, Adolf and
Andrew preferred readingvhilst Nora, Shane and Simon preferred writing. The other students
did not give an answer to this question. In all the situatisnglents were given an option
between reading and writing when they had moderate intellectual difficuttiesh asn the

example of Shane below.

Researcher  What do you do in Maltese? Do you like reading or writing?

Shane Writing

Students who had mild intellectual disability were given three options to choose

from, such as the example with lan below.

Researcher 2 KAOK | 4LJSOGa R2 @&2dz LINB-HSYWI pret:
reading, conversatiomy writing?

lan Probably the reading.

Once the students chose the strand they preddr| probed further into what they prefezd

reading or what aspects of writing they ergdyWith regards to those students who prefer

reading lan showed his preferencéor reading a story for enjoyment rather than a
comprehension task. Enjoyment in reading aloud in class was an aspect observed in the
Of FaaNR2Y | a ¢Stfttd LY CASEtR Thegilivias tima b staftt 2 0 &
reading and Nora volunteers to start as it is something she seems to enjoy. All of them are fluent
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NB I RS NE& It vas alsdfintesesting®@o observe that during the student intervidova
referredto this reading experiencand | asked further about @nd she indicated the character
she preferred. This provides insighto her capabilities of understanding the text she is

reading andthe character she mentioned was part of the story.

Researcher | saw you doing on the London city, sc
songs.. Which topic do you prefer?

Nora The street of London.

Researcher Ah ok it is the book that you just did. It wi
very interesting. Did you like a particu

character?
Nora Yes
Researcher Who was it?
Nora | like Jimmy. {GF YYSNBR 2V

lan also expressed his interest in reading and computer games aftel®Eing given several

options to choose fronas is evident in the conversation below.

Researcher Is there a particular topic that you like read
about? Sports, fiction, games, anything tl

you like?
lan | think about games Looks confused and plac
hishands ovehischin whilst
thinking.

Researcher On the computer?

lan [Nods yes]
Yescomputer games

Researcher Is there a lesson that you really enjoyed ar
was good?

lan The lesson | enjoy the most is ICT

With regards to writing preference, Shane identifies writing a story as being his favourite
activity but also points to the LSE to indicate that he receives help from her end to do it. Simon,
in a very convincing mannexxpresses his preferenéer grammar exercises when given an

option between grammar and compositions and writing of stories.,darséhe other hand
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prefers writing in grammar activitiess indicated beloywhere | rephrased her answer in order

to confirm that | understood the answer appropriately.

Researcher ¢ KI 1 Qa 3I22R gNARGAY 3
you prefer when writing? Grammar activiti
when you have to write a stog,a summary
of a bookWhich one do you prefer?
Nora Grammar Thinks for about 3 second
Researcher Ok so you prefer grammar exercises wt
they ask you to da verb, a pronouna
preposition etc?
Nora ~ -------mm-- She signals yes with h
head.

When Adolf was provided with the option of writing versus sticking pictures, betbldatter
by verbalising it and even doing the action for it. On further probing on writing and his
preferenceshe indicated he prefers writing a stphowever he does this with the support of

the LSE in clasas is evident in the exchange hereunder.

Researcher Do you prefer writing or sticking pictur

like today?
Adolf Sticking pictures Did the action of sticking
pictures
Researcher When you da writing task do you prefer i
in a grammar activity or when you write
story?
Adolf When | write a story
Researcher Do you usually talk about the story with |
Y before?
Adolf e [unrecognisable vocalisatic

while pointing at Ms Y]
Researcher Do you write something about it? [followil
my question Ms Y asks whether they ¢
discuss the story]
Adolf Yes he points at Ms Y and says
to indicate his choice
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This was also observed in the classroom during an English lesson whereby students were asked

to do a writing task about themselves and write it in an email format. Field Note 41 reports that

WIR2EF AGFNIa ¢g2NJAy3 2y (GKS gNRGAYy3 (Fal 6K
email and he has to write a sentence about his age. LSE supportsfonmulatingsentence

verbally and then writing it. The writing task is about themsedod®e is guided to write about

KAd FIFOALFE FSIHGdNBaoQ

4.2.2 Challenges of Literacy

Students were invited to share their experiences on the aspects of literacy which they find
hard. lan, together with Nora and Adanave referred to writing a story or essay writing as
the hardest aspect of Literacy. Zay#o does not like Maltese as a languagmfesseshat
reading in Maltese is much harder for her. From their experieitcganspiredthat writing
planning is one of the limitations these students experienceoamedof the key processes
required for written expression. Organising idaad cognitive processing for planning seem

to be the central component being affected in this group of students. This has been made

explicit by Nora and larespectivelywho expressedhe following:

Researcher Is there something which you find very hard in English or in Maltese”
Nora [Stammers on []

| think to think ideas.

Researcher  Which parts are the hardest in Maltese?

lan ¢KS KIFINRSad Aa LINRPOIOf@XPOUKAY"

Researcher ¢ KI G Qa I 3I22R LRAYy(d OSNE 3I22RO
Ordoyou sit down and write the story? Do you plan it?

lan Yesl plan the story

Adam who presents with more moderate difficultjesdicated that his difficulties are mainly
in essay writing. When he was asked ifdwenfl something that is hard in English, he reglie
that it is Writing. A follovup question asked was ifwias during a grammar activity or whether
twad RdzZNAY3I Saadale gNARGAYyId IS NBLIASR o6& YI ]
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Following this answer, | probed further into which aspects were diffaonudt the hereunder
conversation followed whereby he confedthe importance of having pictures to support his

planning and thought formation on the given task.

Researcher When you are writing the compositipndat
is the hardest, writing the composition
thinking of the ideas?
Adam Thinking of the ideas. Chose the last answer age
but confirmed as true by L
Researcher Ok so that seems to be difficult as well.
Researcher Ok maybe we can even ask Mg BVhat do LSE replies that she sho
you do when this happens? him pictures related to th
topic.

Do pictures help you?

Adam Yes

Researcher So pictures help ypand you can think mor
about ideas on the topic.

Adam s

Essay writing requires plannjragnd one of the strategies educators use to support students in
planning involve wiguestions which are asked to elicit descriptive sentences. These questions
usually servehe purpose to generate and brainstorm ideas before writing the sentences.
Being able to understand and answer these questions involve skills on their own which might
be challenging for a number of students with intellectual disability. It was noted onsvariou
occasions during observations that teachers in English and Maltese legsstils supporting

these students through grammatical exercises in order to learn the descriptive nature related

to each wh question. Field Note 22 provides such an example whereby the class finished the
NEFRAY3I 2F | GSEG T NEandthe Wiy-quedichg thatidllawedBveré & 2 ¥
hard for them.

We¢ KSNBE FNE aSyidSyOSa,aade @ichdr pafaphifades\teSeartd ik | Yy 2
order to help their understanding. To check understandimg asks questions.g. what
happened? The teacher starts a senteand the students continue it e.g. She was helped and

now she was going to help . Teacher is probing with further questions, who, why

etc. She asks them to describe a character. Nora explains that even though she was her friend
butshewasstid SAy3a @GSNE YSIy®dQ CASER b20S HH
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INFieldN2GS W | AAYAEFNI 20aSNBFGA2Y 61 & OF NNASR
a Maltese lesson.
We¢ S OKSNJI A& doer thiyiking skils witlzdagnd thé cadstidmNwas What do you

think will happen if he invites you? lan is unable to ansygertiéacher gives him two options
tochoose froml YR KS | yasgSNBQ CASEtR y20iS HO

In the Grade 10 clasthe students mostly have expressive difficulties due to Autism together

with theintellectualdisability and the English teacher tackles-wghestions more explicitly. In

Field Note 28it is reported that the English teacher informs students that

WeKSe gAft 0S5 ¢ 2ahdthe yoRmmreskiould hageiwhoyvhen/aters. Silidents

and supported by LSEs prepare these sheets and the teacher is going round to ensure that
everyone has understood accordingly. The English teacher then explains that the link that has

to be done need tod: Whe used with person; Whensed with time; Wherelzd SR g A G K LI |

In FieldNote 29, Andrew has difficulty placing the word school under the right category. The

LSE used downward scaffolding to support him by starting the sentence and providing a verbal
OdzS W{ OK22f Aa | LIXXX®PQ CdzNI KS NI 2tiNdg Bskitpk S S R
wh- questions and also answering them. This exercise is also importaevelopingzerbal

expression, learning how to ask questions, answer them and also in preparation for the writing
process. In Field note 30, it is documentieat a conversation will be held about what can be

R2YyS RdzZNAYy3 GKS RIF& | yR RnizAllkall Studénts Sere/pridd (i  dza .
with their respective LSENd they took turns in asking and answering When questions

followed by What questions as follows:

Wil & | & g Whelj dz§du @yd t& s€hool? Andrew asks When do you weargsyp

They have pictures to help them ask questions related to them. They continue to practice these
O2yOSNEI GA2ya 6AGK (GKSasS 1jdzSadA 2ahdAndrewksS | OG A
engaged irthe activity, and LSEs ask¥#2 K § RAR @2dz Lizi 2y GKS LI
activity which happened earlier in the day. Andrew mentions tomatoes. She continues with

W2 KSYy | NBE @2dz 32A¢idthe 2 NBRATIDLPIKARY2EQAS RIR 8 88 dz|
Ay GKS Y2NYyAYy3aIKQ IS aleéa oNMHzaK Y& G§SSiKo | S
¢ | brush my teeth in the morning. Adolf aské K| & R2 @&2dz KI @S F2NJ f dzy
same questiog/ KA O1 Sy LIATTI |a KS 2dzaid 0221SR 2yS A
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In one particular exchange, Andrew formuthtihe question and answeed it himself
incorrecty; however considering his enthusiasior the topic, the teacher decided to expand
on his personal interest in order to elicit more descriptive sentences fropakisvidenced

hereunder.

WI yYRNB G | al §wherkds yolj geSswithrhidgy He answers Splash and Fun as he
associates swimming with his favourite local water park. Considering it was one of his major
interests the teacher further probes with another questwhat do you like about Splash

and Fun? Slides, bouncy castle, rides? He answers back, blue slide and bouncy castle. When
teachers see him engaged, she asks more questidvizat do you eat at Splash andh?

Andrew answers Galletti (Water biscuits) without waiting foiloaptto be given.hE teacher
askshims52 @2dz fA1S (2 &6AY &a2YSBGKSNB StasSK | S z
da6AY UKSNBE®Q CASEtR b23S omo

One other aspect which was of particular interest to me involves the support Syrsteisin

the class during Literacy lessons. The majority of the students referred to the LSE as the main
source of supporthowever, they caled her teacher instead. Shane aBdyareferred tothe

teacher and LSE as supporting them together. lan referred to his Miss (LSE) and pointed
towards her when asked who helpisn most in literacy lessons. Simon indicates his teacher

as the person who supports him most and pointMatE who is his LSE. The same reaction

was obtained from Adaywho turned his head sideways to his LSE anmditsacher. Adolf was

asked the same questipand the following conversation happenanfirming the same

answers as his friends.

Researcher Who helps you when you are in class? M
the teacher? Or together?
Adolf The teacher Points to his LSEho is in
front of him
Researcher And Ms Y does shelp you?
Adolf - Extends his hand and mak
a clear reference tbSE.
Researcher Ah because she is the teacher. You are
teacher for him [addressing LSE]
Researcher So Ms'Y helps ytloe most?
Adolf Ehe [yes] He confirms it bpointing at
her again
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Another interesting aspect which emerged friimatwo conversations is the peer support and
cooperative learning that happens in the lessons sometimes. lan replies in the positive when
he is asked if he does activities with his pegmd he also affirms that he enjoys it. Nora also
reports that sometimes peers help her in class. Cooperative learning was also observed in the
classroom and encouraged by the teacher in Field Nqteliéreby they are spelling a word

and choosing the letters required to foarword.

WI Rl Y KI,and Kokathasia tzivdfter him. During their turn and spelling of wibiels

teacher is praising their effort and encouraging them when they are unable to recall the next

f SGGSN) A42dzyRd ¢Sl OKSNJ Ffa2 Fala LISSNR (G2 KSf
[Field note 15]

Another teacher, the Maltese one, in another lessalso gives Nora and Adam the
opportunity to work in small groups of two eaelnd as reported in Field Note, 1®'! y 2 (i K S NJ
word is givenand students indicate that it challenging atmé teacher encourages peer

adzLILI2 NI NI G KSNJ dKFyYy aANAedi® NI Ay3a GKSY KAYaSt Fa

Another aspect that was explored with students invbvesitive aspects of literacy learnjng
and their responses can be categorised into lessons that they enjoy, topics and themes of
interest as well as what they wish more in literacy lessons, all of which will be analysed further

in the coming section.
4.2.3Positive aspects of Literacy Learning

Students were questioned on which aspects of literacy they ethjdyis notion was explored
because positive emotions and fun aspects in learning are bound to positively influence our
psychological welbeing and when students are in the classroom, an interactioours
between educators and students. The positive interaction created has an impact on the
engagement of students in the class and thus affects learning. In determining what students
like it is possible for educators to notice when a learnengaged by observing them being
active throughout the learning experience, eatgeparticipate willing to expend effort and
motivated throughout the tasks. Questions related to aspects of Literacy Learning also aim at
listening to what else these students want during their literacy lessons. lan identified word
searches, games and videos as the aspects that make a lesson engaging. Wordsearches were
also identified by Zaya as something she particularly enjoys. She also mentioned reading and

videos onYouTbe as an interesting part of a lesson. Simon furthermore mentions the use of
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videos as something he particularly enjoys. He identifies a favourite activity he did in Maltese

where a Maltese song was used during a less®nan be seen in the conversation hereunder

Researcher What topic did you like most in the Maltes
You did poes) videos, songs?

Simon Songs Holding my hand an
[shouting] looking in my eyes

Researcher Do you like songs in Malte&mon?

Simon Yes

Researcher = And do you singith them Simon?

Simon Yes

LSE 2§ RAR Malt&ydom) ol

Simon Xemx

Andrew has expressed his interest in relation to activities that he prefers. When asked whether
he likes videos when dw activities, he replies that he likes games. On the other hand, Adolf
refers to acting as something he enjoys in the classroom. The interview was held after a
Maltese lesson whereby they were practising a poem through aatidgstudents, especially

Adolf were very much engaged in the lessona@ted in the Field note hereunder.

WeKS (S OKSNI Ay (i NP RIEGRE Elitrfly 438 iS ekplaiing tiiaghiey WIL f

read it and then act it out. The teacher gives a role each and Adolf has the part where he has

to catch the butterfly. They are acting action wordssuth®d @8 Q WOl G OKQ SGO I yF
Al FYR a1l GSFOKSNJI G2 R2 AG FIFLAY®PQ OCASER b

Roleplaying is the technigue used in this actiatyd taking on the role of a particular setting
AYLINROSR GKS aiddzRSyidQa 1y2efSR3IS 2F (KS L%
appropriate because it required them to understand certain action words which were complex

for them. It served as an activeataing activityand students were able to communicate

between them.

The samdun element was noted with lan during one of his English lessons when the teacher
informed them that she will be doing a song today and told them about the story of her brother
who passed away in a motorcycle accident. The topic under discussion was roacaadfety

they were discussing safety aspects when they ride bicycles in the street. It was a topic that
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intrigued them all because all of the classdilkding bicyclesand lantogether with the other

students was engaged when a song was used as part of the English lesson.

WL, llikg other studentsis listening closely as the story interests him. He ishigthead
upwards looking and making eye contact with the teacher. The song on a sheet that lan has in
front of him has missing slotenda word bank is evident on the sheet. The song is Jeans on
David DundasJeans OrnYouTubel SE asks him if he undamtseverythingand he ignores

her and waits eagerly for the song to start. He finishes all the execoigectly and
AYVRSLISYRSyiGfeodQ wCASER b2GS mHubB

Games were identified as another instance when students get engatped@sson and enjoy
it. This was evident in the Grade 11 class when the Maltese teacher walked in with buzzers in
the classand the students gathered that the lessoaul be inthe form of a gameas can be

seen in Field Notes 17 and 18 below

We¢KS aSO2yR al f iSaSand Sudentg gfe wailing for2the deSchez
arrive. They are already all excitadd they discuss the games that he might prepare
them. The teacher arrives carrying a box of buzzarsl their eye lit up. He explains tr
G2RIFI&Qa fSaazy oAttt o0dAfR dz2LJ 2y (KS 2
2F $2NRAQP WCASEtR b2iS mMTB8X0DOD

We¢ KS (S OKSNJ Fahdhs iforibtkeh Yhatlan explahaltichftid object
isgoingtobegiveh YR (G KS& KI @S G2 3dzSaa GKS Al
(mountain) but they cannot guess, @ 2 G S+ OKSNJ dzaSa 3Saida
[FieldNote 18]

During this activity, the buzzer game kept them engaged they still considered it as a fun
activity even though the task was a bit challenging to them. Gamification, a strategy used to
support engagementvas very effective in this classroom. Learning was more enjoyable and
the activity itself challenged the studenitstroduced an element of healthy competition and
encouraged teamwork, resulting in enhanced emotional engagement and attendance to the
lesson.

We¢KS GSHOKSN) 3IA@Sa GKSY o2dzi GKNBS GNRI T A
they have to group in twos as now the game will be done in small groups. Students are allowed
to move around and choose their parmdile asks them to read words in Maltemsd then

these need to be spelith flashcards. The teacher asks Adam two short questiongver

he gets no answer from him. The teacher then changes his questions to yes/ng,anslwer
Adam responds. Questions are also addressed tq &latashe answers all his questiong.

How is the mountain? In the last turn, Nora loses the game together with her partner. She was

sad to loseandthe teacher together with LSEexplairedthat everyone is goqd at something
FYR aKS gAff GNB KINGRRI6F2NI 0KS ySEUO NRdzyR®Q
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https://www.youtube.com/watch?v=UWdcZqG02Ls

This activity has provided the students with the opportunity to develop further skills related to

verbal expression, delegating with peers as well as compromising and tackling defeat.

This group of students identified various interests and topics they prefer to read about. It was
observed that educators tend to improvise extension activities when they realise that these
students are interested in a particular topic. lan is interesteenwthe topic of discussion is
computer games. Noran the other hangenjoyed book readinghe street of Londomhilst

Zaya remembered the lesson they did on Carnival floats. Adam identified sport as his interest
whilst Adolf identified hobbies and ridirthe bike as their preferred topic of interest. The
information provided in the student interview relat® their engagement towards particular

topics. For instance, in Year 9 class, lan was observed to be very engaged when Road safety
was discusseds all students, as previously mentioned, ride bicycles. Field Note 7 indicates

this

We¢SFOKSNI AYGNRRdAzOSa (KS fSadaazy yR AyF2N¥a
FYR y26 AGQa GAYS (2 R2 O2YLINBKSyaizy 27F WYw
AYGiSNBad GKSY |a Ittt 2F (GKS &adGddzRSyida NARRS o6A
On various occasions, such as A\l 6 and 10 lan is observed ignoring the fact that the LSE

is talking to him and this seems to be a common occurrence in the class. However, when the
LSE mentioned that she knows how to ride a bike and shared his interest, his reaction was

completely differat, as itisshown in FieldNote 11

WLEY A& FAYyFIEtA&GAYy3 SESNOA&S 2F Nz S& FyR [ {9
lan immediately turns to her and jokingly tells her that he wants to see a photo of her on the
OA1 SPQ WCAStRYy20S mMm6

There are various other instances when the teacher expands on the interest of the students.

One such observation is the following that happened with Adolf during the English lesson.

We¢SEFOKSNI FYR [{9 lFal ljdzSadArzya G2 ! R2ftFod ¢S
I YSAKQ |I'S NBLI ASE AY,WIiRKSYIRLA YRz {LKS & toad |
replies in the afternoon. The teacher notices how engaged he is and how fast he answers the
guestion and continsasking questions even if they are not in the pictures. The LSE asks him a
guestionaboutthe pizza making that happened earlendhe answers by saying the steps he

used to decorate the pizza. | was closebg he wanedto show me photos of how he did it.

He explains that firshemadeR 2 dzZ3 K> Odzi OKA Ol Sy | yWwte8%XSy RAR
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In a Maltese lesson that followethe teacher showed them ant®ok on theinteractive
whiteboard and it was about two youngsters, Claire and, wloawere describing what they

like doing. They are given the option of writaigputtheir hobby or what they like.

W{KFYyS 6NRUGSa ,d0d ke iskddedt@ writ® & and spélllit in V&tese. Another
a02NER A& NBIFR WHKWRSR KW/yiSH o ajrz l4Y¢athe@lisajjar pizza
makY l YI ®Q 6 [ dzOlandthé\i§ c®akingGaizza wityi Bis mum) He reads jtanell
LSE asks him to explain the ingredients he usethke his pizza. Shane mentions green
peppers. The other students got interestmad the teacher extended the writing activity to
writing ingredients on the board. Andreanmed tomatoesand he @t up from his seat and
woteA G 2y G KSNdeB#{NRPQ wCASER

In Grade 11, as part of the London theme, students were doing on Madame Tussaud and this
interested students a lot.

WIRFY A& OSNEB YdzOK Ayda2 AG | a FNiherecodhiSes LIA O d:
Prince, Queen, Donald Trump and Beyonce. Nora suggests that sh&¢kings I & (1 KS NS Q
teacher realises how engaged they are when this topic is being diseugksete finds more

VIPs on the interngdnd Nora enjoys naming them. Then it was time to start reading and Nora
volunteers to start as it is something she seems to enjoy. All of them are fluent readers in class.
The text was about Madame Tussawhd teachers agklthem with whom they waed to

take a photo if theyvent there. Noa chooses singers Y R | RIF'Y OK22aSa F22(
[FieldNote 21].

Considering that student engagement is related to academic sytttess students are more
likelyto retain valuable knowledge if they feel that curricular experiences are entertaining,
meaningful and interesting to them. The fact that this skilled teacher generated curiosity and

interest shows that these students are learning.

During some of the student interviewssked them if thervas something they waatimore
of during their literacy lessons. lan and Shane named reading and writing grammatical
exercisesrespectively. Nora and Adam both mentioned that they would like to talk more. This

is evidenced in the conversation with Nora hereunder

Researcher Is there something you want to do more o
the lessons?

Nora | talk more Expressed herself usirger
hands in a determined
manner.

Researcher Do you want to talk morer you already tall

enough?
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Nora | talk more

Researcher Ok you want to talk more during the lessc
But are you going to talk about the lesson

Nora Yessss

LY b2N} | YR | deitan @spect©whicl enddiraye talkimgre noticed during

the observationsand it is likely that the reason for their answers is due to the fact that they

FNE Ayg@d2f SR OSNbIffte Ay GKS Ofl aadonbieSA NI @2
occasionfelt comfortable enoughand in fact'8he suggests to the teacher to change the rule

2F GKS 3AFYS FYyR (GAYS K2g¢ YdzOK (KSe& {mhel S NI 0
environment in this class is also one that allows students to voice their opinion freely, In fact
When Donald Trump was named, one student comedeéntK G KS A& NI OAad |
[FieldNote 21]

Yet another positive observation in Grade 11 involved the students waiting eagerly for the

English lesson to start.

Wi ff ASSY (2 totBelessdr? $tudghd haliefiddadnNdRsit where and next

to where they want. The teacher comesaind starts chatting informally with them on their

Easter holidays. She is eliciting phrases from,taggml| watched movies, read English books

etc. Nora and Adam feelateabey R G KS@& dzi i SNBR aSyidSyoSa | o62d
Note 19]

This example indicas¢hat the teacher is creating an engaging classroom for the students and
showing them that she cares about them. She maintains a positive social atmosphere in the
class and thisbeneficial as engagement of a student is influenced by the context and situation

in the classroom.

4.3 Analysis of LSESs Interviews

Interviews with five LSEs supporting students in Grade 10 were carried out following some
lessons that | have observed. The observatiooksplace in Mayand in Jungthese students

were to sit for their examinations. The atmosphere and behaviour of these students changed

during the preparation for the examand the examination &as an aspect that the LSEs
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requested to discuss further as they were concerned about it. The LSEs lsyagigudiaining

that the Grade 10 class was not the typical CCP, blatssstead the majority of students all

had Autism besides having an Intellectual Disability. Usually, students in the CCP have other
aspectssuch as learning difficulties, social and emotional challenges etc. The conversations
during these interviews were related to two main arehe curriculunand exams. Regarding

the curriculum covered ithe CCP classatiussion led to codes related to the aspect of the
general curriculum, the aspect of Compulsory exams as well as functional andhahkdis.

When discussing examinatiorarious aspects were nameghd these include the structure

and feature of exam papers, cognitive level of exam tasks, exam concessions and LSE support
provided throughout the examinations. The information generated from this data set
supported the observations experienced in the class during literacy lessons as well as
disergagement ssues observed in some lessons. The first aspect to be discussed is the

curricular aspect.
4 .3.1Curriculum Covered

LSEsn generaldiscussed aspects related to the curriculum covered and how this related to
FdzyQliAz2ylf ailAffta yR SEFYaod ! yRNBsQa [{9 SE

academic in nature. She further states that

d do believe that students in the CCP class this year need mdrelselills rather than

academic skills. | know they are coming to school for the acagdbowsver they still need

0KSAaS FdzyQUuAz2zylt &1Aff ax.eHée of R ks fostsloS T dzy
independent or social skil®! Y RNB s Qa [ { 98

| R2f FQa sdé {h&t evBniifisOndetimes they focus on handsactivities and more

practical tasks but then in the exanisey still have to do the same as other students. Even

though not related to literacy, ICT is a subject mentioned by phagyR { Kl ySQa [ { 9
GKS NBIfAGE 27F (KS3& Sthey bateRSAO @xamsdike 2heirtpbidsd Ay [/ /
these are in higher tracks. It is too hard for them. Content is hard to grasp becaukertbey

understandhe underlying concepts

With regards tahe O dzZNNJ& Odzf dzY O2 @SNBR Ay NBtlFdA2y G2 S
that the syllabus is there and it has to be implemented by the teachers. She further explains
that exams are based on the syllalaesthe teacher cannot possibly decide to do other things

and the syllabus has to be covered. LSEs were asked whether there is a possibility that students
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are exempted fromtheexamp Y R | R2f FQa [{9 YSydA2ySR GKI G
KIS G2 aAradG F2NJ Ftt 2F GKS SEIl Ya ttke jokK&e SELX |

diabetic and still giving me sugar

They also discuss the aspect of the exam results indicating that a percentage is based on the

work done during the year and another percentage involves the annual mark of the exam.
4.3.2Literacy Examinations

The aspects which were discussed at length involves the examinations that the students will
0SS AAGGAY3 F2NI AYy FS6 6SS14Q AafSddsigeBtoY Ay | G
provide information on what the student has learnt and what he or she is able to do. The LSEs
interviewed all felt that the assessments are limiting the equitable participation of these
students with intellectual disability. All LSEs aatliers have shown that the assessments
taken are going to reinforce what the students maindo and the process of showing what

they know is not being fairly provided. The concept of fairness in these interviews raghlight
the fact that these students are treated like everyone else (those in CCP who do not have an
intellectual disability) rather than according to their needSEs perceive assessnsens
barriers that are preventing them from achieving their best. The aspects of these assessments
were categorised into various themaacluding structure and features of exam papers,
cognitive ével of tasks, oral examinations, during exam concessions as well as LSE support

provision during exams.

