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Abstract

The Ogoh-Ogoh making project is an annual routine activity organized by junior high school
students as one of an implementation of silent day (Nyepi) activities. Bali is the only island
that celebrates Nyepi by closing access to transportation, telecommunications, and population
mobility. This gives space to nature and humans to rest and reflect on the world. In the
implementation of Nyepi, it is identical to the Ogoh-Ogoh parade. The Ogoh-Ogoh parade
involves not only Hindus, but also Muslims, Buddhists, and Christians. Nyepi celebration is
related to the local wisdom of the Balinese people called 7ri Hita Karana. Tri Hita Karana is
a spiritual concept that refers to the three causes of happiness. Happiness will be achieved if
we maintain good relationships with God (Parhyangan), humans (Pawongan), and the
environment (Palemahan). The purpose of this study is to describe and analyze the
implementation and values contained in the teachings of 7ri Hita Karana in the Ogoh-Ogoh
making project in one of the Junior High School in the tourism area. This research used
qualitative method. The results of this research are as follows: 1) Conception of Parhyangan
is before and after starting the project, students are directed to pray to God according to their
respective religions. 2) The conception of Pawongan is the creation of mutual cooperation
between students in one group. 3) The conception of Palemahan is the education of students
to use used goods in the formation of Ogoh-Ogoh as an attitude to protect the environment.

Keywords: silent day (Nyepi), Tri Hita Karana, Ogoh-Ogoh
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Introduction

Bali is a world-famous tourist destination. Bali offers natural beauty, cultural diversity, and
unique traditions that make Bali an icon of tourism in Indonesia. The friendly Balinese
people and high tolerance for differences make Bali a safe and comfortable destination visited
by domestic and foreign tourists (Picard, 2008). Bali provides a variety of travel needs.
Travelers can seek tranquility with meditation or seek a lively atmosphere in the midst of a
large crowd in Bali. Nature tourism, culinary tourism, art tourism, religious tourism, and
various types of tourism can be chosen when visiting Bali (Arismayanti et al., 2022).
Beaches, seas, mountains, cities, countryside, even spiritual places are in Bali. Cultural and
religious festival celebrations are also continuously held throughout the year. This makes Bali
a never-ending destination of choice as a tourist paradise (Wiranatha & Suryawardani, 2016).

One of the most famous traditions in Bali is the Nyepi celebration. Nyepi is celebrated every
year in March to celebrate the new year of the Balinese Saka calendar. Nyepi internationally
known as “Silence Day” is a day when all activities in Bali stop. People do Catur Brata
Penyepian (4 prohibitions that are done in Nyepi Day). Balinese people do Amati Geni (not
lighting fires), Amati Karya (not doing activities), Amati Lelungan (not traveling and staying
at home), and Amati Lelanguan (not doing entertainment that is fun) (Arsawati et al., 2018).
This makes Bali the only island that celebrates Nyepi by closing access to transportation,
telecommunications, and population mobility. This gives nature and humans the space to rest
and reflect on the world. Nature gets the space to rest for a while and also humans are given
the space and opportunity to rest from the harsh world while reflecting and meditating on
things that have happened as self-improvement. This is a moment for humans to gather with
family at home or hometown while enjoying nature and a calm environment with fresh air
free from pollution fumes and the tedium of life (Budiwanti, 2021).

The Nyepi celebration is related to the local wisdom of the Balinese people called 7ri Hita
Karana. Tri Hita Karana is a local wisdom that refers to the three causes of happiness.
Happiness will be achieved if we maintain good relationships with God (Parhyangan), fellow
humans (Pawongan), and the environment (Palemahan). Balinese people believe that the
balance and harmony of life can be achieved by implementing the local wisdom of 7ri Hita
Karana (Qodim, 2023). Tri Hita Karana is universal and can be accepted by people from
various backgrounds (Suminto & Kustiyanti, 2023). This is in line with the diversity of the
people who live and work in Bali. Tourism in Bali has an impact on the number of people
who come to Bali. They come to Bali to travel or stay for a certain period of time to work.
This diversity and tolerance makes Bali more colorful.