The #ructure and feature 2 ¥ SEIF YAYF GA 2y LI LISNB &K2dzZ R Tl
knowledge and skills they would have obtained during the scholastic year while mitigating any
impact of the impairment or challenge caused by the intellectual disability. All the LSEs
reported that the examination papersn one way or anotheifail to address the students'

need RdzS (G2 fAYAGFGAR2YyA Ay GKS &a0NH2OGd2NBE | yR

that one contributing factor is the number of pages in xane paper and said

GThere are usually a lot of pages. When my studenttese@sges in an exanme panics and
freaks out. He is used to doing forty minutes as maximum in the,lassbhe would have
around 1 or 2 pagesoélp! YRNBgQa [ {96

C dzNIi K S NJ 2 NB iR hef ilteyvRwddéussed{th®s same aspect and discussed that she

would see the student turning pages and giving up when he counts the number of pages in the
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exam paper. She further adds that whestudent withan intellectual disability looks at a
greater volumeofwork i A& O2YY2y (KIFG KS 3IAOSévedzJd ! yR

lot of writing tasks in one page affects him or a lot of exercises in oné page

It is evidenced through these interviews that the reading load required in the literacy exam
papers is creating use of processing skills, word recognition and background knowledge in
making meaning from texand this easily tires out the students with intellectual disability.

Keeping the sheet clutter free is key as lots of text as well as busy sheets create distractions.

On another note, the colour of the paper for this cohort of studenesdot seem to affect

them muchhowever { A Y2y Qa [{9 |adaaSNlia GKFEG GKS AyOf d
fundamental as they are visual. Visual features may include pictures, tables, charts, illustrations

etc, and their usefulness is highlighted in various aspects of the learning style and assessment
process. The LSEs interviewed were mostly supporting students who have Autism besides
intellectual disability thus, the use of \guals to support text and comprehension is
uncontested. The font used was also another aspect which was mentioned, both in terms of
point size and print text. These have a direct effedhenegibility of reading a particular text.

Il R2EFQa [{9 YR {AY2yQa [{9 RAaOdzaaSR OKIFG
Olyy2i0 62N] ¢6A0GK avylrtft F2yda fSaa GK

anxiety that small font in sheet can create for these students

d had an experience with a student and when he saw the white paper with a lot of small print

he got very angry and had a tantrum, got frustrated and was going to cut the paper with
scissors. Before the exam LINB LI NB | &a20AFf ad2NB F2N) 0KS
strategiesfor how to calm down, take deep breath so they will calm down and reduce the
anxiet¢w{ A Y2y Qa [ {96

They also mentioned that the font type affects a &wtd Comic Sans was identified together
gAUK GKS C2yiG dzAaSR Ay ¢gAylf NBaz2da2NOSa Fa 0°

LSE also discuss that

af it is stapledit is not good for them as they need to see the paper with text next to each
other SALISOA L f f &8 RdzZNAYy3I GKS 02 Y LINB KISK/SieA 2R/2 Yl dad] &L
not occur to him to turn the page and find the angwer

Another 8 LJISOG YSyYy G A2y SR Go@prehdasiofissathihe safn®padaad ( K I

that hinders them a lot. If it is done on a separate sheet, it will help them more so they could

keep it next to them and be able to find the anstvers! & LISNJ GKS [{9a& Ay
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comprehension tasks are critical in the way these are presented as they can affect various skills
including, answering questions about the comprehension text as well as think about the
guestion and remember it whilst they seek for the answers within tktaftthe questions are

of recall in nature.

One aspect mentioned during the interviewasthe space available on the exam paper to

write the answer required. Simo& ¢ INd@s bsefv@d to be quite large in siaad it is

recorded in Fieltfote 36 6 KSNB { A Y2y Q& |hdr SudéhBnkiteslinilaygs printl K I
and does not have enough space to write on the exam paper éisuaflyk S F dzNJi K SNJ | |
extra sheets of paper are given for writing of compositions or essay writing only when

guestioned further in the interview.

Yet another notion which stands dathe Cognitive demand required to do tasks provided in

the exams. The cognitive demand refers to the degree of effort required by the students to
complete a task. Questioning techniques used in exam papers are often related to the level of
cognitive demandThis involves giving the student a reasonable chance to express and show
what they have learnt. Multiple choice questions geared at low cognitive demand can allow
SRdzOF G 2NR G2 o0SGUSNI (S2YiQd KS{ @ ( nibes ¥ididalr § W12 b f
openended questions and questions that have why or they have to give a reason, these are
examples which will be very hard { KS F dzNJi, KnShikd opirtoiR theselkidsaf

guestions and answer should be eliminated from the exam papers and it is adapted further.

She suggests tasks such as underlining the correct aasd@provision of a word banland

when a questiorand-answer format is given, the answer will be given from a choice of visuals.

Yl &8l Qa [aflds thak amiching3unD ongord answers and filh-the-blanks are more
LINEFSNNBR o0& (KSasS ailddzRSydaed ! yRNBsQa [{9 |
understanding and how this is reflected in the teaching and learning activities during the class

lessons and what happens in exams.

OAs a skill, it is useless for the student to be able to read and then cannot understand what he

is reading. Especially when he reads a page, you ask him questimsis unable to answer

you. Adaptations during lessons, as you could see in the obsenatohslpful especially

when there are pictures to match with. However, in the ettasdoes not featuré  ©! Y RNBE 6 Q &
LSE]
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ltis evident frontheA Y G SNIDAS S gAGK ' R2fFQa [{9 GKFG | OG7
when students have not pras#id a skill and require to do ittine exam it requires increased
YSyiGlt STF2NI e Ly dukng the SdidlasticNBabey doknbt weitd at R (1 K |

length so they feel it difficult when they have to do it in @xam

The Oral assessments were also a facet that concerned teachers and LSEs alike. Amongst these
concerns are challenges that students with intellectual disabifign encounter such as
difficulties with processing and understanding new information, receptive and expressive skills
as well as social skills. Cognitive skills such as working nmerdencabulary may impact the

oral narrative abilities of these students. In Field Notdlg/teacher is

dexplaining about theral languageexam for the CCP class and deswgithat it will consist

of doing an informal conversation, role play and picture interpretation and she is expressing her
worry that this is too hard for the class in general as they all have verbal challeedescfier

looks discouraged and expresses her frustration with the LSEs and students that she feels
powerless in front of this situati®fField Note 37]

I R2f F Qa sef thiabherRthd@rdidziostly nonverpahd he will not be able to show what
KS 1y26a Ay GKS 2N}t SEFYAYIGA2Yyd | yRNBSQaE |
limitations and in picture interpretation partfie would be able to answer as there will be

visuals but

¢the attention also affects it because the student might not be attentive to what is being asked.
For example, if he is not paying attention, he will retell the story of Jack &ehtistalk, and
Goldilocks because he knows these vergdnelly RNBE g Qa [ { 96

She further discusses that it will be challenging to have a conversation with him as he tends to
repeat a lotof g KI & G KS O2YYdzyAOF A2y LI NIYSNI Aa al

because

af the examiner is not knowledgeable and patient, he would not understand why he is repeating
and why he is not being understood. During the extmssis different because if you tell him

to say good morning, he will repeat the phrase. He also has limstatioieas. He is okay when

there is a choigenowever in the exam, they need to voice their ideas. He has difficulties
expressindiimself so he will find it difficult Y R A ¥ KS R ®atyisréasoh ghd ¢ S NJ
y2i 0SOldzaS #eméR2Say Qi (y29

Equal access to the examinations is usually achieved through accommodations provided to
students during the exams. These adjustments allow the students with intellectual disability to

be able to demonstrate their skills and knowledge without the neednmerlthe performance
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criteria. These accommodations are used both in the cycle of teaching and learning as well at
the assessment level. During interviews with LSEs on the matter, it was highlighted that whilst
certain accommodations are still required in the teaching and learning prboess/er these

FNB y2i LISN¥YA&AAOS RdzNA y3I ekttt uSublly Mghlightitgh 2 v & @
important information in a text is an accommodation used in the class during teaching and
learning howeverdin the exam, this cannbie given to the students. It is a strategy that they

find very helpful because it leads them to answers and the keywords in ¢heétext

Paraphrasing a question is also another technique which is usually used during literacy lessons
Fa AQ dzadzl £ @& &adzill2 NI & dzy R $idlkolld néétilsoffiBohe tb R2 f T ¢
explain, read and elaborate, paraphrasing, using varied voices in reading and stressing certain
words. These strategies cannot be used in the éxans { K ScorfedsishenSshd feddad

about not being able to support her student during the examinations. This is in light of the fact

that LSEs do not usually support theivn student but are assigned to different student
YY26Ay3 | &l dzRShysa@impacd dukingkexaniirdtidiisinstance Shane is

described as taking a long time to warm up to a new pessone will likely feel shy to request

KStf LI RdzZNAYy 3 GKS SEI Yedthét hev<tugetsomietings bakaNiLiriKgS NJ R A
the examand when confusede might even work incorrectly in an exam even when there is

a word bank as

ohe starts putting the first answer in the first question without finding the right place and
continues to do so till the end of the task. It is like during that moikeéht R2 Say Qi KI @
capacity to thinkandreaséb{ A Y2y Qa [ { 986

{KS Fdz2NHKSNJ I RR&a GKIFG AdG A& AYLRNIISdn F2 NJ |
R2SayQi (y29 6KIG KS KFra G2 R2 ¢gKSYy GKSNB Aa

has to start a new lin@therwise he keeps on writing word onwatdh { A Y2y Qa [ { 96

BlelQa [{9 fta2 RA&aOdzaaSR (KI ( areade danke§uedt I OO2 Y
as provided to all of the other students. This was the readinggoehit was provided during

the teaching and learning in order to practice with it. This pen was being used by Zaya in all
subjects except in Maltese due to the language not being available on the reader pen. She also
mentions the shortcomings of this todf this is not moved appropriately on the text, words

are not read clearly. It also reads it punctuation and makes it very difficult for
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understanding YR FdzZNIKSN) FRRa GKFG GKS LINRPOSaa

comprehension or poem need to be read and understood.

The next set of interviews to be analysed arelead of Schoadf the Secondary and the
Head of Department Inclusipwhich collectivelys referred to as the Senior Management
Team (SMT)

4.4 Analysis oSMT Interviews

Various pertinent issues and beliefs were discussed with both the Head of SclibelHead

of Department InclusionThe dscussion revolved around the literacy experienufethese
students in the CCP class, the school procedures relating to examinatrahshe
accountability of educators in relation to ensuring that teaching and leaaingrgppropriate

for the cognitive level of these studengsnongst others. In the initial stages of the research,

the intention was to have participants who presshwith severe intellectual disability.
However as stated previously, these students had already moved to a Resource tGentre
receive their educational entitlementhis notion was discussed further with the Senior
Management Team in order to understand more the processes, situated beliefs and practices
within this Secondary School and how these impact such decisions. Codes generated in these
converséions can be grouped under various categories. The CCP class profile of Grade 10 was
discussedand this aspect was further elaborated on what the LSEs had discussed in their
interviews. The concept of Mainstream education entittementavis Resource Centre
schooling was also dealt with in depth. Literacy learning was another important notion tha
was discussed profusefgcusing on aspects of lesson adaptations by L&Hs)e of teachers

in CCP classes as well as Curriculum covered in CCP. Qgitideexams erea topic amply
mentioned and discussed in classrooms, especially in Gratielddlded to tackle it as well

during the interviews with the SMT.
4.4.1The CCP Grade 10 class

According to the Head of School, the Grade 10 CCP class has an unusual setup as all students
in this class are all at a level below the GG teachers are aware of this. She further states

i K ITlie CE&P curriculum is already a low level when compared with the rest [of thebtracks]

then the Learning Support Educator needs to lower the level further. It does not happen often

howeverin the year 10 class of this yeine students were below the level of the CCRo1 h { 6
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{KS FdzNIKSNJ SELX F Aya (KL studénks Svho/have befiafidugald  dza d
challenges and they might have academic difficulties not because they are not intellectually

capable but sometimes problems such as ADHD hinder their focus and stady skillsh { 6 ®
4.4 2L iteracy Learning

In relation to literacy learningarious aspects were conferred and this provided strong insight
intod KS (S OKSNDa NRtS Ay GSIFIOKAy3a //t Ofl aas:
Another facet discussed in relation to literacy learning involves adaptations done by LSEs as

part of their role in supporting these students with intellectual diggbi

TheHead of Schoatas asked regardirtge willingness of these teachers to teach CCP classes.

She was specifically questioned about whether she finds any resistance from teachers to teach
literacy to students with intellectual disability. She replied in the affirmative and explained that
shedoesli Fff2¢g GKAA (1AYR 2F NBaAiradlyoOoS FNRBY (S
the teachers and ensure that one year or anoth#rof them will have a turn in teaching these

students and this alsaeuresa cohort of teachers who are practised in teaching students with

intellectual disability. She further states that

dThere are teachers who particularly ask not to be given these classeser| was always
fair and told them that one year or another they will teach in such a class. It is unfair that the
same teachers teach the best kKids w| h { 6 ®

The Head of School further recounts that teachers willing to teach CCP classes are in the

minority and often shift responsibility to the LSEs in such cases.

d had teachers during the IEP discussing that they are willing to support the students who have
intellectual disabilitybut these could be counted on one hand. Most of them say that they
belong to the LSE and even refuse to attend the IEP. This is not accepted fropanuyieisd
asintoallowthi®é wl h{ 6 ®

On this aspect of shifting of responsibjlitye HOD Inclusigrwho has been supporting the

school for a number of yeai§ A 3 K f A 3 Ktih& éhdali &udénts are to be supported by
teacherso dzii AT (GKSe& R2y QU R2 |[RIFILINFGAZ2ya GKSYaSt
themé |l h5 Ly O8

When questioned about the possible reasons for, #he explained that it could be because

they are not knowledgeable enough dzii codid also be because they do not want to prepare
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adaptations and different material as teaching the CCP class involves more material than

teaching track 8 w!l h{ 8

In conjunction with this information, the HOD Inc was asked whether the teacherttke

students before starting to prepare materi@lonsidering they usually had reaaade

booklets on which they do their literacy work. She responded that it is highly dependent on

the teacher Some teachers try their very best to support students in the CCP class, but others
Ff&d2 dzaAS F 2yS &aAl S FAada Iff | yR Iwedttoseel OF NF
a lesson during exam timesd the teacher was dug a past exam paper. It is useless that you

mean well, as the exam paper was still Bardw! h5 Ly O8

In relation to adaptations carried out by L3l conversation was solely tackled with the HOD

Inc as this fall directly within her remit when supporting students and the educators in the
process. Initiallyshe was questioned on her opinion on the LSE adaptations in CCP classrooms
FYR (GKS 02y @S NJtis gon@ty degeddoiNthieSkaradiek of tkeEL&Eol h5 Ly O8
She expanded on this notion by explaining that some LSEs work wonders with certain students

and then some LSEs actually hindeB 8hS & (0 dzRSy a4 Q RSOSt 2LIVYSYy i«
observations in classroomis K S | h 5 L y éverdthiolgliteRe angé §obdi SEs however

L R2y QilangadaptStNdB3p Y KS Ff 42 RSOSt 2L GKS | NBdzY S
Qit is very draggipg for LSEsmakeaidqptvatior,ls. I am not,sgying thaAt it is, easy to doA because ]
2 R2 AUX €2dz YSSR U2 [hd@his hastd e sentSrbnO tedelie@ Y I 0
involved. In reality, | rarely see adaptations in clasdes wl h5 LYy O8

aSFcFYgKAfSY TFdNIKSNI Ay GKS 02y oSunégnts alahaw > G KS
RATFSNBYG tS@Staod ¢KS y2N¥ Aa G2 F2ftt28 (KS
LSEs and they do outstanding work however no adapt®ibns ¢ KA & Aa 20aSNWUSR
in the classespecially in Grade 10. Whilst | was doing observations, LSEs always used the
resources provided by the teachemnd there was never an instance when the LSEs had
adapted work prepared for the students. In fact, in Aieiek 33 L 2 6 & S N@h&fudentk | &
asks the LSEs what lesson they will have today libtoreacher arrives but no one is aware

of what will be covered during the lessoh ¢ Kdza > GKA&a A& | O2y FANI
unaware of the lesson being covered next and tadaptations are definitely not carried out.

The HOD Inc confirms this by recounting that LSEs follow the teanbdhey get to know

what is going to happen in the class during that tiamel even if the teacher is going to use a
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song, they will hear it with the students for the very first time. The HOD Inc admits that she

was an LSE hersedind she understands them as they were not always provided with work
prepared by the teacher to adapt beforehand and thug acceptable that improvisation
KFEWISya +Fad GKFEG LRAyded ¢KS I hs5 LyO +faz2z FF
insiston having LSEs doiadaptationsand the reason brought forward is the examinations.

She finds it useless to have adaptations throughout teaching and learning when adapted
papers are not permitted in the exams. She insists that the departmental exigencies are to
have LSHEwaking adaptations as part of their jdtut on the other handdif they do exams on

what the teacher is supposed to be teachinig useless doing adaptatigns | 2 ¢ & @S NJ

end, she confirms that as an LSE it is easier to follow what the teacher is doing anthikeen

instant adaptations.

With regards to the curriculum covered in the CCP clalssttsthe Head of Schoand HOD
Inclusion discussed that a functional aspect of literacy is not usually taught in CCP classes. The
HOD Inclusion explains that she feels that it is 200% relevant to tackle literacy in a functional

aspect

0As this will prepare them for their life. They need these expetiboees/erteachers keep
in mind the examinations. They have to finish the syllabtisey have to do it that way. Hands
on require more time and more preparatiand it yields better resultsoweverin my opinion
the chalkandtalk method is fastér @l h5 Ly O8

The Head of School further supports this when she explains that a functional @fsimect

OdzNNA Odzf dzy A& y20G R2YyS Ay [/t 0 dniethatyortheNRA y OS Q
following scholastic yediteracy lessons were reducddy R Ay aidSIFR t NAyOSQa
increased in order to increase the functional curriculum. In relation to relevant content that is

learnt inthe subject the Head of School declares that certain topics might be useless for
students with intellectual disabilityy R G KS t NAyOSQa GNHMzad A& | o

they do hands on activities rather than sitting down all day doing academic subjects.
4.4, 3Exams

The concept of exams was confrontgoth the Head of School attie Head of Department

Inclusion. Both members of the Senior Management Team were plattesidontext of the

SRdzOF 12NBQ O2yOSNya 2y Sandthelegsoniok thiswaFspughe !l G & |
They both confirmed that the exams for CCP are compulsory in that particular secondary
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schoo) and students cannot be exempted from thantluding literacy examinations. As the
main justification, the Head of School mentioned the school leaving certificate as the ultimate

goal

df these students are not supported to sit for exams, there is a big problem which is the school
leaving certificate as this does not cater for their needs. Basically, if they do not sit for the exam,
their certificate will be practically empty wl h { 8

She further elaborates that it feels like a disservice if these students are not allowed to do their
exams. This is especialybecause the school leaving certificate will not show the subjects

that the student would have studied throughout the secondary years. The HOD Inclusion
agrees with theHead of Schodl Y R & ( | liaBvays helieved thadiin this way (students

sitting for exams) we stretched the students to their maxignumw | h, &nd in ¥feDdpinion

this is how the school is trying to get the best out of students. The HOD Inclusion also highlights
that in this particular schoghe management always emphasised thatreg wuld be done.

She further confirms in the affirmative the fact that n@rbal students have to sit for orals

and students who are unable to write leeto sit for written exams. | further remarked that

this is imposed on students even if the school is setting them up for fahudethis was

O2y FANNXNSR (KIFG SEFYa IINB R2yS tA1S Lliithe §KS 2
primary, we used to have adapted assessments prepared by the teacher é&nd LSER & K S
further states that irthe seco/ R I NB if tanSegal paper i not issued by the Departpient

cannot be considered as an official exam garko! h5 Ly O6® 2 A{iK NX3Il NRa
exam paper they both confirm that the exam paper is issued by the Department of
Examinations and the school receives the exam paper on the same day of the exam without

any soft copy version that could possitdyadapted.

After the HOD Inc declares that having them sit for an exam is a good practice as students
develop their potential to the limit, she voices her frustration about these exams

GTrhey [Department of Exams] know it is hard for tieemizii G K 6 Qa ¢KIF G0 GKSe@
There is something going wrong. Exam papers are done at the Department of Examinations. Do

they know that these papers are done for students in the CCP? Do they know about students
with autism when designing the papér ®|l h5 Ly O6

Finally, the exams are still being considerech aseans to an end as the HOD Inclusion

discused (0 Kwillistill@et us to the exams. Students with intellectual disability might gain

skills but still adaptations are not donand handson experiences are notgivelds { KS F dzNIi ¢
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concludesby saying that the mainstream is not catering for their needs and is justified as

adaptations take timand effort,andso doedlifferentiation

The Head of School foresees a possible alternative to examinatiohi is anticipated that
the learning outcomes framework will start being implemented in Grade 10 and higher and a
different formatfor issuing a school leaving certificatél beimplemented. According to the
Head of Schoplif there is a system whereby teach@an write comments on what the
students have learnt and there is a learning outcomes system with ticking, this will not create

the need for students with intellectual disabilitysit for exams.
4.4.4Mainstream Education and Resource Centre schooling.

A major part of the discussion witiie Senior Management Team revolved around whether

the Secondary Mainstream school is #@ygpropriate educational place for students with
intellectual disability. This also stemmed from the fact that students with severe intellectual
disability, originally planned to be participants in this resedneld already moved to a
Resource Centre before Grade 9. Discussions regarding this matter uncovered various beliefs
and thoughts that perpetuate frortihe management level to other leveldirectly affecting

parents and students alike.

The conversation with thdead of SchoaVasinitiated by discussing the CCP in the context of

a mainstream school as it is a special class within an inclusive secondary school. She explained
that this class is usually reserved for those students aittibe end of Year,&re showing that

basic skills in literacy are not achieved aneldecidedbased oni KS (G Sl OKSNRa Ay
evidence of low marks in exams. In relation to students with intellectual disabdtires

particularly mentions that

dSometimes we have students ovare more basic than thisand the CCP is not even
appropriate for them. Some students are below the CCP level. These students struggle more
and more and even teachers struggle with them. In the same class, a teacher would have
students who arat the level of CCP and students who are below this level. In thiseassy

learning is very popespecially for those students with autism who have verbal chalfenges
[HOS]

This description happens to fit perfectly the description that SMT has provided regarding the
profile of students in Year 10. The dialogue progressed to the eventual question of what

happened to students who were diagnosed as severe intellectual disatlityhy these were
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not in the mainstream secondary school. Head of Schoalucidated that these students

FNBE GKS 2ySa ¢K2 | NS5 LIS N#ey N atherrheedtdweRedthell KS / /
school cannot cater for these neéds wl h { 8 ® | CHea& NFSEhgaparenit in thik S

case have decided to have their children attanelsource centrgbut the option to stay in the
mainstream school was there. Practically, it was explained that even if advised by the Education
Department, the National School Support $&8 would communicate with the parents and
ddz33Sad GKFG 20KSNJ 2LJiA2ya | NB | Ol Athéyof S T2
[parents] used to insist that we should support her walkiogever 3 S RARY Qi K| @S
personnel to do it. In the second y¢laey realised that moving to Helen Keller [resource centre]

was a better optioforhet | h { 8 @ ,the/Head Kf D&parim2nitJclDsion commented

i K ISémetimes there are students that when | see them in kthss that they are sufferin

because they cannot move and do long hours seated. In thal éaslthat resource centres

are more appropriate forthetmé¢ { KS | f a2 NBYIFIN] SR GKFT GKAA (
Git is difficult as Head of InclusiamdL  OF y Qi SE Of dmwdverdioKtBei Bell & (i dzR Sy

being it would be better. At the end of the day, they are still being educated in the Resource
Centreand they are still following a curriculéim ol h5 Ly O8

Departmental procedures related to the educational placement of students with intellectual
disability were also a topic of discussion and SMT members explained the procedures. The HOD
Inclusion explained that in Januatite EducationDepartment requestd the names of
students who might benefit from Resource Centre services. Once this is pioxidedchool,
depending on the availability of the Resource Centre, it will be decided if they will benefit. She

further expands on this and shat

oParents never know that we identified their child. Once seJeatetalk to the parents, the
Head, AssistantHead and myself. We tell them that they got selected for a particular
programme and that we would need an immediate confirmation akofit@D Inc]

The role of the parents in this possible shift from mainstream to resource centres has been
delved into through some questions | posed during the interviews withHyedld of School

andthe Head of Department Inclusion. The Head of School immediately starts the statement

with, éthe school suggestd dzi A0 R2Say Qdio TRMPDSH (i&KS IJE INSAIHA
carefulaboutwhich parents to approach as some of them are still in a lot of pain due to their
OKAfRQA RAAIFOAT AGE I ¥oRk. Ingdatizh B the Gradé doNclass,sle (1 K S
highlighted that if the school feels that as a group, they can be handled by the, sdihafol
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them remain there. The HOD Inclusion clarified that she never had a situation where parents
asled for their child to be transferred to a Resource Centre. She also elaborated that parents

often request to have services of speech therapy, Occupational therapy and Physiotherapy
within the context of the mainstream. According to the HOD dviou cannot have both
GKAy3ax, 2dz OFyQil FFF2NR (2 KIS HetdSif Scaadl (2 R
asserted that the resource centre is always presentah option but they are usually very

resistant to taking their children there, sometimes persisting even after the end of secondary
A0K22f Ay | 2dA RFDI LISKSY G ¢l GKS yIFYS G2
OSy (i NB 8 xapadn2WNa isvirSdenial and not recognising the reality is doing a disservice
tohischild !l h{ 8

4.5Analysis of Parents Interviews

In this last part of the findings of the interviews carried out with the parents of the students
with intellectual disability will be analysed. Their perceptions and experiences are fundamental
as they have a crucial role in the support and promotion @éision and literacy practices.
Their attitudes, perceptions and experiences are the aspects that shape their actions with their
children. The data generated in these interviews was immense and this will be categorised into
three main sections, pareschml collaboration, experiences and perceptions. In parent
school collaboration both aspects of literacy academic skills and functional skills are brought
into the discussion. With regards to experiences related to literacy aspects include inclusion
and liteacy, IEPs, Use of computer and ICT in literacy learning, Homework and exams.
Perceptions will also be explored in relation to fluency and preference of English and Maltese
Language as well as perceptions of how their children learn literacy. The fimdthgse
interviews will provide a deeper insight on the experiences of this group of students in the

literacy learning journey.
4.5.1ParentSchool collaboration

Collaboration between the school and parents of students with intellectual disability is

essential to foster opportunities for learning to continue at home. Parents interviewed were

all motivated to support their children at home both on academic contdation to literacy

and also from a functional skills point of view. One of the major faults named by all parents

which hinder greatly this collaboration is the lack of material such as booklets, notes etc that
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children have available at home, making it hard for the parents to continue the literacy
academic revision. On the other hand, the parents greatly support their children with
intellectual disability to develop functional skills related to literacy andrgueopportunities

at home to develop these further.

b 2 NI Q AdedlaredliBay wiorksheets and workbooks, if sent at home would be of great use
as she will be able to know what her daughter is learningauid do revision. Howeveshe

still tries to take on whatever feedback the teacher and LSE sends and continue working on the
concepts she does at school. Asked whether she feels that the school has provided Nora with

enough literacy skills instruction she answered

d cannot conclude whether what she learned at school is enough because whatever was going

on in the class it was being revised here. We always worked collaboratively with the school and
we were like a chain so | really do not know if what she learnetaat s enougit€é  wb 2 NI Qa
parent]

{ A Y2y Qarepdrded\iBitystie is unsure what they do but sometimes LSE mentions the

topics they cover but as she is notdlassd KS 62 dzf Ry Qi 1y26 6KIFG GK
referred to some adapted comprehension tasks that he does at school but the revision at home

is based on comprehension tasks and grammatical exercises in Maltese.

l YRNB6Qa LI NByid SELINBaaSR 02y OSNya |oz2dzi (K

limited and attributes it to lack of homework

@ AGK NBIIFINRA G2 oKIFIG GKS&@ FFNB O20SNRAYy3a Ay I
f SFNYyAy3 S@Sy o06SOlFdzaS Y& OKAfR R2SayQid 3ISid |

is doing his work at school and any information | get is through dmeadlsive at the end of

GKS 6SS1 F2NJ AyadlyoOoS RdAdzZNAy3a 9y3IfAaK BSE RARY
w! YRNBESQa LI NByi(s

l YRNB Q& LI NByd Ftaz2 AyRAOFIGSR GKFG KS yS@SN

them to revise at home but instead tries to go over the textbooks used in school.

LFyQa LI NByild ¢St02YSa (GKS 2LIRNIdzyAdGe G2 KI

expressed that

oHaving examples of how to do certain exercises or tasks or a particular sum is important to
have as a reference because sometimes | find it difficult as they use different methods at school
nowadays. Sometimes | even use Google and search forcertaii ean@p ! 4 UAYSa L
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how they cover certain things and how they learned it so | need some notes. Having them on a
copybook or a booklet can be helpful @L I y Qa LJ NBy (8

Further on in the conversatidn | y Q & alédlenpi&igsithat having a good LSE who sends
detailed email on what was done daily is of great support as well. For her the LSE is the point

of reference and not the teacher, even though she has access to communicate with her
through MSTeams. The sante RISNA Sy OS 461 & aKIF NBR o6& | R2f FQa
on the LSE to send her links and provides her with information on what was covered in literacy.

Bl &l Qa LI NByida 1SLIG GKS addthe $SEfwas/their IoN& Yof & OK 2
information on what is being covered at school however they also report that Zaya is more

verbal and she explains to them what was done.

{KIFIySQa LI NByld 2y GKS 20KSNJ KIFIyYRXZ LINBFSNE | 3
aKS FTRYAGA GKIFIG aKS O2YLI NBa ¢KIFG {KIFIyS (St
during online learning, it gave her more opportunity to collaborate wits¢heol as she could
understand what activities are being held, the latethich Shane is understanding and how

best to help him accordingly.

The aspect of learning literacy in a functional manner is an approach used in certain secondary
schools including this local one. This concept was discussed in the interviews with parents as it
was mentioned by educators on multiple times. The importahtEaming independent skills

and employability skills is undeniable with students with intellectual disability thus this was
further explored with them. Parents in general attributed these skills to outings, and
opportunities that were given in differestibjects. It was noted that, in accordance with my
observations in class, a functional approach to literacy is not something practiced in class.
Topics chosen by teachers do tend to have relevance to students but not particularly
instructing them skills &t they will require later on for independent living or supported

employment.

~

school they never experienced it that thddd OG A OS f AFS &d{1Affaed L R
time to do these activities inthe schéol { KS YSydA2ya aiAtta tA1S

{AY2yQa LI NByili RA&AOdza&a KIyRa 2y SELSMIESYyOSa
2y
)

how to send and read emails which are aspects she practices atviitm®imonbut it was

never done at school.
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I YRNB g Qa LI NBaf his sBnvheddd té eéxgeence things to learn and regarding

functional skills he says that

GTheyare needed and as far as | know they only did lessons on using money and recognising
coins. | was told to support him in recognising 2 Euro, 1 Euro etc however there were no lessons
related to life skills in general. My child is still behind in thessdaéea ! Y RNBE 6 Q& LI NB

%l &l Qa LI NByida YR b2NIQa LINByda o0206K RA&AO0
daughters in life skills at home. These involve learning how to ride a bus and doing house chores
F2N %l &l & { K| staché nekds AlBtyfisupBok Intpracticsl aspects and uses

the family restaurant to expose him to various life skills as well. She observed that whilst they
were doing online lessons, educators tried their utmost to foster independent skills in these

children.

l R2f FQa LI NByGzZ NB3IFNRa AYRSLISYRSYyOS | a 2yS
opportunities on everyday basis to practice independent skills. She also agreed with LSE to
have Adolf using the tuck shop at school in order to practice requekimgst and use of

money to buy.

Theschool home collaboration practices that were discussed forms part of a wider range of
experiences that these parents have experienced in relation to literacy learning. These will be

dealt with thoroughly in the next section
4.5.2Experiencesf parents

In the quest to understand the experience of parents imithel O K AtéraRyNFaoOus A
guestions were asked that could possibly constitute a positive or negative experience. These
experiences vary and the assignment of an LSE and the commitment of the LSEs given seem to
be fundamental to determine how the experience is especiallglation to literacy and
AyOfdzaAzy Ay 3ISYSNIfd ! R2f FQa LI NByitwasKIl NBR
always positive and even in that present year énmv due to certain episodes she elaborated

2y £ GSNI 2 yWeadarS lohaboutinclusikr biit indealdyS R2y QG I f g1 & &
it and we always remain stuck in the same place. There has been a lot of improvement however
GSQNBE adAfft 1jdzA S 08KBHYR2BXQK NERSENRE UF NPBO
ISYSNIf akKsS OaYaidgiaibcRsion But lém dware that this is segregation

w! R2f FQa LI NBy (8
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LEyQ&a aKFNBRGIKSNI SELISNASYOS Ay | LI NByidiQa RI
experience of inclusiof. LIS I { A y 3 iegchel, Wi QlSo h@pgeNadd to be the Maltese
teacher, she was provided with a very negative description of lan highlighting all the challenges

and needs he has in class and then continues to say that

& simply asked him whether had looked- i Y& OKAf RQ NBLR2NIAaA® L |
aware what conditions my child had. He was stunned at that point and he answeiretaksio
he never checked his repdrts L I y Q& LI NBy (68 @

She was concerned as her son had just started secondary schooling and his main teacher does
not know anything about him yet and she emphasised that educators need to understand their
condition rather than labelling them as otherwise they will strugglessohs especially

Maltese.

The phenomena that parents feel that educators and SMT are not knowledgeable on
O2yRAGAZ2ya ¢l a FStdG S@OSy o6& 20KSNJ LI NBydao |
when asked about his experience in the school. He feelsetreat though he always felt

supported in school but in relation to certain behaviours the SMT

@Tellus to infem him, prepare him but this hurts becaitse as if they do ndtnow that my

child has a condition. It is beyond my control. Sometimes | do tell him which things he can do
and what he cannot do especially at school and | do prepare him however | am not with him in

Of laa a2 L R2y Qi KI @S kea ywhat it expedefdiny iK Risvowrd S O ¢
YAYR® {2YSGAYSa G(GKSe& GFf1 G2 dza | @2 da yRANS 6O
parent].

Such a situation makes this parent doubtful whether educators and SMT are trained enough

to understand these students with intellectual disability.

Il AAYAE I NI SELISNASYOS 461a yINNIGSR o0& ! R2f FQa
in relation to literacy. She recounts that after every IEP in the secondary school she ends up in
tears as she feels that educators and SMT are not understaadithgmpathising with the

challenges to teaghgskills to a child with intellectual disability. She explains it in the following
manner.

Oneil KAy3a 0GKFG L Y GANBR 2F YR LQY It NBIFR& L
independence. No one more than me is willing to take this child in the middle of a road and be
sure that he can be independent and can go anywhere he wants twithichelp. However|

am really sorry and disappointed because | experience that certain people do not understand
YS |'yR KdzWI2 t ¥ R&é LI NSy (6
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She furtherdiscusseshat socialisation and independence were always given priority before
literacy and she still does. Whilst she gives him opportunities when it is safe for him to go on

hisown, she is reluctant to risk his safétyother independent tasks.

The involvement of the parents in the IEP process is core to the learning and mastery of skills
with children with intellectual disability. Questions related to the IEP design and the
importance given to the literacy and language development goal weielpartyquestioned

The experiences vary but the school support especially from SMT seems to be unwavering.
LIyQa LI NSyd RA&ZOdzaaSR GKFG 6KSYyS@OSNI KSe vy
available immediately or by emails later on in the day.d3ekted to literacy were always

discussed and if any disagreements happen communicating with the educators has always
KSt LISR® {KIySQad LI NBylG RA&AOdzaa (GKIG akKS KIR
school as much as required and teachergacted her directly when an aspect needed to be

Ot FNATASR® %l el Qa LI NByda 6SNBE Y2NB LINBI OGACQ
GKSe g2dzZ R A1 S &aOK avedsediohsk thenNd focasyon dernaiR targdtsh R (i
so we always hathe skills coveréd %l &8 Qa LI NSy (i6 ¢KS al yYS L]z
08 b2NI Q& LINByida yR (GKSe ,fXY¥2¢aa TSI NS Wiy RES
IEP meeting is sometimes rushed and goals which needed to be prioritised were discussed

whilst the others were not due to lack of time available.

Parents of students with intellectual disability expressed their views and experiences on three
more aspects which are interlinked. These include literacy homework, exams and use of ICT
and computer in Literacy learning. Information that emerged from #nent interviews show

that students in the CCP class are not given homework. This situation was particularly appealing
for some students however in the majority of cases, parents preferred that they have some

homework on regular basis.

{AY2YyQa LI NByYyild NBYINJ& GKIFIG KS Aa dzaSR (02 K|
the primary and he always does extra work given to him at home so homework will be a
O2y dAydzZ GA2y 2y @gKIG 32Sa 2y Ay Ofthéydhadd b2 NI
homework as this allows them to know what goes on in class and through it, they can help her
Y2NB |G K2YS S@Sy (2 LINBLI duBetifes NdarSuderstang | ( A 2

the topic she is doing at school but then at times | would fiodia difficult and it is difficult
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02 adzLIL2 NI KSNIJ Ay GKIF (¢ (@AM AF W MRy KK PS
unfinished schoolwork is sometimes brought home and that gives her a glimpse of what is
being done in class. The only information she gets involves email from LSEs who informs her
about the topics that they wouldalve coveredThis creates challenges to support the students

and prepare them for exams as sometimes parents reported not knowing what to study with
G§KSANI OKAf RNBY ® ! y RNIB maRasensd toiayethon®vgosk twhen lieK | &
comes back from school. HBscusseghat schooleducatorsnever wanted to give him

homework. He recounts that

dn September, before this past scholastic year started, | had informed the assistant head that

| would like that he is given homework as he used to be given in Year 6 [primary]. He used to
have revision of what he did in class. He used to come home,tdwortee/ork on his own and

SPSYy (K2dAK L dzaSR G2 adleée gAO0K KAYX KS dza SFK
of homework but at least 15 to 30 minutes were enough. | had informed them that | wish he

gets homework but for one reason or anothewhs never given any. | feel that this homework

can help him and after school he will not just come home and play because nowadays when it
Ad GAYS T2N SElFYas KS RaISERNKs @d y[(G{ 9@ &ddzRe
{KIySQa LI NBylG ftaz2 YSyuAaz2ySR (GKIFG akKS NXSI dzS

used to doing it after school but none was ever given to him.

| R2f FQa LI NByld | OO0OSyildzriSa GKIF{G lftheéyhaasRSyld o
autism, like Adolf, is dependent on routine and she argues that we all should be aware that
certain routines, once learnt would be of benefit to them. Adolf complains when extra work is
provided by his mother but he was always willing to do the homewopkoatded by the

school. In her opinion, through the homework she could be informed what they are actually
doing in class in terms of topics and be able to hetpfor exams later on in the scholastic

year.

L&l Qa YR LIFIyQa LI NByld 2y GKS 2GKSNJ KFyR TA

especially for lan as he used to be frustrated doing his homewadkily basis

Homework has been discussed profusely in terms of preparation for examinations at the end
of scholastic year. Summative assessments eréreally discussed by all stakeholders and the

same happened when parents were questioned about them. One particular observation is that
parents were more pro exams than educators and management team and as one of the SMT

members said, this could be besa whilst parents preferred mainstream schools it is
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accepted and expected that they sit for exams as well. The reactions and experiences of
parents were sought with questions specifically on exams and this information sheds more
light on the way the studest NB SELISNASYy OAy3I f AGSNI 08 SEI YAy
the question in a mixed manner as Adolf seems to be scoring quite well in these exams
however, she also vents her frustration as exams are not adapted to their level and the process
is unfair on the students. Even though as a parent shieespo with the schoaducators and

SMT confirmed that exams will not be adapted. With regards to the process of gearing up for
SEI' Y& &KS$S &dstilifstruggles: in telity kie stéuggles a lot. These examinations are
not always related to what heovered in clags ®! R 2 {t]¥ Sha wakJaldeIpafticularly
concerned for the literacy exams as the priority is given to both Maltese and English followed
by ICT as these subjects are the basis for preparedness towards eventual employment or

further education at possecondary institugin.

{KFySQa LI NByid aLISOATAOINt & & hsheSsishyiihging SEL Y
I ySg [ { 9does hotigive Himk péaceéof mind as he does not feel comfortable talking
or asking herthings w{ KI ySQa LI} NBy (e ®

Bl &l Qa LI NByd 2y (GKS 20KSNJ KFIYyR NBYIN] SR (K
examination room in a panic attack but she usually does very well and passed from all of them.
b2NJI Qa Y2GKSN) YSyldAazya (KI (G dza exleftiedactSil Ya A\
only annual examinations are done, Nora only gets a short time when she is tense and she did
FAYSO® LWREBFIAQABYINJ A& (GKIFIG LINRPolofeée ! yRNBg A&l
examisanitist A 1S | y2NXI { paréhKkspore aboRtlthe expefiehce af gxaris

for them and the fact that he sits for exams is something neWifoonso going through this
SELISNASYOS FT2NJ GKS aS02yR GGAYS Aa |y HeOKAS @GS
is usually very stressed and has headaches. When he comes back from exams he wants to sleep
at home. | think tension and stress tires hingout®{ A Y2y Q& LI NByd6d LI yQ3
the process of studying for the exam is more challenging in terstayafigconcentrated ad
NBGFAYAY3 AYTF2NNIGA2Y O20SNBR YR NBGAAAZ2Y ¢

results were not very good but an improvement from the previous year was noted.

A highly debated notion throughout the interviews was that of the use of computer and ICT in

literacy learning. Devices, software and use of word processers in general are common tools
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used by students with intellectual disability in order to access literacy, express their ideas as
well as used for assessment purposes. The experience of parents and stuttensecondary

schoolalikeis a bit different to this reality and this aspect was discuss vociferously by parents.

{AY2yQa LI NBYyd YIFINNIGSR K2g¢g {AY2Yy KlFa 0SSy
through it he learnt more languages including Spanish. In fact,

HS Oly S@Sy dzaS A4 (2 R2 @GARS24aI FAYR YdzaAO
primary he had a laptop and he used it in school however in the secondary school they are not
allowing it. He used to feel much better typing rather than wrikiegeven used it to type his

needs e.g. | want to go to the bathroom. He used flashcards, communication board however

S GNASR ad2LIAY3 (K2&aS Ay 2NRSNJI (2 SyO02dzNI :
at school. So he was practically left withany possibility to use Microsoft word and type his

workk O{ AY2Yy Q& LI NByieod

{AY2Yy Qa4 |dischNsSefhat fdr thenit is fundamental that he has ICT skills as jobs
nowadays are based on knowledge of these skills and he even learnt how to send emails and

they practice sending them between themselves.

LFyQa LI NByd NBYIFINl&a GKFEG akKS O2dzZ R 4SS LIy

paper is usually challenging but

GThere was a time whelan used to do essay writing through typing the sentences on the
computer. He used to add pictures according to the topic. He used to print them and place them

on a scrapbook and he used to write the essay. Then we used to correct it, type it neatly and
finalise it but the most important thing is that he uses the computer. If lan is given the
2LIR NI dzyAGe (2 Gel)sS AyadSIR 2F gNAGS KS gAff
think more when he types and writing involvesemwoork for hirb¢  @L | y Q& LI NBy (6
Yl &8 Qa LI NByd yIFNNF ISR GKFG w%l &l dzaSR 42 0S5
however in the CCP class this is not used anymore and she stopped using it altogether. They
also mention that the reading pen is a technological tool impoftartter as this encourages

independence in the task.

l YRNB S Q& LI NBYyd AYyF2N¥VSR YS GKFG O2YLzi SNA &

the secondary school. He further states that

oExams and lessons were always done using writing but never a computer. His handwriting is
not good and nice to look at. Sometimes he writes above the line and sometimes below. That is
why typing is the most efficient system for him. It will help himia Bithool and during the
exams. He is also very creative on the computer as he can download adverts and manages to
merge these videos together. It was my wish that the school would incorporate the use of
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computer tklroughout his stuqies ,and he is very creative and he can progress Wefl in it

w! YRNBEgQa LI NByuUBs

He further discusses that the use of the computer is his strength and he loves using the
keyboard. It also transpired that Andrew can use the Maltese keyboard correctly, is able to
spell perfectly in Maltese and uses all the symbols in Maltese as apfgophidiortunately,

the parent asked the Head of school to have Andrew using a computer and he was informed

that there are none available.
4.5.3Perception®of parents

Parental perceptions on inclusion and literacy experiences have a direct effect on the potential
of learning in their children with intellectual disability. Parents tend to be those stakeholders
who understand how best their child can learn and insights on the matter can greatly impact
teaching and learning. Students with intellectual disability voiced out their preferentes

learning of English and Maltese in this secondary school and this was also an aspect discussed

with the parents interviewed.

Parents have identified that children often have a preferred language, and usually it is
considered as the main language of focus with the other language usually considered as a
language that is disliked to use in verbal communication and also to leaacylithrough.

{AY2Yy Q4 LI NBYyild YSYyliA2ySR GKIFIG alfdSasS KFa |If
and even if he speaks in English, answering and understanding quesiipmbat, who, why

aSSy G2 aidAaftt 06S OKLI distuSegtHak gieh thoughithe aedeehJ: NB y
trying to push for more learning in Maltese, the important aspect is that he communicates and

KS R2Sa a2 UKNRdAAK 9y3IftAaKd b2NI Qa@entlotedBy i =
English as the favourite subject with Maltese being more challenging to Wngesame

experience was reported by Zaya and her parents where even though they entiocedeet

Maltesewith ensuring that a lot of Maltese books are bought but the preference for English is
absolute.! y RNE eettdliscushsK2 ¢ al f 61S&aS 2y (KS 20KSNJ KIy
subject and can even speak it well to communiddeeexplained that considering his interest

in the subject, he even practices creative writing with him on the computer and link it to family

experiences when Andrew is usually very excited to participate in them and explained that

155



AWe are soon going to a hotel and we do a story about what things we need to take with us in
the luggage. For examplee will write sentences around seven sentences for example about
what things we need to take with us in the luggage such as clothes. When | do creative writing
with him he never diverts from the topic we are discussing and like that we build up a small
storg ®! YRNBE QA LI NByGs

LFEyQa LI NByd KIR [[dAGS | t20 2F SELSNRASYyOSa
In accordance with my observations on his engagement in English, far superior than in Maltese,
lan dislikes the Maltese language and lessons and this was e¥gmedrby himself in the
interview. His parent supported these observations by confirming that he struggles a lot in the
language learning and has a hard time besides not enjoying them. She explains that
consequently, subjects such as social studies aba which are taught in Maltese are also
being challenging to learn. She also mentions that certain deMaltese grammar is useless

and states that

0Sometimes | do question why he needs to learn certain subjects and topics such as joined
LINPYy2dzyd FyR LINPOSNba yR Ay KAa OFaS LQR N
useless material. | would rather he works hard on learning independent skills, how to survive in

the employment roles, how to respect others etc and furtheriliggsk oL I y Qa LI NBy (i 6

{KS |faz2 KAIKEAIKGA OGKFG akKS R2SayQid 1SSLI K
taught in Maltese such as religion, social studies and history because what he needs are basic
alAattad hyS aLsSOd GKIFG LIwitkis thadacNBayall of@l a LI
sudden, this year he had to leave all of his peers and join the CCP class. After having made
friends during the first two years of secondary schooling, results in his exams were not high
enough and thus it was decided thatviear 9 he will attend CCP class. She explained that as a
FILYAfe& GKS& RARYyQO (y2¢ oKIFLG //t A& |yR A
friends. Over and above when he started the CCP class he was informed that he cannot possibly
choose Mediavhich is a subject that his particularlykeen onand was highly motivated to

learn. Having ICT as a subject and the fact that no homework is given in CCP classes eased this

transitionconsiderably

Il ydzYOSNI 2F LI NByda YSYyGdA2ySR (GKSANJI OKAf RQa
this was a subject introduced to them when they started secondary schooling. Students who

start attending CCP classes are then denied the possibility to coidgamméng the foreign
flFy3dz38Sd hy GKAaAa aLISOGs ' R2f¥Qa LI NByid SEL
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OAt that time [previous year] | was guided that because his first language is still presenting with
some difficuiesand he is not 100% in Maltese and English another language should not be
added which at that time made sense to me but it is one of my biggest disappointments
nowadays ! R2f ¥FQ&a LI NSy (6 ®

This is because Adolf showed continuous interest in the subject. The same was report by
l YRNB6Qa LI NByld ¢6K2 SELIIAYSR (KIG KS adGatt

comes up to him and asks for certain words to be translated tanltalia

Parental perceptions of how their children learn literacy were exploradather part of the
interview.b 2 NJ Q & mdnliomes népietition as the key strategy to use with them as they
often tend to forget easilyRevision at home is also important for her and reading regularly

and writing paragraphs is usually done at home to ensure that literacy skills keep developing.
{AY2y Qa4 LI NBYyd Fftaz2z YSYyGA2ySR GKIG NBGAaAZ2Y
instances, someone has to accompany 8irme on his own he will not work. She even
mentions that at homeshe revises creative writing where he has to formulate five to six
sentencesand when he gets frustrated at trying to express himself, sometimes it is helpful for
him to start the sentence for him and then he will build the rest 68it. & I Q arenakkddS y
that they are happy that she is placed in a CCP class as Zaya tends to get discouraged when in
a class with high achieverder parent particularly mentions the discrepancy that Zaya

presents witlreading which is very fluent but spelling is still challenging.

LFyQa LI NByd @2A0SR KSNJ LISNOSLIiA2y 2F GKS f

importance of visuals for them to lea®he indicates that

oBven thougHearning through play is not used because of their age, however the lessons should
not be boring and listening all the time makes it very boring and they get annoyed. Being
interactive is the best kind of lesson wL I y Q& LI} NBy G 6

She also makes reference to outings and educational visits which have practically been avoided
due to COVID and how such activieegiagemore her child in learnindn relation to the

Maltese lessons, which lan finds challenging she mentioned an episode to indicate the
importance otranslating words to the first language to support understanding

Ad Ftft adlINISR gAGK GKS g2NR WwalulFFIQ wadsSLwl
FYR KS RARYQU 1y26 o6KIFIG AG Aad ¢KS (S OKSNJ
Maltese word was used e.g. brama [jellyfish], telling him the English version of ihawght

helped him to understand the word. Thaspectswere affectinghim in school and got him
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frustrated but then | exApIain,ed this to the teacher and our common good was for tldeéchild
wLFyQa LI NByduu®é

I y RNXB g Qalso hientitBed the frustration of having educators not knowing how to deal
GAUK KAEA AaRVQA2VEVYKNYIFARAINAY I GKS fSaazy o2/
this parent the fact thaéducators can deal with his tantrums was essential. He narrated how

he had to discuss with the Astsint Head to guide them on what is best to do when they see
atantrumbuildingup. S Ff a2 (2ftR YS GKIFG ! yRNBSQA YIAY
with peers and socialise so activities whichuregcommunicating with others are important

to his development. He alsoentionsthat the use ofvideosand using the interactive white

board will ensure that he is understandinbat is being taught in lessons.