In the celebration of Nyepi, it is identical to the Ogoh-Ogoh parade. The Ogoh-Ogoh parade
is a three-dimensional work of art in the form of a movable or danceable statue, usually made
in a large size. Ogoh-Ogoh is a mass art product, which is included in popular culture at this
time (Anggreni, 2023). Ogoh-Ogoh is depicted in negative figures which are then paraded
around the village and then burned at the end of the activity as a symbol of the destruction of
negativity. The Ogoh-Ogoh is depicted in negative figures which are then paraded around the
village and then burned at the end of the activity as a symbol of the destruction of negativity.
The Ogoh-Ogoh parade involves not only Hindus, but also Muslims, Buddhists, and
Christians. The Ogoh-Ogoh parade is a highly anticipated performance by Balinese citizens
including tourists visiting the island. parade involves not only Hindus, but also Muslims,
Buddhists, and Christians. The Ogoh-Ogoh parade is a highly anticipated performance by
Balinese citizens including tourists visiting the island (Wijanarka et al., 2023). The creative
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and diverse forms of Ogoh-Ogoh and the lively parade make the Ogoh-Ogoh parade watched
by many people. Ogoh-Ogoh parades are held in every traditional village in Bali. Moreover,
Ogoh-Ogoh celebrations have also been organized at the school level as a Pancasila Student
Profile Strengthening Project (Proyek Penguatan Profil Pelajar Pancasila/P5 Project).

PS5 project is a project-based co-curricular activity designed to strengthen efforts to achieve
competence and character in accordance with the Pancasila learner profile which is compiled
based on graduation competency standards. P5 activities are carried out flexibly in terms of
content, activities and implementation time. P5 is designed separately from intracurricular
(Rizky Satria et al., 2022). PS5 project is a project-based co-curricular activity designed to
strengthen efforts to achieve competence and character in accordance with the Pancasila
learner profile which is compiled based on graduation competency standards. P5 activities are
carried out flexibly in terms of content, activities and implementation time. P5 is designed
separately from intracurricular (Priandani et al., 2023). In the learning process, students can
investigate, evaluate, interpret and synthesize. The advantages of project-based learning
models are very important and beneficial for students, but project-based learning models are
rarely used by teachers because they require sufficient preparation and take a long time to
implement (Berhitu et al., 2020).

Method

This research is designed to examine the social phenomenon of society, namely examining
the project of making miniature Ogoh-Ogoh in schools in a tourism environment as an
implementation of 7ri Hita Karana, using a phenomenological approach that aims to find the
meaning or meaning of experiences that exist in life. To sharpen the analysis in this research,
a number of theories are used, namely religious theory and social theory. The location of the
research conducted was at SMPN 4 Kuta Utara. In this study the data used is descriptive
qualitative data. The data collection techniques used consist of three, namely participatory
observation, structured interviews with principals, educators, and students who participate in
The Ogoh-Ogoh parade and documents related to this research. The results of observations,
interviews, and documentation data formulated in descriptive form are then processed with
several stages, including three data analysis techniques, namely: (1) data reduction, (2) data
display and (3) data verification. For data validity checking techniques in this case
researchers use triangulation techniques and reference materials. Then the presentation of
data in this study is described in the form of words or presented in a narrative described
according to the data in the field.

Figure 1
Component of Data Analysis
~ . N ~ ' A
Data collection > Data Display
\. J \. J
T I S—
Data Reduction Conclusion
Drawing
L ) \ J
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Results and Discussion
Ogoh-Ogoh Miniature Making Project as Implementation in 7ri Hita Karana

The project of making Ogoh-Ogoh miniature as an implementation of 7ri Hita Karana, is 1)
Parhyangan is a harmonious relationship between humans and God, 2) Pawongan is a
harmonious relationship between humans and fellow humans. 3) Palemahan is a harmonious
relationship between humans and the surrounding environment including the universe
(Wirawan, 2011). The miniature project shown in Figure 2.