{KIFySQa LI NBydG Ifaz2 RA&Od#haNSSTF INE iS2y F KK yiSKBA
especially related to communicating with other people, and processing of information through

a conversationShe explained that through their family restaurant she tries to give Shane
various opportunities to overcome the shyness apgroach customers. She praises the

school as the majority of skills he gained was fthen education he received. She also

highlights hikinaesthetidearning style as

oBven thoughhe struggles with expressing himself but then whatever is shown to him, he is
able to do with his handBractices everything with himnless he is shown how to do things
AY LINI OGAOSé KS{ RREBVAY D (LI 195 Wiy 6

She also refers to online learning during COVED 'y 2 LJLJ2 Nlidzy A Gé G2 € St N
learning preferences. She could observe the struggle in comprehension and creative writing
tasksbut when the right kind of questions are used w#thane he will be able to answer

correctly. The fact that his reading was fluent seemed to lbenafit to his learning but his
understandings still at a word level or short phrase lelderstanding full sentence is still
difficultattimes{ KI y S Q& Y edithéatSdddetynksiMinis to have Shane conversing

with her.A lot of talking confuses Shane and does not process what he is being told. Sometimes

the parent has to use simpler language for him to understand.
l R2f¥FQa LI NByG Ifa2 RSaAONAOSR |0 fSy3adkK gKI
subject.The experience of online learning also provided her with insight on how Adolf learns

and, in his cas®owerPoints help a lot as he is a visual learner. This experience has helped her

as previously she was never aware of what they are learning at school. She also agrees with
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Yl &l Qa LI NByd GKIFIG KFE@Ay3 ' R2t{F Ay [/t Ofl
class with all the students having higher abilities than his was not ideal. Something else that
she identifies as a possibility is to have them choosingnspéie well as one never knows the
inclination of these students. They might be interested in Biology or Home Economics and if
they are engaged in such subjects, they could be the basis of their future employment. She
also voiced her concern that skillsrigain school do not prepare him for later employment

and she considers this as being realistic in life and knowing the abilities of these kids. She was
particularly disappointed at the ICT subject which is a vehicle for other lifelong learning
opportunities as the content of this subject is too difficult and technical rather than providing

them with skills they need for life and future employment.

4.6 Conclusion

This chapter has sought to extract theeaningful narratives of students with intellectual
disability coupled with observations within the classroom and experiences of parents, LSEs and
SMT. The meanings generated form the basis of major and minor themes that have emerged
in the process. The apterintended tohighlight significant key aspectitioe literacy learning

of students with intellectual disability in a CCP class as voiced by the students themselves. The
FAYRAY3I& LINBASYUGSR 3ISYSNIfteée St oadiitetaly 2y
learning. Feedback from educators ahd senior management team has enriched the data
collected and shed lighdn the intricate aspects of supporting such students during their
literacy studies. Observations in the classroomgefl@lowed me to reflect on various
challenges and realities that these participants encountdrameal contextwhich will allow

for future improvements in the teaching and learning of literacy. Timese findings as well
asthemes will be discussed in the next chapter together with comparison and linking to the

literature on the matter.
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CHAPTER FINDINGS ANDISCUSSION

a! @2A0S GKAALISNAE GKNRddzZAK (GKS ONI Ola Iy

KId
2A0S 62Nl KegMaxzei, 208pBD)K S NA y 3 £
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5.1 Introduction

The quote is the spirit that will sustathe findings anddiscussion chapter. Will entail a
culmination of aspects covered in the previous chapters and will aim at exploring the themes
that emerged from thanalysis of findings carried out as well as comparing it to the literature
available on the area under reseanshilst highlighting the main findings of this research
which relies on making meaning from the experiences as told by the studievitsstartby
restating the research questions to align again with the intention of the study, sumkeyise
findings and indicate what themes have emerged from thEswlly, Will compare with the
existing research and how these contribute to the field of rese@fehintention of the study

is to explore the literacy experiences of a group of students with intellectual disability who are
currently attending a CCP for literacy lessansongst other subjects. The main focus is to
provide a platform for listening to tee students' voices and exploring their lived experiences

in learning English and Maltesgeracy. The methods employed and the research style was
intended to amplify these voices rather than silencing or disregard them. To complement their
voices, parents, school management, and educators were also involved in the study and
carrying out obsevations also served as an opportunity to understand their realities even
further. The dearth of research on listening to the voices of students with intellectual disability
was felt throughout the study, and this is more so in relation to literacy andvubklement

of parents in these educational experiences. Thus, it is envisaged that through this research, a
knowledge gap is addressed, and the findings could possibly contribute to this notion of
listening to students with disability to inform policydgractice. The main research questions
sought to address the experiences of learning literacy for these students, the perceptions and
experiences of parents regarding learning literacy in the secondary CCP class, engagement
during literacy learning as wek possible approaches to further support teaching and learning

for students with intellectual disability in the secondary.

Essentially findings from analysing the narratives of all stakeholders concluded to the

generation of four themes which will be dealt with n&kte findings indicate that the student
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voices have emerged and they indicated various aspects on their experigefree delving

into the discussion of the themes that emerged, | would like to outline how this will be
progressing. In this chapter, the themes uncovered will be discussed, and these will be
explored in relation to the literaturavailable on the area. The sequence of the themes and
how they will be discussed will have a stitkg feature that will uncover as | proceed through

the discussion. Their relevance to the research questions will be an aspect discussed in the
conclusion bapter. The themes outlined next were generated from the analysis of the data
and are both latent and semantic in nature. Some meaning generated was easily recognisable
and quite explicit; however, there were deeper layers that needed to be discussduywshec
hidden, such as practice assumptions and other aspects which have a direct effect on the

experiences that these students lived.

There are four themes identified, and these will be discussed in the order that they are named.

The firstthemeisentitted G F f 1 Y 2 NB ¢ IThaen{aiiféstaliéns Dfzstudend Foiees

with subthemes identified, includindlK § &G dzRSYy &4 Q SELISNA SgdOSa Ay
processes in eliciting the voices of students with intellectual disability. The second theme is
named Parentgberceptions and experiences on Literacy Legmwitigsubthemes discussing

the accessibility of information and suliggahe role of educators in literacy learning and the

inclusion experience. The third themeAbleism and disablingractices,with subthemes

discussed being the notion of ableism in literacy Learning and systemic practices that disable
students. The fourth and final theme is taiversal Design of Learning and Assesswiht

subthemes discussed, are Presentation, Response and Engagemémarning and

Assessment procedurgespectively.

7

52Theme Ica L G F £&{ (v2INBE ¢Draembhnddstations of student voices.
alTTSA OHnNnnNnpOI AY KAA AYALIANI GA2yFf | NIAOES

| have been seeking to capture and tame as clear, pure, and articulable is now only present to

me as slippery, shifting, knowable, unknowable, certain, rtainge audible, inaudible, and

OSNI I Ayfe dzyaidloftSe 6LIPnpOP® !'a L | LIINRFOK (I
this research and appreciate the culminating journey. This aspect of the research is messy and
nuanced, with a lot of untanglin§ometimes processing of data happens at unexpected times.

During the period whereby | was analysing the data on student voices, | happened to be doing

an early intervention session with a boy, #meltopic wagprepositions A song | was using to
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introduce the concept was music to my thoughts. Singing to the soMg @fre going for a
bearhuntL ¢ a4 2ISODAYWRIYI2 20SN xwes W @SOlLgQE223F
Qe ¢KIFiQa ¢KI G 0KdQlhadiogStMEighTt!SBefmbre EréflécSon the2 NJ Y S
RFGlFIE GKS Y2NB L O2y@AyO0S YeasStT Kz2g @2A0S8
words, such as the context of the interviews, but it also happens isptees where these

students are. The student interviews are jusbanfal context. In reality, the students have

been voicing their experiences for much longer than this. There are a lot of missed meanings,
most of them unspoken. The more | think about this, the greater the uncertainty on how to

make sense of the voicestamsted to me. Eliciting and handling a voice and opinion trusted

to me is puzzling, and once a researcher goes through it as a process, only then can one realise
the powerful stance of it all. Some of the voices in the students who participated irutlyis st

are silent, and even though we cannot hear them but they still speak, one which, according to
alTTSA O0HnnyO0X ANBIldZANBE || RAFFSNByYyd FGaGSydaa

also include the voices spoken in the cracks, the sighs a®%lEheINS a8 48 A 2y aé o LIPnc

This research is all about the voices of the students with intellectual disability, and in the first
theme, | wanted to explore this manifestation in the context of secondary schooling, whereby
these students are having literacy experiences. This thermeporates aspects related to

eliciting student voice and the complexities of the process. It also considers the challenges in
enabling students to provide an opinion and also communicate it. It became evident
throughout the research that barriers can i@ G KS a0 dzRSy i Q& 02 YLINBKS
2NJ ljdzSadAz2y LRRASRI (K Snaking skifsSag well as tHeiSexdbt@nAll £ A (0 ¢
status during that time. In this theme, | wanted to keep powerful quotes from the students as
guidancetothe maid dzo  KSYSa® b2NF X 4 | LRAYG RdzNRy 3
reply to what more she wanted to do in her literacy lessons and thus the first subtheme will
reflect what students voiced verbally and narbally through interviews and througheth
engagement behaviours in class. Another powerful voice was that of Simon, who, after three
YAYydziS&a Ayi(i2 KA&a AYUSNBASSGS dziGSNBRX a{ (2L
listening to student voices and trying to elicit them through intervigwihe process must

reflect sensitivity, awareness of disability, determining the right level of questions, listening to

the silences, interpreting behaviours and most of all, respecting the children themselves and

163



the consent process. All of these processes will be evidenced in the second subtheme

accordingly.

pdPHodmM ¢KS aiGdRRSyiGaQ SELISNASyOSa Ay [AGSNY Oe

The emergence of voices of students with intellectual disability has been on the agenda of
many countries, including Malta. The ultimate aitthis research is to have this voice exerting
influence on teaching and learning processes and decisions taken on the children regarding
their educational placements. From the outset, it was evident libeally, this transformative
potential of students is somewhat not recognised yet. As | mentioned in the preavhble
approaching school administration and expleg my research, | was met with incredulous
stares at this approaclnd they assumed that | needed access to the educators rather than
to the students indicating that seeking the experience of students is not sought osqatakti
regard the voices of the students can also be heard even if they are not being interviewed. By
experiencing teaching and learning with them in the class, an educator can listen with ears and
eyes to what they enjoy, what is challenging for them anddifferentiation should bgeared

in the class to suit their particular interests and needs. This considerable degree of
differentiation is what probably leads to exclusion due to a culture of elitism among educators.
This was expressed by tHead of Schoals educators approaeld her withanunwillingness

to work with such students and expredsheir preference to always teach the high achievers.
The inclusion sentiment might be present for spme the lack of knowledge on intellectual
disability and increased workload mighe kbhe contributing factors. This notion is still
concerning as it is known that learning is not a place but a relationship between educators and
students and engagement is driven by a positive relationship created between these parties
(Pritchard, 2017). Engagement and being connected fuels the engagement paodetsss
essential for literacy learning to happen. Richardson (2015) further states that the classroom
is not a place but an attitugé Yy R G KA & A& NBfSGFy(d G 8#tudesKkAa aAa
towards teaching students with intellectual disability will affect them in various ways and can

shape or hinder their literacy experiences.

If I had to discuss the literacy experience that these students have, | would tend to agree with
wdzLILJF N & g whiclv fealureNi tedgtndNdf the setting being ustw theme used
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during literacy instruction, material and literacy task itself. The students were tost&lined

room within a mainstream school. All of the three classrooms where | observed sessions were

typical classrooms with student seating indicating individual work. These desks were all facing

an interactive whiteboardThe valls of these classes were considerdidye, without any

visualspicture schedules or any other print materials. The class size was considerably smaller

than general education classroonasd the ratio of LSEs to students, especially in Grade 10

and 11 were one to one One lesson was observed outdoors in an area with benches and

interviews were held in the school ground in an area where tB€¥€lasses had their break

time. Their break time did not involve meeting other students fiteergeneral classroonso

GKS &adGdzRSyiaQ AyaGSNIOGA2y ¢l a tAYAGSR G2

observed do not represent the entire literacy curriculum, on thoroughly analysing the

observational data, it can be deduced that students work on worksheets oroe@sior 60%

of the activities, 27 % involve pictures, videos and use of paedidhe remaining 13% include

speaking activities. AAC deviceéablets and laptops were never utilised as tools in

communication or literacy learning in class. In accordance with Ruppar, (P@&S)also noted

that activities carried out in class rarely targeted purposeful and meaningful communication

and expressing themselves through writing was only observed with Adolf through the practice

of a past paper in terms of writing sentences alimgself. During the time spent with these

students in the CCP classes, it was observed that the use of workbooks and worksheets were

the main literacy materials used. Ruppar (2015) observed a similar scandie states that

Gl OG A DA G A S antriged tdiBer ttizh datufaff and thefew skills targeted seemed to

0SINJ fAGGES NBfS@OIyOS (2 (KSThiS gspedtirésdnate LIdzNIIZ

profusely with what these students are experiencamgl this fact is confirmed even by parents

and SMT alike that literacy in the CCP class is not equipping these studetiie exttryday

life skills required. The present study yielded quite similar expesd¢odbose in Ruppar

(2013) in terms ofhe kindof literacy activities carried out. In sgvof the lessons observed,

students were doing comprehension tasks (e.g. Fieldnote 3, 7, 20, 41) and other activities

involving vocabularymainly targeting the understanding aspect of language ratherttiean

expressive abilities and communication. This imbalance in literacy activities is not reflective of

approaches discussed time literature, such as Browder et al. (2009)hich emphasise that

students with intellectual disability should have a balanced literacy curriculum which includes

writing and s 1 Ay 3® wdzLJLIr NJ 0 HnamMpUO FdzZNIKSNJ | 84 SNI &
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SYLKIaAlS I FSg RAAONBGS aiAifta I NB dzyf AlSte
FYR &aiAffta FT2N) SOSNERFE LlzN1I2&aSadé OLIDHNHO
comprehension tasks are carried putt was observed that literal questionirig used

frequently, which often geaad towards a low level of questioning. Furthermore, Hegrel

guestioning was forced to be limited to giving chqidkas limiting the students' ability

express themselves. This was a common scenariathatbtudents in the present study as
guestions provided in the comprehension tasks were geared at the low level of questioning

and involved recall questions. This happens clearly in Field Note 3 during a comprehension task

with lan:

G¢SFOKSNI A& (-otdertyinRingsklls with 15h KR IKSNI lj dzSadGA2y o1
@2dz GKAY]l oAff KILLISY AT KS sokeddidr gi&s hinetdadzK Q L
options to choose frolh YR KS | ya g SNE ®é

Kubiak (2017) states that when listening to the voices of the stud@dfusis educators to give

particular consideration to what really matters to these students and the way they learn best.

I OO2NRAY3I (2 CtdzidSNI 6unntT0X AG KFa Fdz2NIKSNJI
bind teachers to their familiar roytiSa 2 F LINI OGAOS | yR (K2dAaAK{GE
research have identified their preferences and what supports literacy learning. Multisensory
teaching techniques arnelentified bythe students, includingoutube videos, songs, word

searches and rolplaying as it supports more understanding of vocabulary. They further
mention handson activities, reading aloud amlde use of games during lessons. These tools

are all reflective of the common visual and kinaesthetic learning style of students with
AyiuStftSOldzrt RAAlIOAfTAGED ¢KS aiddzRé o0& {K23IN
preference as they also reportedrts-on as the kind of activities they enjoy. The combination

of the auditory input also provides a confirmation thatline with Erickson, learning requires

the use of methods that involve all the senséamScoteretal> HnamMOd® ¢KS &a{ddzRSyY
in this study further confirmthe literature on the area which disaes that multisensory

learning is a highly effective learner engagement strategy. According to Smit{2e1.a) it

was concluded that through MRI technolptjywvas confirmed that multisensory approaches

create the largest brain activity and ate the strongest literacy skills suggesting that literacy,
especially reading and writings a whole brain skill and this should feature in literacy

instruction with students with intellectual disability. In various observational field notes such
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as number 12, 13 and 2ivhen multisensory activities were carried out during English and
Maltese lessons, a higher level of task engagement was observed in the students. In such
activities, | could observe that the students are engaged on multiple levels. The use of videos
or visuals allowed them to gather information about the activity or topic under discussion. It
was also evident that on various occasjeng., road safety activity and song related to it, one
could observe that students tighe opportunity to link knowledge they had on riding bikes in

the street to the topic of road safety. A kinaesthetic task carriedasuiocumented in Field

Note 15 allowed the student to learn through a problesolving activityln line with the study

by Kubiak (2017), the students in this stidye identified audio and visual stimuli such as
PowerPointss valuable to their learning. One aspect identifig8hogren et al. (2015) is that
students with disability highlighted the use of technology such as tablets and laptops to access
learning and they mentioned thjgspecially in relation to writing tools. Even though students
with intellectual disability did not mention these in the intervigthe parents emphasised

that their children camdo work at home on computers and that it helps them in all literacy
activities. The void of technologgt being mentioned by students could also be attributed to

the lack of specific questienelated to this subject.

An important element in the study by Kubiak (2017) is that students have valued the aspect of
dialogue and discussion as in the present researghR G KA & Aa Of SI NI & SOf
b2Nl Q& SELINBaaiAzy GKIFIG GKSe gLyl G2 GFf1 Y:
Goldstein (2005})eacherscan develop expressive skitls students with intellectual disability

by generating interactive open discussions in the class and inquisitive questioning techniques.
Ikwen (2013) further discuss that when students talk freely about aspects happening around
them and what is going on ihdir everglay life, it contributes vastly to the development of
expressive skills and suppott® process of forming thoughts. This was evidenced in class
(FieldNote 19) whereby the English teachgenerated a conversat with studentson the

activities they did during the Easter activities. The engagement throughout this discussion was

L2aAldA@gSte y20iSR (23SHKSNI gAl0K GKS addzRSyitac
Furthermore, in resonance with Kubiak (20&7)i dzZRSy 0a Ay GKS LINBaSyd N
2LILIR NI dzyAGASE F2N £t SENYAY3I yR LISSNI O2ff o2l
(p.46). Norain her interview mentions that she gets support from her peers in class. This

aspect was not particularly mentioned in other student intervjdwsvever on the few
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occasions it was evidenced in the classroom observations, the engagement of the students was
SEGNBYSte KAIKD LG FSFHGdzZNBR 2y ydzYSNeRdza 200}
teacher. In these lessons [field notes 15 and 16], working collabeyatvith peers was done

to solve a problem task in Maltese spelling. It is observed that classroom discussion moves
from peer to peerand the teacher allows them to respond to peer thinking instead of between
teacher and student only. It was also obserthat the level of focus on the activity when
working collaboratively has also been quite high. In secondary schooling, friendships and peer
interaction are essentiadvidenced in Shogren et al. (2015) whereby students with intellectual
disability reported the importance of friendships in the secondary school. The participants of
this study also had autism together with intellectual disabditg the difficulty in building up
interactions could be a contributing factor in the Secondangl as opposetb what was
observed, more opportunities should be provided to such students to collaborate further in
class. Shogren et al. (2015) also reports on this and indicates that students with intellectual
disability have identified the importance of having st¢hemhucators support further social
interactions in the class. In class 10, where four out of five students had autism, peer
interaction was observed to be very limited even because each student had individualised
support of an LSE with him. In observatldigdd note 30, during an English lesgbi teacher

was instructing the proper usg questioning and answering whuestions and she guided
students to initially start with having adults as conversation partners and eventually move on
to peerto-peer conversations. This activity provided a structured context whereby students

could practice conversational skills with their peers.

Furthermore, positive aspects observed include a healthy competithosphere fostered in

the classroom where students can learn how to deal with defeat and success. This links with
the assertions of Abdolghaderi et al. (2024ho explains how peer groups can provide the
right ambience for encouragement and safe exploration. In fact, this aspect of encouragement
was evident in this class [Fid&ldte 18] whereby students were encouraged to seek support
from each other rather than from the teacher himselthey further add that when students

in a group are provided with positive feedback together with opportunities for peer
interactions which encourages praise will greatly improve skills in students with intellectual
disability (Abdolghaderi et al.,2021h FieldNote 18 it is further noted that success is

celebrated and a growth mindset is applied by the teacher as he was more interested in the
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process rather than getting the answer right. This notion is also in accordance with research
by Kubiak (2017Wwhich indicate that students with intellectual disability value activities where
instead of memorising and recalling facts, a thinking process is conceived. In relation to field
note 18, a greater engagement in the task was observed even though thiy atthand was
described as being challenging to the students because it was Maltese and, syaltimgvere

Y20 b2NIrQad FyR ! RIYQAa Tl @2d2NAGS adzwaSOod | yR
al. (2017) also report that their study studerts with disability reported that they appreciate

and engage more when teachers provide a challenge for them and make their brain stretch a
little more and look forward to rising to challenges provided. One important observation in this
Maltese lesson, resating with findings in Shogren et al. (2Qi@Yyolves the teacher using
buzzers and a game format to the lesson to target a language and a context in which students
are struggling but yet the engagement was positive because they were engaging ingbreferre

activities for learning.

Students in the study by Kubiak (2017) particularly value the aspect of a safe learning
atmosphere and this was evidenced when Nora lost the game together with her partner and
educators in class supported her to express emotions in order to process lingde&he

further indicates that she feels safe and in a supported class as she even suggests to the teacher

to change the rule of the game and time how much they take rather than setting a timer.
Another student in this class also feels comfortableng his opinion of Donald Trump being

a racist as a politician. In some classes, where students are given ample opportunity to make
their voices heard as much as the teacltds possible to have what Kubiak (2017) describes

Fa al LRGSYOGAlrft G2 o0dzAf R Y2NBE NBOALNROIf NBf
020K altdzRSyiaqQ @2A0Sa FyR (SIFIOKSNEQ @2A0S4a¢

Students in the present study also expressed their views on the support that they receive
during literacy lessons. These students indicated that their main source of support in class
comes from the LS&nd they refer to her as the teacher. There was no evidencetefcbing
arrangements in the literacy lessoagad the teacher was always mainly giving the lesson and
the respective LSE supporting the student. However, one aspect that was observed in the
Grade 10 class was that the LSEs yattgmes moving around and supporting other students
when required. The cohort of LSEs in this grade knew or had the experience of working with

all the students in the class. A beneficial aspect to this was identified in the LSE interviews as
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support during exam can be varjdait they will still know every student and thhes able to

support them further.

The present study highlighted a strength in literacy instruction which was identified as flawed
in research carried out by Ruppar (2015). This involves the topics of literacy targeted in the
literacy activities. Ruppar (2015) discuss that topics idenbfjeeducators fail to target the
interests and personal experiences of students with intellectual disability. The opposite was
observed in the CCP classes. On numerous occasions, the engagement level of the students
was high due to the topics chosen. e interviews, students expressed their favourite topics

in the lessonsincluding sports, bicycles, cultural aspects such as Carnival, Famous people,
cooking etc. It was further observed that literacy tasks identified often involved topics which
were appropriate and interesting for their age. Teachers were also particuiéilysed to

extend their lessonsntentions and modify activities when they observed that a particular
topic interesed them greatly. This can be clearly observed in Fele¢ 34 as lhe teacher
modified the activity and used the topic of hobbies and cooking when Shane and Andrew were
more verbal and participated more willingly in the discussion. The same was observed in Field
note 21 when famous people were mentioned in relation to dad ussaudand Nora and

Adam indicated high engagement as these famous people were singers and footballers that
they follow in their everyday life. Copeland et al. (2021) discuss that when teaching literacy to
individuals with intellectual disability thenotivation has to be prioritised as this will engage
them more whilst enhancing learning of literacy skills. They discuss that students might also
have intrinsic motivators for learning to readich can include social reaspeg., to socialise

with friends and peers as well as for entertainment purpo8asexample of this is whésn
mentions that he likes reading to access computer games. An important realisation identified
by Copeland et al. (Z1), which is relevant to the students in this studythat literacy tasks

are not merely there to be completed but students utilise these skills and knowledge gained
to involve themselves in aspects they enjoy and to actively participate in their community.
Thus, allowing a certain degree of chemaking will allow these students to voice out their
inclinations and ambitiongnd the educators should create the foundations for these skills
through lessons designed with the students themselves. This lednwen approach versus

teacherdriven approach wibe further dealt witHater on in the chapter
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Finally, it was evident that students with mild and moderate intellectual disability were able to
clearly express what works for theamd the mentioned methods are all recognised as part of
the universal design for learning and best practices to ensure that these can be provided with
the best teaching in their learning environment. In the upcomingtiseiime, the discussion

will revolve around the technicalities and processes of eliciting thesvoidchese students as

this was a core aspect in this resdaand shed light on how more studies can be replicated

with such students to obtain their views on a multitude of aspects related to their life.
5.2.2 Processes in eliciting the voices of students with intellectual disability

The perception fandividuals with intellectual disability continues to evpleadingo an ever
increasing impetus to explore the best ways in which the experiences of these individuals are
sought. The global effort to gain insightto their experiences tsoften led to solely getting

these from reliable others such as parents and educators. Bennett et al. (2017) capture this
FSStAYy3 6KSYy (KSe& RAaAOdzaa GKIFG at SNKFLBA AG 7
blanks, to lay our schema ateyhat we perceive as awkward silences or lack of functional
@20 0dzAf I NB GKFG £SHFR& dza 2 R2dzod GKFG GKS

QX

| appreciate more through this present research is that even though the student voices may
appear as different form of communicative attempt but the essence ought to be respected

and sought even more than before. It is for this reason that listening to the voices of the
students regarding their literacy experiences deserves a discussion on the proslesse$o

the elicitation of the perceptions, the consent process and the role of the researcher in all of
this. What has been convincing is that an art of listening is required with these students.
According to Bennett et al. (201T¥tening to their voices as they experience school life and
learning can provide us with a window to their lived situations, thoughts and wishes as they
progress in their secondary schooling. The quest is for students with intellectual disability to
havean audience who arsvilling to listen to verbal conversations, yes or no or simply a nod

or vocalisation to express their thougletgen if they are not verbal. This multitude of forms of
expressions should act as a basis to support policies such as UNCRC Article 2 (1989) which
states that it cannot be assumed that some children are unable to share their views and be
involved in decisn-making. Bloom et al. (202@)scusssti K i aA G0 O2y FSNAR (K:
standard methods of communication are not a prerequisite for attaining the views of the child.

Instead, it places the onus on the organisation to ensure that they are equipped to provide the
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necessary support to meet the needs of individuals in order that they are afforded the same
2L NI dzyAGdASEa 11a (GeLAOlrftfe RS@OSt2LAYy3I OKAER
model of disability whereby the deficit notion is not located within shedent but the

educators and researchers to overcome. Whilst the benefits of listening to students' voices is
uncontested, the challenges to elicit them are varied. For the sake of the students in this study,

this ought to be recognised, accepted and gaited. An aspect that | have observed during

the period of my data collection is that such a barrier could be the lack of opportunity and
experiences for students and educators to develop the skills of how to elicit the views of
students. This was eviderttéhrough the questioning techniques used, which were always

kept at a very basic level, and the expression of these students was not prioritised throughout

the teaching and learning. This aspect will be dealt with in further detail as this section
progreses. Perceived incapability is also another factor which tends to affect the involvement

of students with intellectual disability. It is reported by Bloom et al. (2020) that when educators

R2 y2i0 KIF@S | Of SIFNJ LINRBTFAE S hsEan hikdsr el@iingzZRS y ( &

conversation and views of students.

545 3ISYSNIGSR FNRY (KS addzRSyd AyuSNIBASsa
cognitive challenges might have hindered responding to questions with authenticity. Griego et
al. (2019) discussed that individuals with intellectual disability manitestsanggestibility and
moments of false memory due to decreased memory performance and limited attention span.
This was observed with the students in the present study wienchose théanguagethey

prefer most learning at school. Both Shane and Simon chose the Maltese language as their
preferred; however, both parents and LSEs indicated the opposite. Both interviews happened
after the Maltese lesson, so this could have been a contributingrfdctahe study by
Hollomotz (2017), it is discussed that students with intellectual disability might not be able to
concentrate for lengthy periods. To mitigate the memory aspect, the interviews were carried
out following a literag lesson; thus, students were more expressive as the experience was very
close tothe interview, timewise. On average, interviews wekept at around 3 minutes of
length. With some students, who were more verbal, like lan and Nora, the conversation was
longer as they were more at ease answering questions. Another aspect is the tendency for
acquiescence, and according to Morrison et &1€2, the likelihood is related to lower 1Qs.

This was confirmed in this study when Shane was being interviewed, and he always chose the
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lastYSY A2y SR 2LIA2yd ¢KAAa KILIWISya 620K Ay {KI
I RI'YQ& Ahé LSENSImMEtS Sop the recording as sheticedthat hewas choosing

the lastanswer.l explained that this is a possible occurrence in interviews with students with
intellectual disability However, the questions will be modified in order to confirm his
NBalLR2yaSaod ¢KAa O2yOSLIG Aa faz2z NBEFSNNBR G2
OSNE SOARSY (G Ay Usdsthgalir@diveregpbrsaigduénty. Thid coldde

due to questions being too long or a higher complexity than he can possibly manage i.e. using

the word yes to disguise a lack of understanding of an instruatigmestion. This was further
O2yFANNSR Ay {KIFIySQa araddza G6A2y Fa KAia Y20iKS!
to join me so we camakel O2 Y @SNAIF GA 2y 0dzi ,BukatdedNiiskaS R2 S a
AT €20 2F GFft1{Ay3 02y FdzaSa KA Ypalen)RnfRRz Sa y 2
she further states that using simpler language and paraphrasing usually helps her to create a

conversation.

The present study also agrees with Rapley & Antaki (1996) that individuals with intellectual
disability can also be ardcquiescence as students with moderate intellectual disability in this

study were also able to respond to questiofng. when Andrew is questioned about whether

there is an activity that he enjoys and given an option of videos or activities, he answers
W3l YSaQo CKAA O2ylUAydzSa G2 O2yFANXY GKIFG OKI

disability should not hder seekingheir views

One important aspect relevant to this study is the discussion of immediate echolalia observed

in students with Intellectuadlisability and Autism. During intervievgd®me students were

echolalic speakeysn some instances, these were usateractively and nointeractively.

When asked if he confirms that he likes acting, Adpléated the word acting rather than
dzaAy3d @Sa 2NIy2d LYy {AY2yQa AYUSNUDASH>S SOK2f
felt during the time that we were conversing. Hpeated sentences that he uses to keep

himself calm during activities and whilst Aateractive in naturgbut they have a self

regulatory function. This aspect etholaliahas repercussionsn their literacy experiences

because educators and researchers need to be aware of this when eliciting experiences. In
addition, this characteristic effect oral examinations in English and Maltese and these students

with intellectual disability areimpaatd YR [ { 948 YSyGA2y GKA& RdzNA Yy 3
LE recounts how on his way in for toeal examinatiod ¥ 42 YS2y S 3JIdzARSa KA\
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mormingQ KS gAff NBFRAfE& NBLISIG GKS & y$S SEI O
|l YRNBgQa [{9 sta faz2z O2yOSNYySR | o02dzi GKAa&
trying to elicit more expressive abilities and recounts that Andrew might beseaz#bout

what is asked of him and he starts recounting Goldilocks as he tends to repeat it and knows it

by rote.

Depth of questioning was another factor that affected the elicitation of their experiences.
Discussion can include communicating preferences, opinionsaretcquestions had to be

changed at times and a simpler question be asked. With students who had mild intellectual
disability, their capability to answer questipesy. what and which question&as more
straightforward. When given a choice of two or three items, they were able to choose
immediately. However, on asking them to explain or give an eggshpdents tended to have

a long pause to thinkout no answer was provided. This happened with lan, Nora, Zaya and
Adolf. This silence was evident whte questions asked were opa&mded. Time was still

provided to counteract possible longer processing time which is evident with individuals with
intellectual disability (Corby, Taggart & Cousins, 2015). Theenbals communicated their

difficulty in answering these questioisdzOK | a 221 Ay 3 02y FdzaSR Ay
Fa Ay %I & ardshoufing geSingd ndcatihg getting angrhiamself for not being

FofS G2 lyasSNI Ia Ay !'RIEIYQa aAdda GAzyed Ly
behaviours (Antaki, 2013) was keynd formulating questions in a manner that has simple
vocabulary and to the point to support understanding. Whilst the students eventually chose

from the options, howevetthe aspect of using a concrete frame of reference was essential.
Questions asked included visuals in order to support understandintpuif the presentation

of this might not have been engh. Hollomotz (2017) discuss that in his study, participants
GaSSYSR (2 FAYR AU KIFENR (2 GKAYy]l 2F 62NRa I
2F LAOGI2NBa FILOAfAGIFIGSR O2YYdzyAOlF GA2Yyé oOLIDdDmMp
of gudents was limited in the present research and will be discussed in further detail in the
limitations section in the conclusion. In agreement with Hollomotz (201R)S Wg K& Q |j dzS &

were not posed in student interviews as they pibteebe too difficul to answer conceptually.

Unresponsiveness could also be attributedmnanwillingness to participate at that particular
GAYS® {AftSyOS Ay GKAA &aAiddz GA 2ngbilityt © ArdzbeR vy 2 (

During the experience of carrying out student intervievs impression | got together with
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the LSEs present was that some students needed prompts and rephrasing of questions in order
G2 GStf GKSANI JAtBeuawtlindngss th gaNi@pyt@fdrthek il theSmEigve &
ga SELINBaaSR LINBiGGe adNery3ate 6KSy KS Of SI NI
was respectegdand the interviewwasbrought to an end. Students who were participants in

the study indicated, even through lesson observations, that they were indisputably less
articulate and this situation cread the need b use closeended questions. The less the

student was verbal or willing to provide his experience, the more-eloded questioning

increased. In the majority of instances, multiple choice questions were provided and
sometimes yes/no questions were used to break dtvencomplexity of a question. In some
AAlGdzr GA2yas &Saky2 OfFNAFAOFGAZ2Y 41 & dzaSR G
NAaS G2 NBOSy Op.463)0Thig dcdued b thé iBterview with Andrew when

his preference of laR dzl 3S g & 1jdzSadA 2y SR | yitie discyssioh Rl Y Q&

revolved aoundusing pictures to do creative writing tasks.

Finally, Hollomotz (2017) discuss how even though all strategies are employed for eliciting
narratives from students with intellectual disability it is possible that some information
provided is not understood as information on the context is not providetktail. In such

situations, having a close person to crolseck with is fundamental. During the interviews with

students, LSEs were presented and this was done when certain phrases or words uttered by
students were not in context. Considering that lEB&present with them oone-to-onebasis,

GKSe@ O2dzZ R AYyUSNLINB{G G Kwhenvskéedyboyt thebprefesfed jvay Y 2 v Q 3
of learning he answeed¥ 0 A 3 , bat Y$Efinfofed me that they do not do them in school

and thus the question was paraphrased and repeated again. Through a significant person who
knows the child well, it is possible to have more essence and context in the words expressed

by the students. This strategycalled triangulationand the intention of this study involved

isi SyAy3a G2 (GKS addRRSyiaQ @2A0Sa odzi | faz2 GKI
This will be dealt with in the next sectishichwill discussi KS & 1 dzRSy 1aQ SELISNR
GKS LI NByiaQ akKlINaAy3a 2F SELISNASyOSaod

5.3Theme 2Z; Parental perceptions and experiences on Literacy Learning
Ly GKS LINRPOSaa 2F StAOAGAY3 aiddzRSyidaQ ylI NNI
their parents is a natural process as they usually know them best in terms of how they learn

and in the way school experiences impact them in their everydaywomey & Shevlin (2017)
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discuss that listening to the voices of the parents is an important component in learning about
GKSANI LISNDSLIiA2ya YR SELISNASYyOSa 2F (KS OKA
GLI NBylda K2 gSNBE 2y 0S I RS LIianlohjectifichtidiofihel® LI N.
role as a parent of a disabled child which may be cultivated through interventions with
LINEFSaarzylfta FyR aO0OK?22fl@daderLti? mitlg@e a féejhof f ST A a
disempowerment, placing narratives of parents are placed at the forefront due to their
AYLRNIIFYyOS Ay StAOAlGAY3I GKSANI OKAf RNByQa SE
adzyaStf g hQal ff S &predsadthatnardy timel the afditiie vaice adbtbeir S
OKAf RNBY 4gAGK RAAlFIOATAGEY YR GKAA adzZl)K2f RA
FY T RRAGAZ2YIE @2A0S (G2 GKSANI 2 4Vhe éxperiehdesS & | NX
of parents viho participated in this study mainly reported positive experiences for their children

in literacy learning. However, they also mentioned several instances where they felt that the
a0K22f ¢l & dzyNBOSLIWIAGS (2 GKSAMisdOKddinkheea O2 Yy R
subthemes which mainly involve accessibility of information and subject choice, the role of

educators in literacy learning and the inclusion experience of these parents.
5.3.1 Accessibility of information and subjects

One major aspect mentioned by various parents includes the lack of access to information on
what is being taught in literacy. LSEs often inform parents on how their child is doing, but when
trying to support them at home, they find great difficulty duatlack of information about

what is being covered in class in terms of topics, books, workbooks or other experiences. In a
study carried out by Resch et al. (2010), one major theme identified is the lack of access of
information, especially when the chialr are norverbal or minimally verbal. This is an
overarching area that concerns the parents in my study as their children cannot be supported
fully at home due to a lack of material available and knowledge. A study by Paseka & Schwab
(2020) discusses thatsually, educators and parent partnership is not built on building
collaborative relationships between them but aims to give brief information on the child at
school. In fact, Ummabh et al. (202@)@accordance with the sentiment of parents in the present

study, established that parents of students with intellectual disability face limited information
NE3II NRAY3I SRdAzOF A2yt dGlrAYyYSYyd IyR aGKS f
OKAf RNBY T2NJ f S Ny A$M@). Thid aspest ¥ Slsentidad in DryfonetS 4 ¢ 0 L

al. (2019), whereby parental perspectives were sought on inclusive education for children with
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intellectual disability. They refer to this notion as limited cooperative skills that educators

might have and schools lacking in nurturing inclusion practices (La Rocuque et al., 2011)

When the parent of Andrew requested that he is given regular homework to continue
supporting him at home and this was denied, he felt rejected by the school management and
fighting for this access is something that is part of the educational journey mvwAmdthe

CCP class. On the other hand, Resch et al. (2010) report that when parents receive the
information they require, they feel relief and report a positive experience. This was reported

08 b2NIXQa Y20GKSNJ I yR %I &l Qalvewaegkest bHdd deyaked 1 S S LIA
communication with LSE has helped obtain this information on topics being covered in literacy.

In the present study, the notion of lack of communication and coordination between home

and school was also mentioned through Si@@n Ay G SNIBASES 6KSNB GKS L
not sure what is being done in the literacy lessons and relies on what the LSE reports back to
her. This indicates that on various occasions, liaison between school and parents is lacking and
this directly #ects the experience of students themselves as it mainly affects how much
parents can support their children at home to practise literacy skills. In accordance with
Wakeman et al. (2020), parents of Zaya and Nora have mentioned the importance of reading

and how that skill is encouraged greatly at home. In the study by Wakeman et al. (2020),
parents havattributed the importance of reading skills to bettered life outcomes. Walker et

al. (2022) alsdhas the same conclusions from their study and further emphasised that

GSy 3l ARy 3 i KoSé Inerady Kctivities MBsyhot a straightforward task and felt that
working together with teachers, through sharing techniques and insights and a greater breadth

2F (2LMAOa YR O2yGSEGaxy O2dzxZ R KSf L) Gidgws2 SND?2
with the parents also yielded information on how parents prefer to have books that their
children use at school, and it was mentioned that these are usually left in the locker at school,

and this is in agreement with Walker et al. (2022) which alsafout that when supporting

students with disability, parents are convinced that providing consistency across school and
home will support the generalisation of learning from one setting to the other, especially in
intellectual disability and autism. Whearentschool partnerships are strong, teachers can

f SINY [o62dz2i GKS OKAf RNByQa fSIFENYyAy3a adetsS |y

their children in making sense of literacy learning (Lilley, 2019)
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Together with this, parents in this study have attributed ICT skills and the use of technology as
Fdzy RFYSyGlt FyR NBfFGISR (G2 tAGSNIO& ajAiftfao
l YRNB Q& LI NByida o6SOFdzaS GKSa&ICDIAYpasnfsthavd S Y 2 I
highlighted the importance of the use of functional skills as an approach to literacy. Parents
attributed these skills to activities and events outside of the school and learning skills in the
O2YYdzyAlGed { AY2y Qdiculally Nd&d&in achviias ivich geSnto helthsJ

0Sad sre {KFIyS Oly tSINYy |a ¢Sttd ! yRNBEFQA
experience things, he can learn. However, a common echo was that although topics chosen by
educators are relevant to their children, thdp not support independent living skills or
supported employment. This notion of learning functional literacy is in line with research from

Wakeman et al. (2021), which also reports that parents have prioritised this over other things.

Teaching and learning during the pandemic were also aspects discussed in the parent
interviews. A study carried out by Amorim et al. (2022) found that parents reported that the
challenges of remote learning were not effective and felt very frustratedeatitiability to

support their children. In the present study, parents overall reported a positive experience that
GKSe t221 olFO1 2y 6AGK Ylye FRGFIyidlF3aSaod {KI
herself and was able to gauge how Shane learns hestgdliteracy tasks. Various parents
reported that it was good that they were online as they could have access to what was being
covered in terms of topics and material. Furthermore, they could observe the impact of tools

such as PowerPoint and how usingdia can support the learning of their children.

Throughout the interviews with parents, it was evident that parents indicated enthusiasm and
motivation to support their children in literacy experiences and furthermore, voiced their great
wish to partner more with schools and teachers in order for th@support their children in
literacy and language development. Educators have been identified as an important loop in

the chain for literacy learning, and this will be discussed in the nexheote.

5.3.2 Role of educators in literacy learning

Parents have particularly identified the impact that words and actions from educators have on
GKSY> SalLlSOAlfte ¢gKSYy (GKSAS IINBE yS3araAagdsS | yF
YSSRad® LIyQa Y2GKSNI RA&Odza a S Rtcanditibnilanhasandf G4 S& S
3r@gS + t240 2F yS3IALGAGS 02YYSyida 2y KAa 6SI|
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feels that some aspects of behaviour control when Andrew is at school is completely beyond

his control, and understanding that it is part of the condition can ease this situation. This makes

him doubtful of the fact that educators and SMT may not be tdagm®ugh to understand his

child and other children with intellectual disability or Autism. This sentiment is echoed by

LI NByda Ay GKS aiddzRé o0& adzyaStf 9 hQaltfSeg ¢
really understand how to work with a chidth disability.Comparatively, im study by Koch

(2020), teachers have reported that their words and actions are very powerful when
communicating with parents of children with disability. It is also reported that particular care

must be taken in the way parents are addressed and infeomahared. The tone used and

attitude are important as well. Another important revelation in the study by Koch (2020) is the

need for teachers to be knowledgeable and educate themselves on the conditions of students

they are teaching. Furthermore, this study identifies the importance of getting to know the
individual child rather than the condition only and learn about the uniqueness and how the
O2YyRAGAZ2Y A& AYLIOGAY3I GKI G LI NaranOdehtibrdd & ( dzR S
the importance of teachers reading the reports of her child. Parallel to this, and equally
AYLRNIEFYOGZ Y20K oO0vHnuno YSYOGAz2ySR GKFOG adGSIH
something that parents recalled that not all of theirchjd®@ad (G S OKSNA RAR¢ 0 LJ
GKAa O2yOSLIizs GKS O2yOSLIi 2F aSyairdagaie Ara
reports that parents of children with invisible disabilities (such as Autism) tend to experience

more negative happenings eh there are certain behaviours and would just assume that they

are not interested or being spoilt. All of these factors contribute to the overall experience of

secondary schooling and whether this is deemed as inclusive or not.
5.3.3 The inclusion experience

With regards to the inclusion experience within the school, parents have reported an overall
positive feeling of inclusivity within the school, especially in relation to the support received
FNRY GKS {SyA2NJ alyl3aSyYSyid ¢ fcepvabincluiod wiema LI N
she discusses that even though inclusion is being mentioned, there is still a long way to go and
GKFG KIFE@AYy3 GKSANI OKAEf RNBY Ay //t Aa I Oldz t ¢
parents, eventually felt that the €&lass was the best option for their children even though
iKSe I NB SEOfdZRSR TNRBY (GKS NBaG 2F GKSANI Y.
hard time lan had when he had to leave all of his peers and join the CCP class and had to be
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excluded from the Media subject that he was so keen on due to literacy skills which were not
@S0G dzLJ G2 adlyRINR® ! R2f FQa LI NByda FdzNI KSNJ
to have students in CCP choosing option subjects such as biaogy,esonomics etc, as

these children might be more inclined to learn literacy when done through a subject they like.
CKAA o1& AY FFANBSYSYyl 6AGK LIyQad Y2UKSNE 6K2

Media, which are the strengths in lan.

With regards to the literacy experiences and IEP, the questions asked involved eliciting any
positive or negative occurrences whilst their children were in CCP. Five parents out of seven
reported very positive aspects related to the IEP process. It weulkehfiiss from my end not

to report these as these include support from educators and HOD Inclusion during meetings,
goals discussed and implemented, and prioritising language development and literacy skills.
%2el Qa Y2GKSNJ S@Sy RA &Oxniites fdr litkrécy and lKnguage A a O dz2
development during the IEP, and the school supports her in implementing and teaching these
J2rtad ¢KS 20SNIft SELSNASYyOSa 2F LI NByda
confession, contrasts with parentssirdzy &8 St t 3 hQal f f S& oHnamM®ppL HK2
autonomy on the part of the school and less inclusion of parents in the dewiaking
LINEOSaaSaé¢ O6LIPHTTOD® ¢g2 SELISNASYOSa 2F {AY2)
overall positive expe8iy OS RdzS (2 (g2 | aLlSota GKFEG FFFSOG
reported that she feels that IEP is rushed lately, and she does not find enough time to discuss
fIy3dz3S IyR fAGSNIrOe aiAatta oKAOK I NME FdzyR
there is an aspect of the IEP meeting that she dreads every year. She feels that whoever is
LINSaSyd Ay (GKS L9t R2S&a y20 dzyRSNBEUOlIFIYR ! Rz
AYRSLISYRSYOS Ay OSNIIFAY &al1Aff adi{l\N OENETASAETES
reportedly feels under pressure to teach Adolf independent skills whilst she is trying her best,

but they are skills that take time, and the intellectual disability and Autism impact it.

Another interesting notion that transpired from the interviews is that parents in this study have
reported high expectations and believe in their children more than educators do. This was
evident in the confidence of their children in sitting for examomati This finding resonates

gAUK GKS &adGdzRe o@ !'f halAol SG FfEd oHAnNnPOI
development and their belief in their abilities are higher than outsiders such as educators. This

O2y TANNXA (KS yRSINE2Y YRRAY PORORY RAMI GAYy3I GKI G
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knowledge, which is interactive and often disregarded by other people around them (Kliewer

& Biklen, 2001).

Finally, as discussdry Ummah et al. (2021the perspectives of stakeholders educating
d0dzRSytia 6AGK AyiuStfSOldzat RA&LFOAT A Gey(d NHzL &
are accepted within a school. This is often a reflection of societal perspectives towards this

group of people.

5.4Theme 3 Ableism and disablimqyactices
G{ GdzRSyda ¢gAGK AydSttSOldzrftf RAAFOATAGASE I NE
a2¢é 0. SyySpasd)Si It dI HnamT

This theme is one of the latent themes identified from the analysis of the dataset. Questions
on ableism were not askedtHowever, dynamics of power and privilege leaked from every
corner whenever data was being collected, both from the interviews carried out with parents,
educators and SMT as well as through observations of literacy lessons in the classroom. There
were a number of ccasions where the stakeholders who have the powend&erules in
a0K22f 2NJ RAOUIGS LINI OG A O Soi stuBenty @ith intéllSciial K2 ¢
disability. Ableism is discrimination against these students with intellectual disalbitise

take the form of situated beliefs, preconceived ideas, mternalised assumptianthat
students with intellectual disability are incapable of learning or voicing their thoughts. Besides
the ones mentioned, ableism can take the form of negative attitudes and practices,
stereotypes as well as stigmas. When a school does not addressathileictly gives way to

the perpetuation of it across various levels. This phenomenof extreme relevance to the
students in this study as ableism affects the-weihg of the studentsvhich ultimately causes
barriersto accessing learning whilstenfering with the academic journey. A detailed look at
ableism and situated beliefs in literacy learning will be discussedafidsthis will be followed

by a discussion on barriers which are hindering literacy learning in CCP classrooms.

5.4.1Ableism and situated beliefs in learning

As described by Goodley (2014pleisminfluences all aspects of our |iend it is the world

view that individuals all have skills which are at a norm level. One of these examples is evident
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Ay tAGSNIXrOe IyR GKS FoAfAGe G2 NBFIR FyR gNRAIG
OFGS3a2NRT S LISNBR2Ya ¢6K2 R2 y20 KIF@S GKS ailAaf
term used widely and sometimes interchangeably is Disablism which is F2 NY 2+ a 2
oppression involving the social imposition of restrictions of activity on people with impairments

and the socially engendered undermining of their psyamotional welo SAy 3¢ 0 ¢ K2 Y
2007, p. 73). Disablism involves the practicesrémlilt in an unequal and different treatment

due to their disability which can be presumed or actual (Campbell, 2009) and such practices

are oppressive an@adsto exclusion of these individuals aneveryday basis (Gaskin, 2015).

Students with intellectual disability are often exposed to ineqaitg selstigma is often
internalised by these individuals and result in frustration and powerlessness (Zeilinger et al.,
2020) Using the social model of disability ensures that equality for individuals with Intellectual
disability is achieved. Various examples of ableism will be tackled next to identify how these
can have a direct impact on the students who participated in tilniy sThe first one involves

the students who are groupedeording to ability in this secondary school. Students in the CCP
are practically identified as the lowest baadd even though they attend a mainstream school

but they are segregated during their literacy learning and leisure time. This is confirmed by the

Head of School when she explains that

OWe reserve the CCP for those students athiie end ofvear §clearly show that their basic
skills in literacy areot acquired. This is confirmed by the teachers' feedback and the exam
marks. The CCP class is ideatimtentswho are struggling. Usually, they would be struggling
across the board. Their literacy level might b&eaf 4 primary level. Sometimes we have
students wh is more basic than thisand the CCP isot even appropriate for thensome
students are below the CCP level. Tlsas#entsstruggle moreand even teacherstruggle

with them. h the same clasa teacher would have students who atehe level of CCP and
students who are below this level. In this cteeacy learning is very pg@specially fothose

students with autism who have verbal challerigg$0S).