Figure 2

Ogoh-Ogoh Miniature Making Project by Students

K- ==

The conception of Parhyangan is implemented in students who always pray in starting and
ending activities. Praying has a meaning as a form of gratitude to God for being smooth in the
process of making Ogoh-Ogoh and as a form of request for protection so that during the
Ogoh-Ogoh parade nothing bad happens. The hope is that students will get used to praying to
God according to their respective beliefs and religions both in the family environment, school
environment, and community environment.

The conception of Pawongan, namely the concept of harmonization between fellow humans,
its implementation in the Ogoh-Ogoh parade tradition can be seen during the Ogoh-Ogoh
parade, where in the parade not only Hindu students are involved as Ogoh-Ogoh makers and
paradeers, but there are also students from other religions. Ogoh-Ogoh parade in Bali has
been integrated as a tradition that can be done and enjoyed by all religions. Learners are
taught to work together in the creation of ideas and themes for the Ogoh-Ogoh, collection of
tools and materials, division of tasks in making and parading. This makes the formation of
cooperation between students and reduces the attitude of individualism between students that
is rampant today due to excessive use of gadgets. The output of this project is that students
become able and easy to get along with each other and form an attitude of mutual
cooperation, mutual assistance, and tolerance for existing differences.

The conception of Palemahan implemented in the making of Ogoh-Ogoh miniatures, which
is carried out by SMPN 4 Kuta Utara students, is that the materials used are used materials in
the form of used goods that can be recycled. Students must think about what used or waste
materials can be used in making Ogoh-Ogoh miniatures. This aims to educate students to be
aware of the importance of waste management and the concept of recycling as a form of
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concern for the environment. Seeing the existence of waste due to the use of disposable goods
makes a big problem for the environment. Waste that becomes a problem will be converted
into something useful while saving the budget in making the Ogoh-Ogoh project.

Values Contained in the Making of Miniature Ogoh-Ogoh as an Implementation of 7ri
Hita Karana

The values contained in the project of making Ogoh-Ogoh miniatures as an implementation
of Tri Hita Karana, including religious (theological) values, namely obedience and adherence
to the teachings of the religion they adhere to, which are expressed in the form of religious
ritual actions, gratitude to God, and steadfastness in facing trials. Efforts to find the meaning
of life by getting closer to God through actions as a form of offering to Him, appreciating
differences as God's will, showing trustworthy behavior, and having the ability to control
themselves and live independently. The word religion comes from the root word “religare”
which means to bind, religion is the human spiritual tendency to relate to the all-
encompassing universe of values, the ultimate meaning and essence of everything (Rohilah,
2010). In this study, researchers found the religious value of believing in the existence of God
believed by students by praying before and after doing an activity.

The second is humanist value. A sense of community that is shown in the form of helping
each other, respecting each other, having empathy and concern for others, being able to work
together openly and being able to establish conducive communication with others.
Recognizing the equality of human dignity and degree, respecting each other's rights and
obligations, respecting differences of opinion, and recognizing the competence and
achievements of everyone for common progress (Fatimah et al., 2023). This value shows the
extent to which an individual's relationship with other individuals is established as a member
of the community, social value is very evident in community activities in the form of mutual
cooperation, participating in deliberation activities, unity, togetherness and loyalty and others
(Bela et al., 2023).

In this study, researchers found the humanist value of the emergence of mutual respect
between students with each other despite different religions and beliefs. Having a sense of
responsibility and togetherness, we can see this from how to help each other and work
together when making Ogoh-Ogoh from planning, collecting tools and materials, making
together until the project is completed, these things are done by students regardless of gender,
religion, race, and ethnicity in order to achieve common goals all work together
enthusiastically sincere, sincere and care for others. This is what is expected to be maintained
and applied to the current generation.

The next value is ecological value. Viewing humans as part of nature, not the ruler of nature,
utilizing natural resources sparingly and wisely, and carrying out activities to preserve the
natural environment. Humans are not born to be the rulers of nature, but to coexist as
partners; even to be part of nature (Dantes et al., 2020). If humans dare to destroy nature, it is
human society that will suffer. In this context, humans must not violate the mandate that God
has given them to maintain and preserve nature. In order to live in harmony with the natural
environment, humans must understand environmental ethics. Environmental ethics not only
talks about human behavior towards nature, but also about the relationship between all life in
the universe, namely between humans and humans who have an impact on nature and
between humans and other living things or with nature as a whole (Keraf, 2010).
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In this study, the researcher found ecological values in which students are educated to love,
protect, and care for the environment. Small actions such as not using single-use plastics,
using used goods, carrying out recycling processes, and management and processing of
unused goods are the focus in this Ogoh-Ogoh miniature making project. Students began to
work hard to find appropriate waste for this project. Education and implementation together
make students closer to the environment. By loving, protecting, and caring for the
environment, it will save nature from destruction and provide a decent environment for future
generations.

In the latter context, the value contained is the value of art. The value of art is a combination
of thought, craftsmanship involving physical skills and the end result manifested in form or
movement. Art is a process, broadly speaking this process can start with an idea or thought, a
work of art can be produced at the beginning with an idea that is the background of the work
so that it has artistic value (Wood, 2021). In this study, researchers found that the value of art
is found in the process of making Ogoh-Ogoh miniature projects by students. In making
Ogoh-Ogoh, technique is needed in making and having a high artistic spirit. By having an
artistic spirit, students can express ideas and creativity according to the desired imagination.
Ogoh-Ogoh makers need perseverance and patience in the making process to match the
theme. Cooperation between each other is needed in order to create works of art that not only
look good to the eye but are also able to give an impression and meaning to everyone who
observes the work of art (Anggreni, 2023). The result of the unification of the values
contained in this project is shown in the parade in Figure 3.

Figure 3
Ogoh-Ogoh Miniature Project Parade
‘ v .\

Aoy

Conclusion

The project of making Ogoh-Ogoh miniatures by junior high school students in the tourism
area as an implementation in 7ri Hita Karana, including the conception of Parhyangan is
implemented when before and after carrying out activities they are taught to always pray
according to their respective religions and beliefs as a form of maintaining a relationship with
God in order to be given smoothness in carrying out the project. The conception of
Pawongan, namely the concept of harmonization between fellow humans, is implemented
where in the Ogoh-Ogoh making project not only Hindu students do it but also students of
other religions as a form of tolerance and togetherness. This project is expected to foster an
attitude of mutual cooperation between students in teamwork. This can reduce the attitude of
individualism in the midst of the rampant use of gadgets among students. The conception of
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Palemahan is implemented when students are educated in using waste or used goods in the
creativity of making Ogoh-Ogoh miniatures.

The values contained in the project of making Ogoh-Ogoh miniatures as an implementation
in 7ri Hita Karana are, religious (theological) values, religious values believe in the existence
of God by all religious people by continuing to pray daily in starting and ending activities.
Humanist value is having a sense of togetherness which is shown in the form of helping each
other, respecting each other, having empathy and concern for others, being able to work
together with the team and being able to establish conducive communication with others.
This can be seen from students who respect each other even though they have different
religions and beliefs. Having a sense of responsibility and togetherness, we can see this from
how to help each other and work together when making Ogoh-Ogoh from planning,
collecting tools and materials, making together until the project is completed, these things are
done by students without regard to gender, religion, race, and ethnicity in order to achieve
common goals.

Ecological values view humans as part of nature, not the ruler of nature, utilizing natural
resources sparingly and wisely, and carrying out activities to preserve the natural
environment. Humans are not born to be the rulers of nature, but to coexist as partners; even
become part of nature. The ecological value in the research is that students are educated to
love, protect, and care for the environment. Small actions such as not using single-use
plastics, using used goods, recycling, and management and processing of unused goods are
the focus of this Ogoh-Ogoh miniature making project. By loving, protecting, and caring for
the environment, it will save nature from destruction and provide a decent environment for
future generations. Finally, the value of art is found in the process of making the Ogoh-Ogoh
miniature project by students. In making Ogoh-Ogoh, technique is needed in making and
having a high artistic spirit. By having an artistic spirit, students can express ideas and
creativity according to the desired imagination.