Institutional ableism is evident when students after Year 8 are isolated from their queers
these are placed together the CCRlass, without any choice on the matter. Furthermore, it
explains that when students are below the level of the, @ERCY learning is very poor even

though literacy is determined as a curricular priority for students with intellectual disability
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especially if they are severe (Agran, 2011). In another part of the interview with the Head of
School and also the HOD Inclustbrey both confirmed that students in Year 10 all have a level

that is below the CCP leyahd with this reasoning, literacy learning is of poor quality in this
class. When students with intellectual disability are taught comprehensive literacy instruction
this should support their development in listening, speaking, reading and writing. Thus, the
argument should not be whether the Year 10 students are below the CCP level but if the
teaching and learning going in the class is being carried out accordiagdos guidelines
established as best practices. Furthermore, segregating these students from other classes
moves in the opposing direction of what research reveals. Ruppar)(d6termines that
students in special education classes had a smaller growth in expressive skills and literacy skills
when compared to mainstream general classes. Thus students, when segregated in this
manner, are being oppressed and denidtk opportunity to have their literacy improved
through researcibased inclusive techniques such as shared story reading and time delay
(Ruppar et al., 2017Nieminen (2022) states that disablism is often manifested through
disabled students being segregatédithermore the Head of Schoalses language which
indicates ableism even in the terms used when she descrifidsere are also students who

have behavioural challenges. These would have academic difficulties not because they are not
intellectually capablebut sometimes problems such as ADHD hinders their focus and study
skillst @ ¢ KS AYLIX ASR YSIyAy3a Ay GKAA LIKNIasS Aa
students with ADHDand their characteristics of lack of focus and study skills allow them to
participate in literacy programmgbut those who are incapable intellectually are different.
Ableism is perpetuated in this context as it is assumed by the school management that one
disability might not require accommodation and the one necessitates them or that one
disability can be hameld more than the otheror that competencies are established with the
condition. In realitythis indicatesa lack of knowledge fahe various conditions as they all

necessitate accommodationsut these can vary across disabilities.

When school management was queried about the possible presence of students with severe
intellectual disability in the CCP class, they mentioned that in that situatiorkK S G S OK S N.
aware that he has students below CCP and most of the times these students hatiena full

LSEF YR GKSe& ySSR (2 FRFLIG GKS [/ /7t OdzNNA Odzf dzY ¢

practice as it is evident that the more the severity of the intellectual disability, the less the
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teacher is involvedand responsibility is shifted to the LSE to teach the student and tapt
curriculum. Thusstudents with intellectual disability might not be given equitable literacy
learning experiences because of the degree of sevéhty.is due to the fact that LSEs in Malta

do not have a pedagogy training course like teachers, and some of them have very basic

training in supporting students with disabilities.

It is also evident that the CCP is disabling certain studadis not serving who it is teaching,

what it is teaching and how it is teaching it. The literacy curriculum being taught is validated
only for a degree of diverse students. It seems that those who are in the margins of the margins
are being left unservebly this curriculum. The content of what is being taught is unreachable

for the moderate to severe students as the learning strategies to be developed are more basic
than those targetedand how these are taught often excludes students with more complex
needs. As a solution or possible compensatmnthis complexity, the school feels that
transferring the child to a special school, locally known as Resource Centres is the way to solve
it. According to Baglieri & Lalvani (2Q206¢ acceptance of segregated schools for individuals

who are different than normal is also ableism.

TheHead of Schogparticularly states that when students are below the GC® KS & OK 2 2 f
OFyy2iG OFGSNI F2NJ 6KSasS ySSRaé¢ ol h{od {KS NBO
on keepindher daughter with severe intellectual disability in the mainstream school and said
GUGKSe 0O02dzAZ R KI @S Yedrd they Bid nbtfemainzudckiod &nd ane of the”

LI NByida RSOARSR G2 &adl NI ,theyused®inssfthavvieisHoBdNd a O K
addzLILI2 NI KSNJ gl f1Ay3a K26SOSN) 6S RIh g sathe KI @S
situation i KS | h5 Ly O Soletds)ayidiedare $tédenis that when | see them in

class, | think that they are suffering because they cannot move, and do long hours seated. In
that casel feel resource centres are more appropriate for them. Obviously, it is difficult as Head

2F LyOtdzairzy L OF;Yawéver ®iEh@it vizib&ing it Wodld & beitdr.dxR Sy ( &
the end of the day, they are still being educated in the Resource ,Gertdréney are still

following a curriculum. They might need physiotherapy @agfryand the LSE is not certified

todoitda2 AF NBLIRAAGAZYAY3I Ad& NBIldzZANBR wSaz2dz2NDS

According to Dolmage (201 apleism is also manifested in assumptions about thebeail

of students and perceptions of individuals who do not meet the stestndards. This last
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guotation of the HOD Inc is laden with presumpticars] assumptions as stakeholders in
management assume that the student was suffering and that it is best for her to move on to a
Resource Centre. This was done instead of accommodating the student with environmental
adjustments or having an extra aide for gneestor practice. From the descriptions given by

school management, students are never consulted on the degisaang on which school to

learn in, integrating students with severe intellectual disability in mainstream education is not
prioritised and employing concepts of universal design is absent from these situations.
Unfortunately, this example confirms thatl 6t SAaY GKNAG@Sa 2y GKS o6
superiority of some andtiey FSNA2NR (& 2F 20KSN&E 2y (GKS o6l &A
2020, p. 2).

One form of ableism is education discrimination whereby ssboeducators within a school

do not provide accommodations to students with intellectual disabéity., notmaking

adaptations and failing to understand a disability. Unfortunatiedylack of adaptations was

confirmed to be a major issurethese secondary class@hrough observatiorand confirmed

through interviews, it was evident thatlaptations and accommodations were not ysa

a size fit all was used for the whole class. For instance, if a comprehension task is done, all the
students and LSE will do it the sa@ared no one Wl have a differentiated worksheet. The HOD
LyOfdzaAazy St I o2 NI (itSsverydyaggind far d SEsmakeadaptatods. 10 K I

FY y2d areiry3d GKFdG AdG Aa Srae (2 R2 050 das

Q¢

before, and this has to be sent from all teachers involved. In rehiiyely see adaptations in

classeg¢ CdzNIKSNX2NB:X Ay (0KS O2y@SNAEI GA2Yy>S &KS
/1t Oflhaa ¢K2 3IAGS GKSANI Fff o0dzi 20KSNRA gK2
differentiate to make them inclusive of all the abilities in the class is emfathm of ableism.

At the end of the interview, the HOD Inclusion further discuss that even though the LSE, as per

the job description are, required to make adaptations but these are still not done. Ne hands

on experiences are being given to the studerid this is mainly because adaptations take

time, as does differentiated teaching. Tithe mainstream does not serve these students who

have an intellectual disability. As is evident, the real problem is that teaching methods are not
inclusive of these students' learning styles and intelligences. It is very unfortunate to witness

that thissecondary school is hindering the students that, ironically, is required to help achieve
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and learn more skills. The social model of disability applied in this research relates to these
observations and reflects how these practices are actually disabling people (Nieminen, 2022)

In another aspect of the SMT interviews and discussion withiLB&sspired that the school
management has decided that all students in CCP have to sit for annual exams in a compulsory
manner. This kind of achievement is more crucia pgactice rather than celebrating each
student's strength. For instancethe strengths that lan, Andrew and Simon havevideo

editing through the use of computeese not recognised by the school but achievement
depends on a summative assessment which is a disabdiatice in itself. This is still praeti

LINE FdzaSte Ay GKS aoOK22f S@Sy (K2dzZa3K AaRA&Ll of
ONBIFGS ol NNASNBR F2NJ G4§KSANI f S KUNGhihe Same gote, Ay Of
school rules such as the compulsory sitting for examinatioese wot adjusted to
accommodate the individual needs of the students in Grade 10 even though these were
described as being students who are below the level of the CCP. As described by the HOS, if
adjustments arenade, the markwill not be able to be compared with the rest of the students,
SPSy (K2aS 6K2 FNB y2i RAA&al o asagsdelievgditinSt R (|
this way we stretched the students to their maximum not to end up a Laisse affaire issue.
5STAYAUGS inakeadaPtatiens e sheliD0%but we try to push students to their limits.

We are trying to get the best out of studebts ¢ KA a O2yFSaaAizy Aa | ¥Fd
whereby the student is considered as resilient and able to cope as a justification to the lack of
provision of additional support or accommodations used for testing purposes. Unfortunately,
ableism continas to perpetuate when parents in this study report that their children are not
allowed to use laptop instead of handwritin@nd this is dne in light of the fact that such
resources are not available when these students have personal laptops and all LSEs in Malta
are equipped with a laptop each. When alternative systems of recording information are
denied, the disabling effect is hyges parents of Andrew, lan, Simon and Shane greatly
KAIKE ATGKGSR® 2 KAf &l ,shy éxpesied tBab [atgldvas{dacidadyfoQa Y 2 (
remove the communication book in order for Simon to use more verbal expression and fade

this support. She also disses hown previous school years, Simon used to type when he
wanted to go to the bathroom, and once all of these are removed, access to basic things is
hindered. In the blogNe need to talk about Ableism in educati@®22, April 7) it is discussed

that ableism is also evidenced in negative perceptidtiseouse of AAC resources, especially

when these students need to request basic needs verbally
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5.4.2Barriers to Literacy Learning

Whilst inclusion is mainly concerned witle removal of barriers to learning, unfortunately
students with intellectual disability still tend to face various barriers in their literacy learning
experience and overall inclusion (Ahmad, 801Provisions mentioned in policies and
legislation sometimefeel that they are preached but not praetil, and as the data generated

in the interviews show, the effort implemesat and accountability to ensure that these are
happening are lacking. Barriers are create@ do this lack of effort, knowledge and
accountabilityand this places the students with intellectual disability in a position where they
have to overcome these @daily basis in the classroom. The barriers discussed in this section
will includethose barriers related to the skills of educators and attitudinal barriers. Lack of
communication between school and parents has already been discuslepdhinrepresenting

communication barriers.

L KIFIR (Sl OKSNE RdzNAYy3a GKS L9t RA&OdzaaAy3da (K
intellectual disabilities but these could be counted on one hand. Most of them say that they
belong to the LSE and even refuse to attend tie IE@ 1 h5 Ly Of dzAA 2Vy 0

CKA& ljdz2dS NBfIFIGSa G2 GKS GSIOKSNBRQ dzygAaftfAy
in the secondary school where the present study was carried out. When combined with the

| SIR 2F {OK22ftQa |aaSNIA2y U kicaling thé heydanii Sy 3 &
to teach the high achievers and not the students with intellectual disability, it gives rise to
several questions about the reason behind all this. In a study by Cameron & Cook (2013), whilst
FylFteaAay3a GKS (S latbKsSoNsudentawith il ankl yeikere Slisabidydti

gl a 02y Of dzZRSR GKI (G da3AGSYy (GKS | aadzYylLiAzy | Y2
disabilities were not the responsibility of general education, it is not surprising that teachers
alsoprofesse I f 01 2F {(y26ftSR3IS gA0GK NBALISOH G2 I
a lack of confidence in teaching these students was mentioned by the SMT coupled with the
degree of differentiation the teaching involves. The lack of skills to teachsdehts, is vastly

reported in the literature. Hauerwas & Mahon (2018) discuss that in their study, all participants

mentioned that no coursework at a university level prepared them for the education of
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students with intellectual disability. These teachers further discussed that whilst they were
taught that they had to differentiate, no one ever taught them how. These teachers also
mention the importance of knowledge in specified teaching techniques, aod approaches

used in order to support these students whilst have certain character traits such as patience,
braveness and creativity were also mentioned (Hauerwas & Mahon, 2018). This aspect could
also be related to se#fficacy beliefs. The Head @h®ol discussed this aspect in the spirit of
social justice, to have all teachers practice teaching students with intellectual disability. Whilst
the technique used of having a rotation system might be a technique to achieve fairness,
however, with practie comes seléfficacy beliefs. Subban et al. (2D2llscusss that as
educators gain experience, their belief to able to differentiate teachingtfmtents with
disabilities increases. It is also worth noting that in the local context, only general teachers are
available to teach in mainstream and resource centres. Copeland et al. (2021) also argue that
when educators have a narrow view of literaitys can further create a barrier to their
learning, especially when integration with communication systems is not utilised in literacy

learning.

Attitudinal barriers are aspects observed in the school context during literacy learning of
students with intellectual disability. This happens when educators are unable to understand
how disability affects the lives of the students. This can lead to aggtatsely and presuming
incompetence as well as what they want. This affects the lower quality literacy instruction that
students can receive and might affect them in pursuing careers. Equipping educators with
knowledge of disabilities is essential am@ tparents in this study have highlighted the
AYLRNIEFYOS 2F (GSIFIOKSNE NBIFIRAY3I (GKSANI OKAf RI
understanding them. This will promote full participation in the school life. One important
aspect of ensuring participation school life and curriculum, students with an intellectual
disability need to be taught in an environment which follows the concept of Universal Design
for Learning. This theme emerged strongly in the data set and will be discussed in detail
hereunder, skdding light on literacy learning and literacy assessment through the aspects of

the presentation of material, response methods and engagement levels.

5.5 Theme4: Universal Desigior Learningand Assessment
The fourth theme is encompassed under the term Universal Design for Learning and

Assessment because the analysis of the data set exposed important aspects which all related
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to the principles of UDL. The framework of UDL is generally applied with the intention of
improving access to general education and fostering participation whilst supporting learning
needs. My study was based in mainstream school, but the CCP classec@lecgucation

based. The classrooms following the CCP still have students who have different abilities and
needs and have varied preferences. Differentiation teaching and learning is still applicable in
these classrooms as students might have ADHDsmutntellectual disability, as well as
behavioural challenges. All of these conditions might give rise to literacy challenges, and the
CCP might be the programme that these students are learning literacy. As discussed by Coyne
SG I f ® 0H N wHromising hppradehiitSenfdbing dre students with significant
intellectual disabilities to gain access to resedmabed, balanced literacy approaches is
through the integration of UDL and technology to create more supportive and accessible
learning enil2 Y YSYy 1 aé¢ 6LIPMcoO P CAdNIKSNY2NB> ! 5] KLU
barriers that students encounter whilst learning literacy. Rapp (2014) describes UDL as a
strategy to eliminate barriers in instruction as well as assessments. Rao & Meo (201 expla
how the framework of UDL can scaffold and provides (a) Represergatiatiiple ways to

access knowledge, (b) Action and Expressianultiple ways to navigate the learning
environment and express what they know and (c) Engagemevay of becoming ah
remaining engaged in the learning. Each of these will consequently be dealt with in terms of

learning and assessment.
5.5.1 Representation in Learning and Assessment of Literacy

According to CAST2022 representation encompasses aspects such as displaying of
information which can offer malleability to increase claahd it encourages the use of digital
material as the characteristics of these can be adjusted much better than print material.
5SLISYRAY3I 2y O kBrmatidhcapsdispayed vife&RIz in terms of size of

text, visuals used, foréndcolour for information or emphasis.

During the observation period in the classroom, | observed a mixture of approaches being used

with students. In some occasions, teachers approached the planning and execution of a lesson
dzaAy3 (GKS ! 5] LINAYOALX S& A o Saied ndelsSaid abilBaslS & LIN
2F |ttt OKAf RNIMiFe 8AReeves, 201B) &nother sithatiohsSthe lesson was

planned in a way that created a challenge for these students with intellectual disability, so
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accommodations and modifications were required. According to Lieber et al. (2008), using
adaptations and making modifications is tiomsuming for the educator and LSE and will
benefit the individual student, whilst when the teacher uses UDL, it cantjatifeneach a
larger number of students. Furthermore, it plans for the success of the student rather than the
failure (Stanford & Reeves, 2009)

One example of the use of UDL and representation used appropriately is in Field Note 24 when
the Maltese teacher in Grade 10 introduced a poem on the interactive whiteboard, and role
playing acting was carried out. The poem was read, provided on the admtetsually, and

used kinaesthetic means to learn the concepts in the poem. The engagement of the students
was very high in this activity as they were involved physically and could move around and do
the actions named in the poem. Besides this, the sitedeere provided with a worksheet
containing eight questions that had to be answered related to the poem. As noted in the field
note, the question sheet had enlarged print and considerable space for written answers.
Through this example, the Maltese teachprovided options for perception and
comprehension as creative expression were included to support understanding of concepts in
the poem. Furthermore, groups of students were used to act these together, and
heterogenous groups were identified. The tesswevisited and read a number of times, and

the teacher also guided LSEs to read the questions a number of times in order to support
understanding. Students at one point encountered two words (paragraph and line in Maltese),
YR (KSe& RARY miofit] ayitide teddked expldinedytilese visually by marking
the respective structure on the whiteboard. Thus, visuals were used to illustrate these poetic
structures. UDL was also evident in a reading book covered with Year 11. Every student in the
classhad a copy of the book, and they had turns reading it. The teacher explained the
landmarks mentioned in London by showing them pictures and supplying them with
background knowledge, as students were unaware of what these were. CAST (2022) suggests
that canprehension is enhanced when information is presented in a way that activates
knowledge or supplies background knowledge on the topic. Using photos and showing videos
of landmarks supported understanding of this storybook as students could be related to

something they had already viewed.

Guiding information processing is another aspect of representation supported by the principles

of UDL, and a way to achieve this is through scaffolds and providing organisational methods
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and approaches to process concepts (CAST, 2018). Field Notes 28 and 29 show how a lesson in
Grade 10 was carried out targeting who, when and where, and it was done through the use of
pictures and a table for sorting these. Through this organisationaktadkents had to place

various concepts according to person, place or time. One strategy observed during this activity

is the scaffolding done by educators to support the students in understanding the task. As
discussed earlier, students in Years 9, 1QldArndainly followed activities done by the teachers

and adaptation of work was not evident. However, as observed on multiple occasions, LSEs
scaffolded very often throughout the literacy activities. According to Coyne et al. (2012),
GAa0F FTT2f RAY 03 EG $SWYWIFZF Y AYAYy3d YR YFEAYUlIAYAY
the task when needed, providing confidence for-tading, marking relevant information and
RSY2YyAaGNI GAYy3 LRGSYGAIT &az2ftdziAz2yaéd olldbmcno®
FNE GKS LISNE2Yya ¢K2 (y28 GKS aiddRSyaQa €SI Ny
which they can challenge students. Scaffolding was used mainly when the student was unable

to answer the initial question asked by an adult. Some examples waetditNBte 29 when

Andrew needed support sorting the picture of the school, and the LSE had to use a sentence
A0FNISNE Sd3Idr aoOKz22f A& | LIXX ' YR LINE GARA
park scene with families doing various activitees] he could not understand and reply to
jdzZSadA2ya adzOK a W2KIFI0 Aa KFELWSYAYy3IKQ FyR
guestions, e.g. Are there animals? What is the girl doing? And he was able to reply to these

and keep a conversation goingwsll. As per discussed in Zucker et al. (2020), when the
student does not provide aanswer,a downward scaffold is used in order to match the need.
Instances of upward scaffolding were not encountered during the observation period in the
classroom. Thimight indicate that level of students finds higloeder questioning hard or

SRdzOF 12NARE RAR y20 GNB G2 aGNBGIOK NBlFaz2yAiAy3a &
(2013) discuss that for effective teaching, the scaffolding techniques used hasatdhe

NAIKG £ S@SE GKFEG YFEGOKSa GKS aiddzRSyidQa OdzZNNB

Yet another aspect of representation is highlighting critical features that can make information
even more accessible through prompts or explicit cues. This will support the students to attend
to aspects that mostly matter over those which matter leasS{GC/R018). For instance, in

Field Note 2 the students are going to have turns in reading, and lan has difficulty following

text; thus, LSE marks some sentences with a highlighter in order for him not to be confused
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and lose place during reading. In Field Note 41, Shane is supported through text highlighting
when working on a grammar task. He was guided to match the same keyword (Saturday) to

locate his answer from the text.

In the activities observed, media was used to a certain extent. The use of PowerPoints, videos
and songs were all positive examples of this. However, the use of digital literacy is limited in all
aspects. For instance, when the use of @éoek was carriedut, it was only shown on the
whiteboard. Students did not have the facility to udmeks themselves and navigate through
them. Various research supports the notion of using digital literacy means as embedded
supports, such as interactive vocabulary agading strategies with a progress monitoring

system (Procto& et al., 2007)

Lieberman (2017) asserts that for educators to embrace @f2Lhas to ensure that lessons
provide varied possibilities and resources instrugsalone to mitigatehe learning needs of
students whilst designing assessments that aim at facilitating the strengths of the students
themselvesThe assessments carried out at the end of the year were a source of discussion in
class as LSEs and even teachers were sometimes concerned about how information displayed
on these exam papers. The SMT explained duniig interviews that the examination paper

is issued by the Department of Examinations and when this arrives at the school it is handed
to the school. A soft copy of the exam paper is not provided, and there is no time to carry out
changes in the contentrostructure of the exam paper. There were numerous aspects to

indicate that Universal design is not supported during the examination endeavour.

l R2EFQa [{9 YSyilAz2ya GKS FY2dzyd 2F Yl GSNRI §
d0dzRSyida |a oStf Fa GKS tF01 2F @QAradzfta G2
concerned that the oral examination is not supported with visuals and is ndu@we for

students who are minimally verbal, such as Shane. She further discusses that the presentation

of the exercise creates challenges for the students, especially when this does not incorporate
multiple choice, fill in the blanks or working with arevbank. Opesended activities and

exercises tend to be very challenging for the students who participated in this study. Another
aspect was that paraphrasing and supporting questioning with downward scaffolds are not
permitted in examination, which putisese students at a disadvantage as questioning style in
SEFYa A& 2F0Sy KINR T2N GKSY® {AY2yQa [{9 |If
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AYAGSIR 2F gNAGAYyId {AY2yQa [{9 Ifaz2 RAaOdz
reading and understanding of the texts in the exam paper, and this is something that affects

Simon a lot.

It is evident that multiple means of representation are not practised in summative
examinations that these students with intellectual disability have to sit for. In order to mitigate

these aspects, having exam papers and tasks in multiple formats,seigl avid verbal, can

help, as well as ensuring accessibility and the use of computers to hatesprech facilities

(Kennette & Wilson, 2019). Al Hazmi & Ahmad (2018), in their journal on UDL and intellectual
disability accentuate that in order to asfate UDL in schools, the use and integration of
information technology is core, and for this to happen, educators should gain knowledge on
K2g (2 dzasS (G22ta FyR aFRFLI GKS @FNRAR2dza (¢
intellectual disability can bé¢ tdZAKid¢ 6! € |1 FT YA g ! KYIFIRYX LI®dTno
secondary school, Watson & Tinsley (2013) suggests that the school readily invests resources

for IT to be used by teachers and LSEs during the lessons. Finally, this will boost the confidence

of the students with intellectual disability and have great access to information and a better
standard of living (Al Hazmi & Ahmad, 2018). Another chain in the support provided through

UDL is the action and expression, which will be discussed next.
5.5.2 Action and Expression in Learning and Assessment of Literacy

As per CAST (2P) guidelines, action and expression is a significant componergugspibrts

ways students are seen navigating the learning environment whilst expressing their
competencies and what they have learnt. Students that have different abilities and
impairments need a multitude of actions and expressions to have optimal leainisg
options need to be provided to them. In this subtheme, the intention is to discuss to what
extent UDLlwasused to support actions and expressions with the students with intellectual
disability in the CCP class. Overall, this area crehéthost bariers for the students as

echoed by students, educators and parents alike.

Students referred to modes of expression in literacy as being the challenging part of literacy.
Nora and Adam mention essay writing as the biggest challenge. Writing planniioy samche
students, the act of writing itself complicatthis process of expressing themselves in a

creative writing piece. When student interviews were analysed, organising ideas and cognitive
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processing for planning seechto be the most affected. Thinking of ideas and doing the
wo2YLRaAlA2yQ (GlFail ¢6Fra&a RSSYSR GKS KFNRSad LI
support his planning and thought formation helped considerably. In all observations carried

out, there wanly one instance when Adolf was doing a creative #askit was part of a past

paper activity. In this task (Fidldte41), he had to write about himself to a friendthre form

of an email and needed considerable helgltoit. Pennington (2016) dis@es. KI G & ¢ NA (
requires the neasimultaneous amalgam of skills that must correspond closely to a given
O2yGSEG¢ oO6L) pnodd Ly GKAAa OFrasSzi 'R2ftF ¢4l & NBI
enough vocabulary to describe, and also know what this friend might have wanted to read i

such an email. Pennington (2016) confirms that the alignment of thesesskiéldardest for

students with moderate to severe intellectual disability. In this situation, picindegaphical

support systems such as mindmaps were not us&& guided him with questions in order to

formulate sentences verbally first and then supported him in writing them.

One positive teaching practice observed involved a leissBnglishin whichstudents hd
difficultyunderstanding and responding to Wh questioHRsis skill coulde a strategy to essay

writing, ard the English teacher in Grade 10 worked directly on these to develop further verbal
expression, learning how to ask and answer questions as well in preparation for the creative
writing process. KedWalsh et al. (2008) remind educators thie development of
communication skills is often delayed in studentth vimtellectual disabilityd Kdza = G a Ay C
writing is a topography or form of communication, teachers must ensure that writing tasks
O2NNBaLRYyR gAIK GKS fSIFENYSNBEQ OdzNNByl f Sg@St
p.50). It was evident from the observations that besidesnigachallenges with putting

thoughts to words and words to print, students had laborious handwriting. This is an aspect

that LSEs mentioned in their interviewsgy. Andrew gets disengaged when doing past gaper
andthereimhid K @2t dzyYS 2F 6 NRAR Ay 3 65 that Remfatdstacidty Q& [ {
is done in the class, Simon tends to turn the pages, and if he sees too much reading and writing,

he gets discouraged and giugs She also describes how Simon was moved to writing with a
ballpeninstead of a pengiandthe letters written are still very big, taking a lot of space she

even expresssher worry asinclasa KS Kl & (2 3dzZARS KAY 6KSy (KS
has to instruct him to start a new line as otlvese keeps writing words on each othém.line

with Pennington (2016)these students find challenges in acquiring manual handwriting

194



abilities and thusrequiring assistive technology will provide thesth more access to them.

This was confirmed positively by parents who have expressed that their children are able to
write sentences about a topic using Micros0® NR | & | (22f o ! yRNEgFQa
he links sentence writing @aregular basis to family activities plannedy. going for a holiday

or to a hotel. This support Harris et al. (2006)owkates that motivation igssential to
developing written expression and usingpics that motivatethe student is highly
NBEO2YYSYRLI of S dsalsq ekpreasgdithie strahgitiBihyati Simon has in writing
sentences by typing themand they both expressed that the process is much easier through
typing as compared to writing. This is linked to the lack of manual handwriting skills that these
students would have. Joseph & Konrad (2009) also mentions that usueliystudents with
intellectual disability would not have been expected to write repertoifiess practice and
exposuren this regard would be limited. With regards to expression and communicafAaT

(2022 highlights that this can be done through various media as students are all djhecknt
some might have aspects with expressing thoughts verbalilyothes might have difficulty
putting ideas in writing. Pennington (2016) asserts that whatever method is tised
instructions provided should be explicit, increase in complexity gradually, and teaching should

happen through various contexts so it creates possibifitiegeneralisation.