Recommendations

The limitation of this research is the scope of scope of the study, which is limited to junior
high school students. Thus, recommendations for further research are future research is to
expand the scope so that it can be generalized. In addition, this research can be used as a
recommendation for further research related to similar subjects and variables.
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Abstract

This article, that is part of the Horizon Europe-funded project DIGICHer, provides insights
into structures, offerings, and content dedicated to digitization and humanities topics within
study programs at the European level. Structures in the broad field of university-based Digital
Humanities (DH) training are defined before competence-theoretical and curricular
components based on current literature research are examined in detail. A descriptive analysis
of the DH study program descriptions from studyportals.com shows that at the European
level, it is mainly Master's programs (followed by Bachelor's and PhD programs) that are
dedicated to DH in higher education. The quantitative evaluation of key terms from the
course descriptions shows that different thematic focuses exist at the various study program
levels, ranging from more basic-oriented competencies to organizational and method-oriented
aspects to research-oriented topics. Finally, a recent survey of experts in the field of cultural
heritage and Digital Humanities shows current and desired content and topics of DH training
and reveals related needs that include technical-infrastructural, financial, personnel, time and
cooperative aspects. The contribution concludes with the derivation of thematic and
organizational focal points of the given and potentially possible design of DH study courses
and programs at the European level as well as a proposal for a further research design to
investigate the precise curricular differentiation of specific DH study offers.

Keywords: educational research, higher education, digitizing culture, digital humanities,
cultural heritage

1afor

The International Academic Forum
www.iafor.org

ISSN: 2758-0962 11



The Paris Conference on Education 2025 Official Conference Proceedings

Introduction

The digitization of cultural heritage offers opportunities for its preservation, maintenance and
promotion, but also brings challenges (Siliutina et al., 2024). One challenge is the adequate
imparting skills for planning, initiating, implementing and critically monitoring digitization
processes in all their facets. Educational formats with a focus on digitization in connection
with cultural heritage fundamentally offer the opportunity to reach potential actors and target
groups who are interested in digitization in the cultural sector and thus to advance them
through theoretical and practical units.

Educational programs are structured activities that support learning and development at
different levels within a specific educational context (UNESCO Institute for Statistics, 2012).
They vary greatly in scope, duration and focus and target different age groups, academic
levels and learning objectives, such as formal offerings (such as accredited degree programs
or certification courses) and informal offerings (such as community workshops or online
courses).

Since the spectrum is broad and there are no uniform terms for degree programs that
explicitly deal with digitization in the context of cultural heritage, and the spectrum of
digitization methods in the field of cultural heritage is also diverse, ranging from digital
archiving techniques to presentation technologies (Markopoulos et al., 2019), this article
focuses on Digital Humanities (DH) as the object of study. Within DH, the focus is on the
preservation of culture, cultural heritage itself, digitization strategies, data, and digital
approaches and concepts (Terras, 2006). Digital Humanities (DH) therefore offers a meta-
level framework that integrates humanities and computational approaches. In a sense, DH
form the bridge between institutions and researchers in this data-driven context (Terras,
20006).

A study of the study programs in the field of DH, an analysis of the curricula, their content or
existing needs in relation to the educational offer in the field of DH can not only show the
current state of the educational offer but also identify the needs necessary for the
development of a sustainable educational system. This analysis has been carried out within
the DIGICHer! project and will be discussed below.

Methodology

This article begins by looking at the competency-oriented and curricular structures of
educational programs related to digitality. This is followed by a literature review that focuses
on curricular aspects in the field of DH training, that identifies content, currently predominant
topics and organizational strategies in this area (sections curricula and literature review).