With regard to summative assessments, similar issues to the learning aspect were identified.
The examinations were discussed with |[ISEER ! R2f Q& [{ 9 SELX I AySR
content of the exam papeare hard for the students and how these are compulsory. She
believes that this creates a barrier and students are being placed in a situation that is not
benefcialtot KSY® Ly Tl OGX aKS O2YLI NBa Ad Ay GKAa
AABAY A YS adzal NPé Opecketb Writkdn the ¢xanvin thelsalzik Bighiied | NB
that they do during the teaching and learning in the class. They are not even allowed to use
laptop or PC during exams and tjthe same challenges apply in these contexts. These include
handwriting which is not appropriate in size, spacing between words missing, too much writing
load as well as requiring prompts to start a new line with the print reaches the edge. LSEs
Ay Of dzZRA Y 3 | y RNEdisouss hbwycBmpfekehsioibtasis afe présented toack

front, and the student is not able to follow the text and find answer from it as they have to turn

the page all the time. Thus, responses drawn from the dextmuch harder to process,

remember and write down. According to Erickson & Koppenhaver (2@2ig AT and simply
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using a word processor and keyboard is the solution for better learning and even in
assessments. They further add that for certain students with intellectual disability, hiatee

good verbal expression, using speséaitext and textto-speech software can facilitate
understanding and writing. LSEs have mentioned the possibility of havingam@&sdor picture
banks during examinationsowever Erickson & Koppenhaver (2021) warn against these as
GKSe@ AaRNI YFGAOITf& NFBail Ndmpasea ertlthi Nefledis/ their A S &
0K2dzaKida FyR ARSI &¢ o0LIdOMGoD

Atthe outset, it is evident that these summative assessments are creating barriers and negative
feelings for these students with intellectual disabilitgwever, parents, whilst being positive
about these exams and have seen improvements from one year to tbe also reported
negative effects of examsicluding anxiety, tension, headaches and panic attacks in their
children. This goes completely in the opposite dioedb sustaining the importance of being
engaged in teaching and learning as being best environment that foster learning in
students with intellectual disability. The next subthemeexitlorethe important concept of

engagement for these students.
5.5.3Engagement in Learning and Assessment of Literacy

Engagement for students with intellectual disability is an essential component of learning. For
these student engagement is strongly correlated to positive learning experiences and
academic outcomes (LeLant & Lawson, 2019). In UDL, engagement is the third link to the chain
of support for students with intellectual disability. Studies such as Kurth(@0al) found

that students with intellectual disability, and complex language needs showed the least
engagement during literacy tasks. Whilst in this wtwhgagement in literacy was not
compared to another subject, howeyengagement was noticeable in the vast majority of the
sessions. Students in Grade 11 were provided with the opportunity to collaborate together
during a Maltese lesson. As per their choices in the student interview, both Nora and Adam
identified Maltese a their least favourite languageut working collaboratively has boosted

the interest in the activity being facilitated by the teacher. As per Tracey & Morrow,(2017)
engagement refers to the frequency with which students are able to sustain attention
throughout a literacy task. The fact that students in Grade 11 were fully engaged throughout

IS a positive aspect. This observation is in accordance with Hudson, (20ith) says that
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when students are provided with opportunities to collaborate during a literacy task, they

become more engaged.

Research carried out by Lightnex&lkinson (2016) on engagement reflects aspects observed

in the classrooms in the present study. They discuss that activities in the classroom should
amplify engagement levels to consequently also develop receptive and expressive language
skills especially in students with Intellectual disability. Recruiting interest is one of the
guidelines mentioned in the UDL by CAXPZ). The notion of knowing what interests the
students is a powerful tool for educators as lessrsbe gearetbwardthese aspects. The
students in this study mentioned various aspects that interest tivertuding videos, songs,

word searches, rolgplaying,andtopics related to their intereste.g. bike riding, competitive
games, teamwork, sports, current affairs, singers and actors, and cooking. When students were
engagedthis was indicated through their increased frequency of eye contact posthieh
indicates interest and time spent on the task. Taksp showed visible pleasure by smiling,
laughing andpersisting focus orhe task. Task engagement was also observed in such
situations and students were able to finalise a task and at tjreesn did it without waiting

for help. This happened to lan when he had a task with the sdnch he enjoyed and was
happy to do it independently without waiting for help.

Optimising value, authenticity and relevance to the stuQdiies is yet another factor
supporting class engagemg@AST, 2018). When a theme is current and personalised to the

f SI NJ SeNdagemdnis fdde noticed in the classroom. Being socially relevant and age
appropriate is also key. In Fiditbte 38, the Maltese teacher was covering a text about

WOKA f RK 2 2TR suppeY d6i8pvdRension with studerisK S f Ay 1 SR A G G2
summer and asked them what the throughoutthe summer.This piqued their interesand

they increased their engagement throughout the lesson. This observation ecboggestion

by Friend (2017), who identifies various elements that should characterise the tasks, including
LISNIAYSyOS 2 (didice &ithintReSaski Euithermdref i@ actoyt&nce with

Guthrie (1996)Y I {1 Ay 3 € SINYyAy3 LISNA2YyIlfAaSR (123SG$KSNJ

prior knowledge of the topic under discussion will increase engagement.

Minimising threats and distractions are related to engagement within a classamahby

creating a safe environment, students can focus their attention on aspects that matter (CAST,
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2018). In Grade 11, a lesson involving a healthy competition during Maltese literacy saw Nora
needing support as she was troubled due to losing in a game. In the same class, Nora felt safe
enough to show her emotions and even suggesthange of rules in a game. Another
important aspecbf this engagementhread is the involvement of all participants in the class
discussion. In Fielote 19, the teacheiinitiatesa conversation with the students on their
easter holidays. Through her discussions, she supports verbal language development and

attempts to elicit language from all studentst only those with stronger expressive skills.

Engagement during examinations was not obseitvedever the period leading to the exams

was characterised by working on past papers. The students in Grade 10 were anxious, fidgeting
more, and more behavioural problems were evideand this led toa lack of eye contact,
slouching on the desks and students looking quite sad. InNe&®9, it is documented that
students are indicating frustration and tantrums whilst looking bored and lacking interest. This
is a contrast to previous lessons. To mitighig in FieldNote40, the teacher decides to invite

the class outdoors to continue the work on the past paper in order to support their
engagement. This behaviowmasobserved related to research carried out by Parssinsl.

(2015) who alsoidentified similaritieswith the least engaging taskmcludingthose that
learners perceived as too haod thoserelated to the sole use aforksheets. Both aspects
GSNBE LINBaSyid ¢KSy R2Ay3 LI ald Lwhidd hskems thak A a
G a Sl G ¢rladdédolowed levels ofachievement and engagement in studerits.such
situations the disparity betweertheir perception off O2 YLJ SE (I a1 I yR
competency caused a lesser task engagement and manifagedients appearing confused,

frustrated and bored.

5.6 Conclusion

The narratives of students who participated in this study are rich and some of these
experiences are described explicitly through the interviews and some implicitly through
behaviours and through thoughts and actions of important persons around thesetstude
Four themes have been generatdulit their subthemes gave rise to many pertinent issues
regarding the experiences of these students during their literacy leam@igg inclusive
research, and in line with the theoretical framework identifiel, o& the themes and
subthemes identified will be discussed throughlbespectives of the social model theory of

disability and principles related to them, such as barriers, participation, social justice and giving
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a voice to the disabled child are core. It also allowed me to view the experiences of these
students through the reality of the classroom in order to instigate change and improve access

to literacy learning for these students with intellectual disability.

In the next chapter, a summary of how these themes answered the research questions will be

explored together with a discussion of the limitations of the study and recommendations.
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CHAPTE® CONCLUSION

6.1 Introduction

The concluding chapter wititend to summarise the research findings and how these have

F RRNS&daSR (GUKS &aiGdzRéeQa 20SNI NOKAY3I [AYXI 202°¢
beginning. | will then addressishresearch's contribution ttheory and methodology in
researching student voices. Limitations of the study will be reflected upon and discussed. This

will be followed by recommendations for enhancihg literacy experiences of students as

well as related to elicitintdpe voices of students with intellectual disability. Anotieal aspect

that will be dealt with in the conclusion is the potential for further research through the
adoption of the theoretical framework utilised in this study as well as finalising with some

conclusive remarks on the study journey.

6.2 The summary of the study

The intention of the study has specifically sought to éteiexperiences of students aged-13

16 years who attend a Core Curriculum Programme in a Mati@sstreansecondary school.
Students who participated in this research all hadild or moderate intellectual disabiljty

and five out of eight of these students had Autism as well. Whilst the research prioritises the
students as the main participants and stakeholders, | am aware that paéuatators and

the Senior Management Teamogether withtheir thoughts and actionfiave a direct impact

on these learning experiences in the Literacy subject. For this reason, insights from these
stakeholders were sought and have complemerttezin. One highlight of the study is the
multitude of ways that students with intellectual disability actually communicate with people
around them. Engagement in the classroom playedresideral® role and enriched their
expressiopwhichwas an objective of the research. However, another facet to the stady
situated bdiefs of educators around these students who often created pathways for learning
and in other instances created barriers for them implicitly. The study also sought to explore
GKS LI NByGaQ LISNOSLIiA2ya Ay NBf | dycarjedoue € A G S
with students, parentd SEs and SiWWho have an integral role in the teaching and learning
within the classroom. The theoretical framework adopted was fundamental in this research.

Being inclusive researcthe Social model of disabilignabled me to search for disabling
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barriers and attitudes that might be hindering these studehtalso helped me tadop an
approach wherebyfbcus on keeping students as the core participants rather than listening to
other stakeholders instea@hisapproachalsoyieldeda deeper insight into their experiences

and understanohg of their realities in the literacy lessonihe social model of disability also
provided the lens through which the experiences were analysed and allowed me to seek
whether inclusion and social justice were anpassed throughout. The review of the
literature provided the required understanding for the pillars of this stwdich were mainly
intellectual disability, engagement, student voice, and litetadiiemethodologyl gave extra
attention to the aspects of gatekeeping, ethical considerations due to the vulnerability of the
students as well as techniques which are best utilised to elicit their voices. This allowed me to
have interviews and observations in the classroehich yielded abundant datanabing me

to answer my four main research questions. These will be addressed in the next section.

6.3 Addressing th&esearch Questions
The data collected has substantially responded to rémearchquestions posedt the

beginning of this study mainly:

Research Question 1. What are the experiences of learning literacy for a group of secondary
school students with intellectual disability?
wSASIENOK vdzSaiAzy HD |26 R2 LI NByilda LISNOSAOGS

in secondary schools?
Research Question 3. In what ways do these students engage with the literacy curriculum?

Research Question 4. What approaches can educators adopt to further support and enhance

literacy learning for secondary school students with intellectual disability?
6.3.1 Answering ResearGuestion 1

Research Question 1 was answered through Theme 1 with the manifestations of student voice.
This question was mainly concerned with the essence of the experiences that these students
experienced throughout their literacy learning in the CCP. | felt thatgus not done to this
theme unless the processf eliciting the voices of students is considered as well. The

experiences of the students were expressed verbally through the elicitation process of some
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guestions which mainly deal with aspects of language that they prefer, the challenges they
encounter, thé favourite topics and interests, the support they receive and the approaches
which they find more useful. However, as | accentuated earlier, the experiences and their voice
were not solely related to what they said in the interview but also to what traasguring

the observations and the insights obtained from LSEs, parents and SMT. The exglegences
students identified as fun and related to thaiterest were truly observed in the classroom,

and students showed a high degree of engagem©éfith regards to language preferences,
some students had a different reply to what their parents answérgdhis could be affected

by a liking to that language following a lesson which was highly engaging. Student responses
also agreed greatly to challenges of literacy mainly relatettha@anriting creative tasks,
processingdeas and putting thoughts on paper. An aspetimentioned verbally by students

but was strongly echoed by parents, and LSEs involve thaf IdcRVhilst the students did not
mention it the manifestations of this were evident in the classroom as writing created a
disabling environment fatudents with intellectual disability. Anothelevant aspect is that

the ratio of activities carried out in class still constitute a high percentage of 60% with the use
of worksheets and workbooks which make the activifie® 2 y & NA 3SR NI G4 KSNJ
(Ruppar, 2015 p. 242). Multisensory techngjaad approaches are the preferred learning
atetsS F2NJ 6KSaS aiddzRSyda Ay GSNya 2F GKS |
responses once again are credjlale even research supports this notion when students with
intellectual disability are being taught. Their responses correspond to observations carried out
in the class whereby students showed heightened engagement in activities related to personal
experierces and topics which are relevant to them. Furthermore, the students valued peer
collaloration and indicated that when given the opportunity to work collaboratiteéy
engagement is still strong even though the activity might be challenging. One strength
observed in these CCP classrooms which goes against research, particularly Ruppas (2015)
that teachers were sensitive tbe interests of the children and were flexible to extend these
activities when the interest in the students became evident. In the second subtheme
representing this overall theméhe processe®f eliciting the voice of the students were
particularly explored. Observations in class shed light on the limited opportunities that
students had on verbalising or expressing their thoughts on aspects happening around them.
When this happens, the predisposition and capadslitf these studentto participatein

conversations about their experiences or opinions will be limited. Thoaughe interview,
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basic questions were required as students found it challenging when | asked what, which and
why questions. Another interesting aspect is thaggestibility may sometimes hamper the
interviewing procesKeeping the interviews short and soon after the literacy lesserekey

in obtaining this informatignas memory and attention span issues might affect them. The
tendency of acquiescence was evident in some situations through responding with the last
option or using yes for all questions. However, evasugh it is evident when there is
moderate intellectual disability, this was proved that this is not always the case with one of the
students and this continues to confirm that these challenges should not hinder researchers
and educators from seeking their views. The aspect of imnmediate echolalia was another notion
that had to be taken into consideraticend it was evident that the repetition of a phrase or
word is done to confirm an answer or used for regulatory purposes. The importance of a
significant ¢her such as the LSE important when interviews are done with students.
Furthermore, frustration is commonly observed when students are faced with certain
guestions that they struggte answer Depth of questioning was also another factor that was
important in the elicitation and silences needed to be interprettl once againthe
presence of an LSE in this case suggrty decision in whether | should wait for an answer,
probe further, repeat or rephrase the questidrne use ofimpler language,onicrete words

and paraphrasing are key strategies to use with such students.
6.3.2 Answering ResearGuestion 2

Research Question 2 was answered through Theme 2 with the parental perceptions and
experiences on Literacy Learning. The parents are those who know their childramdése

valid contributions in this research confirm it. A major aspect mentioned regarding the literacy
experience is the accessibility of information with regard to what is being covered in literacy
lessons. Parents usually link with the LSE to give thi@rmation on what their children are
learning. Lack of information hinders paremtsupporting them at home and establishing

the home school continuity. Parents view thislk of cooperative skills from the educators

and dampen the inclusive experience overall. Homework was also anothemesstened,

and the lack of homewor&ffects this greatly. These responses are all validcasrding to

Lilley (2019)when a strong collaboration is present between school and home, parents can
support their children in making sense of literacy learning whilst teachers can learn about the
OKAf RNBY Qa THe pdreNty dayedacksofil€ Tt uSedand assistive technology use huge
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importanceand this is considered a disabling practice throughout. Parents have reported
bettered literacy skills at home when their children use their laps@n in challenging areas

such as writing sentences and compositions. They also highlight the importance oftgames,

use of PowerPoint, topics that interest them and hamsactivities as these approaches
support their childrenn learningliteracy. In fact, parents reportedly enjoyed online lessons
during the pandemic as they could gauge anda@k&how moreaboutwhat was happening at

school and how their children learnt best. Hagents' experiences were greatly affected by
educators and their approach to them atigir children. They reportedly mentioned that
issues with educators, LSEs and SMT tend to dampen the inclusion experience when they feel
that these are not trained enough to support their children. The IEP experience is also
important and being heard dung the IEP and focusing on language and literacy goals matter

to them. One impdant aspect that transpired is the importance that teachers read the
d0dzRSyiaQ NBLRNIA FYR (y26 GKS ylFGadz2NBE 2F (GKS
need in class. Understanding that certain behaviours are part of a condition is also something
else that parents mentione@specially in relation to Autism. Providing students with options

to choose subjestand allowing them to study subjebighly motivated to them is yet another

key point indicated. Overala positive experience was remarkéd terms of literacy

experience, IEP and overall inclusion experience.
6.3.3Answering Researcuestion 3

Research Question 3 is represented in Themdnith includes Engagement as part of the UDL
concept. Engagement in the class by the students with intellectual disability said a lot about
their interests, challenges, favourites, as well as motivators. Engagement wasseanger

when collaborative opportunities were given in the class. In some lessons, students were
engaged throughoutindicating that the educator used the correct approaches and tools for
teaching and learningNVhen topics of interest sh as hobbies, singers, films, sports, games
and bike riding were carried out in class, full engagement was obst#wesdaonfirming that
knowing what motivates students is of utmost importance. Linking to personal experiences
and makinghem relevant to their lives ignother important concept. When this is done,
understanding is heightengdnd consequentlystudents were observed to get more engaged.
Being relevant socially and age relevant were observed to be fundamental. Prior knowledge is

also signitant to understanding and engagemgantd this has to be supported when absen
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Creating a supportive environment where students feel safe allows them to engage freely and
be more expressivas evident in the Grade 11 class when Nora was involved. Aspects which
created negative feelings and resulted in poor engagememe wiso noted. Doing past
papers which require a lot of writings cognitively difficult and characterisdxy a lot of
seatwork tend to create negative feelings in the students as they find these boring, too
challenging and taxing. The same aspects were mentioneslsyin the design of exam papers
which were characterised by small priatlimitedspace to write, and minimal visuals which

create considerable challenges in undertaking summative assessments.

Engagement was evidently dependent on the other two links of the chain of UDL, mainly
representation and action and expression. When students were supported with adaptations
or strategies, they were able to attend more. Adaptations and preparing mateaidvance

for the lesson wagmot observed angvas a barrieto their learning and a disabling practice in
itself. However, when the lesson was presented through the use gbplegimg, and included
visuals and videpshe engagement was positive. Scaffioddin the questioning used was
significant in the learning as well as in the engagement. On various occasions, teachers and LSE
had to do downward scaffolding to support understanding amg k& conversation going.
Highlighting important aspects and identifying information that matieas also something
observed which helped students in following a text. The expression aspect and response
method were greatly discussed in termdte# lack of use of IT such as laptops or tablets. For
the majority of stdents, writing was laborious, largedwithout spacingand thus using a
keyboard was a far better option for these students who are all computer literag@. Th
parents confirmed tlgi and lack of permission from SMT on the issue was seen as a large

barrier to these students in literacy learning and showing their competencies.

6.3.4 Answering ResearQuestion 4

Research Question 4 is represented by Theme 4 which discuss Representation and Action and
Expression mapping out the approaches adopted and that can be utilised in the classroom to
support literacy learning. Theme 3 ableism and disabling practices is a ciesgtional

theme. It will also inform this research questimecause the importance of identifying ableism

and avoiding disabling practices is substantial in ensuring appropriate teaching and learning in
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literacy. The first important notion in answering this research question is to identify aspects
where the educators and SMT have to act asabuigist and actually presume competence
when students with intellectual disabilities are involved. Teachingretvepsive literacy is an
approach which is evidenced to be appropriate where students are supported to develop
listening, reading but also speaking and writing. Speaking and writing in terms of expressing
their ideas were aspects which were minimally obserin the classrooms. Activities were
more related to listening and reading as well as receptive language. The involvement of the
teacher, in the teaching and learning is a priority even when students have moderate and
severe intellectual disability. Shify responsibility on LSE is unfair on these students and they
are being deprived of the right to be taught literacy from an educator with pedagogical
background. It is also essential that these students are educated in the mainstream school and
curriculum should be serving them whatever their level of intellectual disability.
Accommodations and modifications should be part of the provision that accompanies UDL in
class. Teachers should use more UDL to rebobaaer range of abilities, but considering the

need foradaptations should be prioritised. Accountability and supportive measures to ensure
that this starts happening in CCP classesmdamentalHaving teachers knowledgeable about

IEPs and condition of students is also another aspect which eallygaffect the literacy
development. Whilst having all of this knowledge, displaying the information in the appropriate
manner becomes second nature. When educators use multisensorial approaches and hands
on activities students tend to learn much fastencepts which are important for their life.
When worksheets are used, using appropriate fonts and font size and ample space to write can
help the students express themselves better and understand more. Using ICT as a means to
expressing themselves is apact of great consideration for educators and implementing ICT
across the teaching, learning and assessment is a huge step forward in ensuring quality literacy
learning. Integrating visuals in learning, as well as in assessments and oral examinations is
practically an accommodation worth considering especially when Autism is present together
with intellectual disability. Knowing scaffolding techniques has been proved crucial in learning
and also in expressing themselves. Various aspects can support esluoaémsure that

literacy learning to students with intellectual disability is comprehensive.
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6.4 Limitationsof the study.

The present study is not flawlessd even though particular care has been taken to ensure

the best qualitysome aspects are still limiting. The limitations of this study are discussed

hereunder in point form:

a. When in the initial stages of the study it was communicated that students with severe

b.

intellectual disability were out of the mainstream school an aspect of the research was
left undealt with. Through the interviews with the SMT members this practice and
notion was discussed thoroughly however carrying out student interviews with such
students would have enriched the data considerably. It waigd have provided
insight on how to best elicit experiences out of this cohort of students. This is especially
soasTurnpenny et al2015) refers to individuals with moderate and severe intellectual
disability as those who are seldomly heard and more at risk to be excluded from
research. Consequently, this created a lacuna in representation of individuals with
moderate and severe intectual disability in the educational research (lacono, 2006).
The students with moderate intellectual disability are heard in this study as they belong
to the same school which was chosen. The research is a case study and teaching and
learning within different CCP classes might vary thus it was decided that only mild and
moderate students will be interviewed and participate. Considering it was during the
pandemic, obtaining permission to do research in school was tricky. The cohditiona
approval was given on the basis of the original school only and attending various
schools was not recommended due to the pandemic risks. | have approached another
Head of Schoalith the possibility of reapplying to carry @asearch in another school
however | was informed that students with severe difficulties have movesktource
Centresas well.

When the choice of students and possible participants was carried out, some students
did not have an updated psychological report and 1Q that was used to determine the
severity of the intellectual disability was taken as per last report. In some sityations
the IQ can vary with age and thus some students classified as moderate might have had
higher 1Qs even though unlikely to change from moderate to mild. Having a recent

psychological assessment would have given a clearer picture of their severity.
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. Another limitation is that students might have still considered me as an authoritative
figure in class. | spent a number of lessons with them to familiarize myself with them
and get to know them more however my previous position as Education Officer in the
school might have affected even for LSEs in the class.

. Every student required a different approach. Even though the student interview was
piloted however each and every student needed a different way of asking questions.
Reactions were also different. Thus, some of my questions might have been too
complex fothem. In some instances, | felt that through paraphrasing more words were
being used and a lot of vocabulary might actually be distracting. Some silences might
have been interpreted incorrectly. Thus, even though guidelines supported me in the
process thes might need to vary from one student to another. Factors such as
tiredness, attention span, and genenall-beingduring the interview affect greatly.

. Another limitation of this study is that on hindsight, using a choice method with visuals
together with the verbal questioning would have supported the students. This is
because even if students were unable to verbalise their experience or their thought,
having cards available and using Talking Mats for instance could have been an
appropriate approach to use in parallel with verbal questioning. By the time this was
acknowledged, time had elapsed and going back to school and redoing the interview
with cardswould have lost is purpose as investigating long after it took place would
have been non sensical for students with intellectual disability.

One limitation of the study is the considerable data that had to be transcribed.
Transcriptions of student interviews took very long as non verbals had to be annotated.
Interviews of parents and SMT were lengthy in particular

. The nature of the study, being qualitative required a small sample size. Students with
intellectual disability represent a percentage in schools in Malta and the eight students
in this study is a very small representatidhus the experiences and opinion of these
students do not adequately represent the rest. Should a larger sample be used, this
could have generated richer data.

. Limited access to data related to the subject was a major constraint. Local research was
minimal and not related to literacyOkyere et al. (2020gnlso confirms that

internationally
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i. there isthe dearth of research that exists in listening to the voices of students with
intellectual disability. When this was carried out it was more in relation to inclusion
rather than specifically on literacy learning. Surprisingly even research on parent
perceptions was extremely limited. Wakeman et al. (2021) discuss that no literature is
available on examining literacy and instructional priorities from the perspectives of

parents of children with Intellectual Disability.

6.5 Potential for further research
The present research can be replicated for other groups of stu@gertshis can be potentially

done as follows:

1. The research can be replicated on micro level and macro level. Educators can elicit
experiences and thoughts in their own classroom on daily basis. Having question
formats and techniques outlined in this study, it is available for these educators to
follow.

2. On a macro level, the research can be repeated with other students with intellectual
disability who attend other secondary schools. It is also interesting to obtain the views
of the literacy experiences of students who attend Resource Centres and viels of
cohorts are joined to evaluate the various experiences in an attempt that teachers in
mainstream discuss more closely with teachers in Resource Centres.

3. Another aspect worth researching is listening to the voices of students with severe
intellectual disability in order to represent the range of abilities. Possibly including
students with profound and multiple learning difficulties can be an area worth
exploring.

4. Getting views from students in various schools attending CCP classes can possibly give
a clearer picture of the strengths and areas of development of the CCP curriculum and
whether this can possibly give more functional opportunities to students.