Building on this, an investigation of study and graduate programs in Europe is carried out.
For this purpose, study programs with the designation Digital Humanities in the field of
humanities were filtered and extracted on the platforms (Studyportals, 2007-2024)
Bachelorportal, Masterportal and PhDportal (Bachelorsportal, 2007-2024; Mastersportal,
2007-2024; PhDportal, 2007-2024). They were further analyzed descriptively in terms of
content (section DH course descriptions and their contents).

! DIGICHer = Digitization of cultural heritage of minority communities for equity and renewed engagement;
Funding number: 101132481
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An online survey aimed at experts in the field of Digital Humanities and digital heritage
provides insights into opinions on the educational landscape (section results of the survey).

In addition to descriptive statistical methods (absolute and relative frequencies), Natural
Language Processing (NLP) approaches were also used to evaluate the data. The statistical
software R and the text analysis tool Voyant (Sinclair & Rockwell, 2024) as well as
approaches of summary qualitative content analysis (Mayring & Fenzl, 2019) were used for
this purpose.

Competency-Related and Curricular Aspects of DH Study Programs

The educational offer in the field of DH includes university degree programs, continuing
education courses, certifications, internships, research projects and workshops as well as self-
learning materials and online resources (ADHO, n.d.; CORDIS, 2024; European Summer
University in Digital Humanities, n.d.; HarvardX, 2024). While these formats differ in
structure and content, they generally aim to provide a combination of theoretical and practical
skills and to integrate aspects of cultural heritage, computer science and information science
(e.g. “Digital Heritage” (University of Amsterdam, 2024), “Digital Humanities” (Linnaeus
University, 2024), “Digital Curation” (University of Michigan, 2024) and related fields such
as cultural management or studies (Goldsmiths University of London, 2024; Rome
University of Fine Arts, n.d.). All of them, in different ways, highlight core competencies
required to digitization in, for and of cultural heritage.

Competence Frameworks

Competency frameworks are important tools for improving educational effectiveness. These
frameworks outline specific competencies required for performance in educational or
professional contexts, provide clear objectives, categorize skills and define competency
levels (IAEA, n.d.)). They promote lifelong learning by facilitating knowledge
implementation, assessment and alignment of education with professional needs (UNESCO-
UNEVOC, n.d.).

In higher education, competency frameworks bridge the gap between academic and industry
standards and promote career preparation and interdisciplinary integration (Erickson, 2018).
They address technical (hard), behavioral (soft) and industry-specific skills and shift the
educational focus from knowledge transfer to active learning and application (Bacigalupo,
2022).

On a European level frameworks related to digitization include the European LifeComp
framework (Sala et al., 2020), the European Digital Competence Framework (DigComp)
(Ferrari, 2013; Vuorikari et al., 2016, 2022), the DigCompEdu framework (Punie &
Redecker, 2017) and, at a global level, for example, the DLGF (UNESCO, 2018) of
UNESCO or, with a more general view of digitization infrastructures in higher education, the
Building Digital Capabilities Framework (Jisc, n.d.-a) or the Framework for Digital
Transformation (McGill, 2023). Together with resources such as the Al Maturity Toolkit
(Jisc, n.d.-b) or the Digital Literacy Curriculum (Microsoft, 2022) from Microsoft, these
frameworks diffuse into concrete recommendations for action for actors in the education
sector.
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In addition, frameworks such as the Partnership for 21st Century Learning (P21) (Battelle for
Kids, 2019) and 21st Century Children (OECD, 2022) of the OECD address cross-cutting
skills and are primarily aimed at learners and future opportunities and challenges in their
lives and working environments.

Although competency frameworks are not legally binding, their flexible application allows
adaptation to different contexts, user groups and educational phases (Jisc, n.d.-a; Jisc, n.d.-b).
Competency frameworks are central to modern education as they can adapt curricula to
evolving needs and promote relevant skills for the digital age.

Curricula

A curriculum is a structured framework that includes learning objectives, content, teaching
strategies, and assessment methods designed to achieve specific educational outcomes (Adela
& Valentin, 2020). Curricula are typically adapted to different educational contexts, training
programs, and learner demographics (e.g., Haring, 1970). It is an iterative process that
determines how learning and progress are assessed (Nicholls & Nicholls, 2018).

In disciplines such as Digital Humanities curricula are not standardized but evolve through
interdisciplinary approaches that combine digital tools with cultural heritage (Burdick et al.,
2012; Cobb & Golub, 2022; Warwick et al., 2012). Curricula include material-related content
(e.g. texts, images), subject-specific content (e.g. archaeoinformatics, digital curation), and
interdisciplinary topics (Sahle, 2013).

They often emphasize practical skills such as digitization, data mining, and critically
assessing the impact of digital innovations on cultural heritage (Cobb & Golub, 2022).
Sahle's DH Reference Curriculum (2013) highlights the specialized connection of the
humanities with computer science.

DH programs at the European level are usually more extensive than North American
programs, which are more specialized or focus on practical application (Mahony et al., n.d.).

DH curricula include the teaching of both theoretical and practical skills and a reflective
engagement with technologies in relation to culture. This also means that they are very
flexible to integrate emerging digital tools, methodologies, or interdisciplinary approaches.

Literature Review on Curricular Aspects and Its Central Results

On April 10, 2024, a literature search was conducted in the Web of Science database
(Clarivate, 2024) to identify publications that focus on Digital Humanities and curricular
aspects (search terms: digital AND humanities AND curriculum; period from 2015; English
language). The search resulted in 53 publications. (Publications that contained terms such as
“undergraduate”, “vocational training”, “special schools” or “non-European countries” in the
title were excluded. Publications without free access, from uncertain sources or with non-

clickable links were also excluded.)
Regarding the organization and structure of DH offerings, Cobb and Golub (2022) found that

most DH programs are at Master's level, a fact that is also confirmed by Sahle (2013) and
Mahony et al. (n.d.) is found. Walsh et al. (2021) confirmed this and found that DH is usually
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offered as a minor or additional qualification in Bachelor's degree programs, reflecting the
evolving identity of the field (Walsh et al., 2021).

On a content level, Onet (2021) emphasizes the increased need to integrate cultural heritage
as a topic in DH curricula in order to connect social, political and cultural contexts within
education.

Regarding the topics addressed within DH curricula, Sula and Berger (2023) identify topics
such as big data, text analysis, data visualization, programming and sociopolitical theories in
their analysis. Interdisciplinary research methods are also relevant (Mahony et al., n.d.). Even
though technical elements are increasingly reflected in DH curricula, Gleason (2020) argues
for maintaining critical evaluation when integrating them into the humanities. Walsh et al.
(2021) call for clearer distinctions between Digital Humanities and information sciences. In
contrast, Yao and Xiao (2022) explicitly suggest that academic librarians could build a kind
of bridge to Digital Humanities and improve collaboration.

Sula and Berger (2023) emphasize the importance of collaboration between teachers, students
and professionals to ensure that DH curricula correspond to real-world professional roles.
Cobb and Golub (2022) point out that emerging roles such as project managers and data
specialists are creating new opportunities for DH graduates. Collaboration with cultural
heritage institutions is crucial for early practice experience. Bajec (2019) also suggests using
innovative tools such as augmented reality and games to make DH teaching even more
relevant and practical.

In terms of preparing for the future job market, Sula and Berger (2023) identify essential
skills for DH graduates in problem-solving, assessment and methodological competence.

The publications examined also point out challenges. Cobb and Golub (2022) identify
inconsistencies in the terminology for DH courses, which makes comparisons of acquired
skills of learners difficult. Clement and Carter (2017) point to a (still) inadequate integration
of digital methods into humanities theories in the context of DH training and recommend a
stronger theoretical foundation overall.