5. Research on eliciting views of students with intellectual disability can be also be
accompanied with use of visuals to support the expression of their thoughts and views.
Systems such as Talking Mats can be utilisecliciting these viewgMurphy &
Cameron, 2008kExploring other suggested methods to elicit views which might include
social media which can offer opportunities for students with intellectual disability to

talk about their life and experiences (Caton & Chapman, 2016)
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6.6 Recommendations
This study has identified various aspects that lbarmeveloped further to support more
students with intellectual disability. These can be summarised as recommendations for

practice athe school level as well asthe class level. These are as follows:

1. Schools can implement a policy of including student voice in their actions related to practices
within the schoolThe wices of students with disability can be includethéschool council

YR aLsSota NBtSOryld G2 GKS aiddzRSydaQ tAFS

2. Parents of students with disability should be supported to make informed decisions about
the placement of their children in relation to the CCP class. Furthertherppssibility of
students choosing option subjects can be considered and develegeekcially when these

are functional such as ICT, Media or Home Economics

3. School and educators can create stronger links with home and ensure that information on
what is being covered in literacy is shared on regular basis. Descriptions of topics and work that

can be done at home can facilitate this for all the families.

4. Schools to invest in ICT equipment including software that can possibly facilitate reading and

writing with all students especially with those with intellectual disability.

5. Lessons in literacy should be characteriseanblfi-sensory approaches and taking in
consideration the Universal Design for Learning as a principle. Considering the multiple

intelligences and learning styles of students is key to ensuring comprehensive learning.

6. Literacy lessons are to be more balanced in their intention to target the four strands of
literacy with special consideration to writing and expressive abilities to support further the

development of these areawhich tend to be more challenging for these students

7. Educators are to be equipped with more specific training on how to provide comprehensive
literacy teaching and strategies and approaches that can be utilised in the class. Knowledge on

how disabilities impact literacy learning is also essential.

8. Workshops for teachers and LSEs can support liaison between them and allows for

communication on what literacy activities will be covered and what kind of adaptations or
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accommodations are required. This is particulaggded for scaffolding purposes and pre

tasking when necessary.

9. Training specific on utilising ICT throughout learning and assessment in literacy is of utmost
importance. Knowledge on software available and Assistive Technology equipment can sustain

this endeavour.

6.7 Conclusive remarks.

In the beginning of the dissertation, | started with the idea of authorising the voices and
perspectives of students with intellectual disability. Through this journey | realised that the

word Wuthorisingh & Ay O2NNB OGP L RARY QiU OKIFy3aS Al 06SC
voice was already there. It was always there. It was not something for me to authorise or to

give. They have it and always had even if they never utter a word verbally. Thengriljdlve

to do is to honour it. The way telelrateit is to listen to their voice with my ears asloserve
themwithy @ SeéSad aeé FAYylIf K2LJS Aa GKIG L gl a t2e
of their experiences and may this reach the stakeholders who strive to make their literacy

learning meaningful whist developing their optimum potential.
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APPENDIX: OPEN ENDED AND CLOSE ENDED INTERVIEW Q3ESMWBNEER
VERSION

Range of opesended questions

¢ Mi®EQ

What is your lesson in  English like?

¢ Mo

What is your lesson in Maltese like?|

?IIDF@M?

How are English or Maltese lessons helping you

g A% SLEOEE (B

What is the hardest thing to do in  English / Maltese?

? e rh?

Does the teacher helps you

& <O It o* B3

What  was your favourite topic?

s &t O

What would a perfect lesson be like ?

M Rsl 2 © fh

Did you receive help when you asked for it?

TS = 7

How did you feel when you spoke with the teacher



Range of closended questions

oo B8 [ 3

Doyou prefer English or Maltese lessons?

o T HI

Which is harder reading or writing?

s M b ?

L ]
What doyou prefer grammar or writing stories  ?

Vefreld & % 9

L
Who helps you in  class, teacher or supportassistant ?



APPENDIX BEMI STRUCTURED INTERVIEW QUESSMINSND PARENTS

Questions for SMT

What is your role within the school?

For how long have you been in this role?

What do you think about the literagxperience that students have in the CCP class?

In what ways do teachers and LSEs ask for support on the literacy aspect?

What do you observe regarding interaction between teachers and LSEs during literacy lessons?

The school support students who mainly have a mild and moderate intellectual disability.
Students with severe intellectual disability are receiving their education in other settings. What

is your experience of these students who are severe?
What challenges were encountered when teaching literacy to these students?
Were educators willing to support them in a mainstream context?

Can you kindly explain what system is used to decide which students and how students move

from a mainstream school to a Resource Centre?

Questions for Parents

For how many years has your child been attending CCP class for literacy?
What have been your experience so far?

Were literacy experiences positive for your child?

Do you think that the experiences that students are receiving in literacy are preparing them

for their life and for future employment?
What areas of literacy does your child prefers and why?

What areas of literacy does your child struggles with and why?



What can you tell me about the experience of literacy homework in relation to what goes on

in class?

Would you like to see any changes with regards to the literacy curriculum? Are there any skills

that you wish that they learnt?

What are your general experiences in the secondary school in relation to inclusion in general
and the IEP process especially when discussing goals related to language, communication and

skills related to literacy?



APPENDIX OBSERVATION TOOL

Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

Name of Student:

Grade:

Level of intellectual disability:

Teacher:

LSE:

OBSERVATION CHECKLIST - ENGAGEMENT

Taken from Le Lant, C, & Lawson, M.J. (2019). Anew student engagement observational
instrument for use with students with intellectual disability. Journal of Research in Special Educational
Needs, 19(4), 304-314.

OBSERVATION CHECKLIST - LITERACY INSTRUCTION

Taken from University of Texas (2006) Circle Classroom Observation Tool. Retrieved
cotrevised 91216.pdf (cliengage.org)

OBSERVATION CHECKLIST - INCLUSION MARKERS FOR ENGAGEMENT

Taken from Nicholas, N. (2020, November 12). The ultimate student engagement observation
checklist - Classcraft Blog. Resource Hub for Schools and Districts.

ttps://www.classcraft.com/blog/student-engagement-observation-checklist/



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

SOCIAL AND EMOTIONAL FUNCTIONING COGNITIVE FUNCTIONING
0 Needs some direction with changes to ) | Difficulties acquiring new information, making
routine/transitions connections and generalizing
e ] When frustrated, will respond with minorarno | () | Some difficulties understanding and following
physical aggression instructions
@] Some difficulties with impulse and anger O | difficulties with multistep and complex tasks
control
@] Minor levels of anxiety O | Skills and abilities unevenly developed across
assessed areas
o) Occasionally fails to respond to mild ) | Needs concrete task presentation
behavioural intervention e.g., proximity,
signalling, stating expectations, redirection,
verbal correction, ete
9] Needs some structured behaviour management | () | Difficulties with complex problem solving
techniques fprocedures e.g., token economy,
checklists, shaping, response cost, quiet time,
praise, etc.
0O Will take responsibility for own action only O | Can learn information, but may not generalize or
when urged easily apply concepts learned
9] Generally attempts new or novel experiences/ Difficulties understanding socialfinterpersonal
activities independently nuances, especially when they are not easily
observable
e ] Some inability to respect the rights of others Difficulties with transitions or changes in routine
O | Able to problem solve personal and COMMUNICATION FUNCTIONING
interpersonal issues with minimal adult support
0O May attempt to cajole or intimidate others - ) | Difficulty understanding multi-step
antisocial or inappropriate behaviours
@] Sometimes interacts/plays with children much | O | Requires support to attend to or participate in
younger or need adult support to socialise conversations/class discussions fsocial
interactions
0 Occasional non-compliance/defiance ) | Difficulty using and interpreting abstract
language
) Easily influenced by peers to engage in risky O | Difficulty interpreting, responding to, or using
behaviours non-verbal cues
@] Socializes with peers at a superficial level O | Requires significant time to process language
0 Intermittently invades personal space of others | () | Requires reduced rate of oral presentation
0O Can only read obvious and concrete social cues | O | Information must be presented in steps/chunk
0O Displays sexualized behaviour e.g. comments, ) | Difficulty communicating needs, experiences and
touching, language. interests
@] Occasionally uses some verbal aggression O | May use some vocalizations to try to
(words, volume, tone) to respond to conflict communicate with others
) | Augmentative and/or alternative communication
systems required for self-expression and learning
) | Support to interact with others needed
O | Dependence on imitation/scripts to follow
routines
O | Lack of communication skills may lead to
frustration,a‘anger; often socially isolated
) | May have moderate to severe dysfluencies

impeding overall communication




Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

Nama of student
Age and Year group
Degree of ID SMidID <>Moderate 1D
Lesson OMaltese  <English
Time of lesson

Description of the lesson in class.

Task engagement behaviours: [Time on task]

O no activity related to task, refuses to do task, pushes task away

O on task rarely, reluctantly complies with instructions

O on task some of the time, complies with instructions, but gets distracted, fidgety, does not perform task readily
O on task most of the time, performs task quickly and readily without interruption, attanding.

Notes:

Task engagement behaviours: [Eye contact with teacher or task and posture]
O No eye contact with teacher

O Looking towards teacher or activity, but not to engage

O Eyes frequently on taacher or activily

O Predominantly watching teacher or activity.

Noles:



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

Affective engagement behaviours: [Facial expressions, showing emation]

O Sad, cries, pouts, angry, frustrated, tantrums; child clearly no enjoying self

O Not upsst but lacks real interest; looks bored and expressionless

O Shows some momentary, intense interest; smiling and looks pleased

O Shows sustained intense interest; laughing appropriately, looking to interact with the Teacher, be part of the group.
Notes:

Affective engagement behaviours: [Persistence]

O No attempt to complete focus activity when persistence required

O Made some effort to complete focus activity with assistance when persistence required

O Made some effort on own, but also required assistance with focus activity when persistence required
O Persisted with focus activity independently.

Notes:

Cognitive engagement behaviours: [Looking for any feature that connects material to anything the student knows or adds to
the task] — Selection use of material

O No sign of selecting material

O Selects material, but inappropriate to the task

O Selects some or part of the material but not enough to complete task
O Selects correct material, completes task.

Notes:



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.
Cognitive engagement behaviours: [Looking for any featura that connecis material to anything the student knows or adds to
the task] — Elaboration — relating to or transformation of material
O No sign of connecting material to prior leaming

O With or without prompting, but no clear connection with material i.e. atiempts fo elaborate but comments unrelated to
ask

O With or without prompting, connects material with previous leaming

O No prompting required, connects material with an original elaboration; extends ideas creates other relevant words. Can
include non-verbal responses i.e. writing, sign.

Notes:

Cognitive engagement behaviours: [Self corraction, questioning]

O No sign of relevant questions, self -corraction or recognition of error

O With prompting shows some recognition of arror, but no clear connection or questions ralated to task

O With prompting recognises error, some comments related to error and/or task. No relevant questioning

O With no prompting, self comrects, asks relevant questions. Can include statements about the task, the environment.
Notes:

Cognitive engagement behaviours: [Progress with a problem in tarms of accuracy]
O No progress or not required

© Some progress with much assistance

O Attempis on own, selects a strategy, partially corract.

O Carries out task spontaneously and accurately. Selects a sirategy.

Notes:



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

O Is there evidence to suggest that students feel safe respectfully sharing an unpopular opinion ro a view that may
challenge the educator?

O s there evidence of student joy in the classroom? (Indicated by student demeanour — smiles, laughter and humour and
excitement to work on new product)

O Do students have the opportunity to discuss higher order thinking questions with their peers?

10



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

© Does classroom discussion move from paer to peer , allowing them to respond to peer thinking, instead of always
moving between teacher and student?

O Do classroom visuals support content or skill goals from the curriculum? Do classroom visuals enhance or support student
understanding of the material?

11



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

O Are lessons structured to avoid down time? { challenge work for early finisher or teacher moving soma students through
activities without breaking the instructional flow for others)

12



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

Name of student

Age and Year group

Degree of ID SMidID <>Moderate 1D
Lesson OMaltese  <English
Time of lesson

Description of the lesson in class.

ORAL LANGUAGE USE: LANGUAGE TO BUILD BASIC AND ADVANCED UNDERSTANDING

O Names/labels various items and specific paris of objects (e.g., instead of “Hand me that,” “Hand me the apron.”).
O Describes how items look and feel; describes action

O Compares/contrasis how items/actions/etc. are the same or

O Inference/judgment, I.e., discusses something not explicitly stated or obvious; discusses making a decision based on
evidence or prior knowledge

O Links/makes connections to child's personal experience or child's prior knowledge (g.g., the bear in the texd “sniffs” and
teacher links

O Explains function/cause and effect

Notes:



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

ORAL LANGUAGE USE: VOCABULARY / LANGUAGE INSTRUCTION

O Talks about vocabulary word{s) in the context of a meaningful activity when it occurs outside of a book reading activity
(e.g., during a science activity).

O Excludes vocabulary falk before, during, and after read alouds.

O Provides a child-friendly definition that explains the meaning of a vocabulary word

O Encourages children to say/repeal a vocabulary word with the teacher.

O Encourages children to act out a vocabulary word

O Usas graphic organizer to teach vocabulary or concepis

O Gives examples and non-examples or synonyms/antonyms of the vocabulary word to build meaning around target word

Notes:

ORAL LANGUAGE USE: ELICITS LANGUAGE FROM CHILDREN

O Asks knowledge level, basic questions (hava right or wrong answers based on what you can ses, hear, smell, taste, touch,
name, describs, recall, etc.).

O Asks higher lavel, open-ended, thinking questions (analysis or thinking required, “why,” "how,” compars, link, explain,
elc.).

O Downward scaffolds children's incorrect, ambiguous, or non- response fo build their oral language use (e.g., simplify the
question; provide clues; reduce choices to either/or question, “Is it too desp or too heavy™, provide a cloze prompt, “The
bucket was too dee..." (deep);

O Upward scaffolds children’s correct responses or child's new topic to build their oral language use (e.9., ask for explanation,
alternative ideas, or linking; brainstorms more challenging ways fo play/use materials).

O Attempis to elicit language from all children, not just those who volunteer or those with stronger speaking skills (e.q.,
some tools like equity sticks, name tags, or calling on/ directing comments to less engaged children).

O Engages children in conversations that involve child and teacher taking multiple turns about a conversational topic

14



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

Notes:

ORAL LANGUAGE USE: SPEAKING/GRAMMAR SKILLS

O Models for children how to express their ideas in more mature sentences (e.g., expand child’s words by adding an idea)
O Explains to children how to listen to others by looking at speakers and showing genuine interest in their ideas

O Encourages children to correctly pronounce a word (e.g., recast child's statement with correct grammar)

Notes:

ORAL LANGUAGE USE: CONTEXT (THE WHEN/WHERE)
O Involves children in large group oral language activities.

O Involves children in small group oral language instruction (e.g., Tier 1-small group for all students or Tier 2-additional
small-group for targeted students).

O Provides support and encourage children in oral language practice during center activities (e.g., joins child in center and
has a conversation with him/her about what s/he is doing).

O Involves children in oral language fransition activities (e.g., having children answer questions before moving from whole
group to centers).

O Talks about oral language during unplanned/spontaneous activities (e.g., taking advantage of a teachable moment during
an unstructured activity such as outdoor time or meal/ snack, or making a meaningful connection to oral language during an
activity in another concept area).

Notes:

15



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

READ ALOUDS: BEFORE READING

O Talks about book and print concepts such as: title, author, illustrator, or cover/parts of book, directionality, etc.

O Asks questions/prompts children to activate prior knowledge of book content or elements related to children’s knowledge
O Introduces words/concepts that build background knowledge for the overall understanding of the story

O Tells what the story is about with a brief introduction/ overview,

O Uses a read aloud chart or other visual aid to support or introduce the read aloud or topic (e.g., flannel board pieces,
puppets, other props).

O Asks for predictions (“What do you think will happen?”; “What is this story about?”; “How do you think...7").
O Gives a purpose for listening to the story (“As | read, | want you to think about/listen for...").

O Defines a comprehension strategy and explains this is generally something good readers do (e.g., making connections,
making predictions, summarizing, asking questions, using prior knowledge, comparing/contrasting, making inferences)

Notes:

READ ALOUDS: DURING READING
O Reads with expression to capture children’s atention (e.g., dramatic tone, special voices for characters, efc.).

O Acknowledges child responses or acknowledges children who initiate their own topic during reading with simple praise
or brief acknowledgement

O Asks knowledge level, basic questions (have right or wrong answers based on what you can see in illustrations or hear
from the words read aloud; eg. recalls names, events, and descriptions, efc.).

O Asks higher level, thinking questions (analysis or thinking required, “why,” “how,” compare, link, explain, etc.).

O Builds or expands on child responses by adding more information with more than simple praise/brief acknowledgement
O Gives child-friendly explanation of vocabulary words in text (e.g., “Dangerous means not safe)

O Asks children to quickly act out important words or ideas in story

O Encourages children to say/repeat a vocabulary word with the teacher.

O Models or asks children to use prior knowledge connected to previous themes or classroom leaming topics

O Models or asks children to make connections between the text and their life or experiences outside the classroom

O Models or asks for predictions (“What do you think will happen if...7"; *How do you think...?").

O Follows up on predictions made to confirm whether the prediction did/did not occur.

16



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.
O Models or encourages children to think about the purpose for listening discussed before reading (e.g., “We were thinking
about...").

O Models or thinks aloud to draw attention to a comprehension strategy (e.g., making connections, making predictions,
summarizing, asking questions, using prior knowledge, comparing/contrasting, making inferences)

Notes:

READ ALOUDS: AFTER READING

O Asks knowledge level, basic questions (have right or wrong answers based on what you can see in illustrations or hear
from the words read; name, describe, recall, etc.).

O Asks higher level thinking questions (analysis or thinking required, “why,” “how,” compare, link, explain, etc.).
O Summarizes the book's main idea or what was leamed (e.g., “In this book we leamed...").
O Talks about or reviews vocabulary from the text (e.g., review words on the read aloud chart, discuss vocabulary.

O Discusses/involves children in activities or discussions that extend the read aloud into whole group, transitions, centers,
or small groups (e.g., props to act out story, class-made books, etc.).

O Reisits purpose for listening to story (same purpose as stated before reading).

O Defines a comprehension strategy and explains this is generally something good readers do (e.g., making connections,
making predictions, summarizing, asking questions, using prior knowledge, comparing/contrasting, making inferences.)

Notes:

WRITTEN EXPRESSION: CORE CONCEPTS (THE WHAT)
O Talks about correct letter formation
O Talks about letter names/letter-sound correspondence during writing activities

O Talks about print directionality and flow of writing such as - writing progresses from left to right, top to bottom, retum
sweep during writing activities

O Talks about print features such as letters make words, words versus letiers, sentences are made up of words, spaces
between words, etc.

O Talks about capitalizing words (name, first word of sentence, |, proper nouns) during writing activities.
O Talks about punctuation (period, question mark, exclamation mark, quotation marks, comma) during writing activities.

17



Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary Schools.

Notes:

WRITTEN EXPRESSION: APPROACHES (THE HOW)

O Talks about and/or engage children in independant writing activities linked fo current themes or topics of inferest (e.g.,
teacher provides support, scaffolding, and guidance as needed).

O Involves children in modeled writing activities in which the teacher controls the pen and the message, but models the
writing process (e.g., thinking aloud about process; using correct capitalization, spelling, etc.).

O Engages small or large group of children in shared writing opportunities in which the teacher does all the writing, but
slicits ideas for writing from children (e.g., response to literature, daily news, charts related to cumiculum theme

O Engages small or large group of children in interactive writing opportunities in which the teacher shares the pen with
students so that they can help write pari of the message (e.g., shared wriling activities in which children help add punciuation,
letters, or words they can write with assistance)

Notes:
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The
University

Sheffield.

Downloaded: 11/12/2020
Approved: 11/12/2020

Amanda Schembri Muscat
Registration number: 180131044
School of Education

Programme: Doctorate in Education

Dear Amanda

PROJECT TITLE: Experiencing Literacy: Listening to the voices of students with intellectual disability in Maltese Secondary
Schoaols.
APPLICATION: Reference Number 037104

On behalf of the University ethics reviewers who reviewed your project, | am pleased to inform you that on 11/12/2020 the
above-named project was approved on ethics grounds, on the basis that you will adhere to the following documentation
that you submitted for ethics review:

+ University research ethics application form 037104 (form submission date: 10/12/2020); (expected project end date:
30/11/2022).

Participant information sheet 1084708 version 1 (20/11/2020).

Participant information sheet 1084462 version 4 (24/11/2020).

Participant consent form 1084673 version 1 (20/11/2020).

Participant consent form 1084463 version 2 (20/11/2020).

If during the course of the project you need to deviate significantly from the above-approved documentation please inform

me since written approval will be required.

Your responsibilities in delivering this research project are set out at the end of this letter.

Yours sincerely

David Hyatt
Ethics Administrator
School of Education

Please note the following responsibilities of the researcher in delivering the research project:

+ The project must abide by the University's Research Ethics Policy:

* The project must abide by the University's Good Research & Innovation Practices Policy:
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» The researcher must inform their supervisor (in the case of a student) or Ethics Administrator (in the case of a member
of staff) of any significant changes to the project or the approved documentation.

* The researcher must comply with the requirements of the law and relevant guidelines relating to security and
confidentiality of personal data.

+ The researcher is responsible for effectively managing the data collected both during and after the end of the project
in line with best practice, and any relevant legislative, regulatory or contractual requirements.
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The researcher is committed to comply with the General Data Protection Regulation (GDPR) and
will ensure that these requirements are followed in the conduct of this research. The researcher will
be sending letters with clear information about the research, as well as consent forms to all data
subjects and their parents/guardians when minors are involved. Consent forms should be signed in all

cases particularly for the participation of minors in research.

For further details about our policy for research in schools, kindly visit www.research.gov.mt.

Thank you for your attention and cooperation.

Claire Mamo

MA Ed (Open)

Research Support Teacher

Directorate for Research, Lifelong Learning and Employability
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Director
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APPENDIX G: INFORMATION EMAIL TO SENIOR MANAGEMENT TEAM

M G ma || Amanda Muscat <muscatamanda10@gmail.com>

Research at

Amanda Muscat <muscatamanda10@gmail.com> Sun, Feb 27, 2022 at 1:28 PM
To: ST

Dear all
I Hope this email finds you well.
First of all I would like to thank you for the warm welcome last Friday. It is always welcoming coming to your school.

The following is a brief summary of my doctoral dissertation. Should you require more information I will happily
provide it accordingly.

This research will explore the literacy learning experiences of secondary school students who have a condition which
causes a secondary intellectual disability or cognitive impairment and having language difficulties or related
communication challenges. This study will focus on students with mild, moderate and severe intellectual disability
especially in allowing their voices to emerge. In the Malta local research context, this area has been largely
unresearched and this research will provide a platform to students with intellectual disability to voice their experience
and thoughts regarding their literacy experiences.

The objectives of the research involve: a. Determining the lived literacy experiences of a group of secondary students
aged 13-16 years in the Core Curriculum Programme b, Explore the parents' perception of the literacy curricular
experiences that their children are receiving through the Core Curriculum Programme c¢. Investigating the manner in
which the students are engaging in the literacy curricular experience d. Identifying any teaching strategies or
approaches which teachers and support educators can adopt to further support and enhance literacy learning for
secondary school students with intellectual disabilities. e. Evaluating the suitability of the Literacy Core Curriculum
Programme for students with Intellectual disability in secondary mainstream schools.

Research will mainly involve

» Student Observations: These will be carried out in CCP, during literacy lessons. Two lessons of 45 minutes
each observations for each student will be carried out. Notes and educators’ feedback record fieldnotes will
supplement these observations

» Focus groups with parents : permissions and consents will be requested at a later stage

» Open ended interviews with the students using multimodal methods :The interviews with the students will be
cartied out to capture the perspective and experiences in literacy learning. Multimodal methods include an AAC
device used by student or other proposed methods.

Participants : The research focus on students with intellectual disability aged 13-15 years who attend a mainstream
Secondary School. The area under research is the emergence of the voices of these students in relation to their
literacy experiences. These students will be identified from secondary schools in CCP class in Form 3 or Form 4
(corresponding to ages 13-15)

The plan is as follows:

Friday 4th March 2022 - Will go over files of students in order to identify potential participants in Year 9, 10 and 11.
(Year 9 and 10 for actual data, Year 11 for piloting)

AFter I identify the participants will email another list of dates when I would be coming to observe students
accordingly.

Thanks so much and sorry for the lengthy email.

Kind regards
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APPENDIX BENIOR MANAGEMENT TEAMSENTORM

University Senior Management Team Consent Form
O

f
Sheffield.

Experiencing Literacy: Listening to the voices of students with intellectual disabilities in Maltese Secondary

Schools.

Please tick the appropriate boxes Yes | No

Taking Part in the Project

| have read and understood the project information sheet dated DD/MM/YYYY or the project
has been fully explained to me. (If you will answer No to this question please do not proceed
with this consent form until you are fully aware of what your participation in the project will
mean.)

O
O

| have been given the opportunity to ask questions about the project.

| agree to take part in the project. | understand that taking part in the project will include
participating in focus group for parents or caregivers and for students will be participating in
an interview.

| understand that by choosing to participate as a volunteer in this research, this does not
create a legally binding agreement nor is itintended to create an employment relationship
with the University of Sheffield.

| understand that my taking part is voluntary and that | can withdraw from the study at any
time; | do not have to give any reasons for why | no longer want to take part and there will be
no adverse consequences if | choose to withdraw.

O o 0|0

o o 00

How my information will be used during and after the project

| understand my personal details such as name, phone number, address and email address
etc. will not be revealed to people outside the project.

I understand and agree that my words may be quoted in publications, reports, web pages,
and other research outputs. | understand that | will not be named in these outputs unless |
specifically request this.

| understand and agree that other authorised researchers will have access to this data only if
they agree to preserve the confidentiality of the information as requested in this form.

I understand and agree that other authorised researchers may use my data in publications,
reports, web pages, and other research outputs, only if they agree to preserve the
confidentiality of the information as requested in this form.

oo oo

oo OO

So that the information you provide can be used legally by the researchers

| agree to assign the copyright | hold in any materials generated as part of this project to The
University of Sheffield.

[
[

Name of participant [printed] Signature Date

Name of Researcher [printed] Signature Date

Project contact details for further information: Amanda Schembri Muscat










































































































































































































