DH Course Descriptions and Their Contents

The international platform studyportals (Studyportals, 2007-2024) aggregates worldwide
offers at various educational and degree levels as well as information about them.
Studyportals cooperates with more than 3,750 universities and is supported by the European
Commission and educational stakeholders (e.g. DAAD, British Council). The platform
allows filtering by Bachelor's, Master’s and PhD offers (Bachelorsportal, 2007-2024;
Mastersportal, 2007-2024; PhDportal, 2007-2024). Accordingly, data for an analysis on DH
offers were retrieved here in May 2024 (limited to offers from the European (continental)
area, in the domain Humanities). They were analyzed descriptively in terms of their degree,
location and duration of study. In addition, the course descriptions were examined using
content analysis methods (frequent terms).

DH programs are predominantly offered at the Master’s level, with almost 50% (48%) of
offerings in this category. Bachelor's programs (42%) often combine DH with other subjects,
while PhD programs (10%), though less common, are notably present in the Anglo-Saxon
world, with 96 available.
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Figure 1
DH Study Offers (in Europe) on studyportals.com
m Bachel
96, 10% or
m Master

485,
48%

The UK leads in DH offerings, accounting for 75% of Bachelor's degree offerings, 41% of
Master's degree offerings and 67% of PhD degree offerings. This indicates a significant
concentration of DH programs in the region. All program-levels include online learning
offerings, which can improve accessibility to degree offerings in general, but also highlights
the increasing role of online learning in this field.

The analysis of course descriptions for Digital Humanities (DH) by Studyportals
(Studyportals, 2007-2024) examined Bachelor's, Master's and PhD programs to identify key
terms in them.

Course descriptions at the Bachelor's level (Figure 2) emphasize basic skills and practical
applications. Terms such as “busi” (business) and “program” appeared 164 times each,
emphasizing the integration of business, management and programming skills. “Studi”
(study) appeared 150 times, emphasizing the academic nature of the programs. Bachelor's
programs combine business and technology with basic research skills and prepare students, in
addition to basic research skills, for professional and technological roles in the DH.

In the case of Master's degree programs (Figure 3), the focus in the course descriptions seems
to be more on advanced technical and digital skills. Here, too, the focus is on business,
programs and studies. However, “digit” (with a value of 205) could indicate a stronger
emphasis on digital skills and digitization. In addition to basic skills, Master's degree
programs therefore integrate technical, scientific and technological aspects in connection with
media, culture and languages.

PhD programs (Figure 4), on the other hand, prioritize research and specialization, especially
in the fields of art, literature, and history, reflecting an interdisciplinary and research-oriented
approach (which is due to the abundance of humanities departments).

This distribution shows that each academic level focuses on different topics, from basic
management and research skills to advanced digital competencies and interdisciplinary
research skills at the PhD level. This also reflects the complexity of working in the Digital
Humanities field.
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Figure 2
Frequent Occurring Terms (Stemmed) in the Bachelor Program Descriptions (absolute
frequency n > 60)?
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Figure 3
Frequent Occurring Terms (Stemmed) in the Master Program Descriptions (absolute
frequency n > 60)
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2 The terms in the graphic have been pre-processed (stemmed) due to the preprocessing steps in the quantitative
analysis. Stemming makes it impossible to subsequently recreate the actual word of the original description (for
example, programm can stand for programming or for program).
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Figure 4
Frequent Occurring Terms (Stemmed) in the PhD Program Descriptions (absolute frequency
n=>10)
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Results of the Survey of Experts From the Field of Digital Cultural Heritage and Digital
Humanities on Topics and Content of Training and Continuing Education Formats

In addition to reviewing existing research on Digital Humanities education and available
training formats, a survey was conducted with experts in cultural heritage and digitization.
Contacts were collected over several years (Miinster, 2019) through publications at
conferences and journals on the subject. These contacts were validated and supplemented
with additional experts identified in the earlier reviews.

The online survey, based on Miinster (2019), ran from June 4 to July 2, 2024. It was
distributed via EU Survey (European Union, 1995-2024). A total of 4,268 invitations were
sent, with 277 responses (276 usable).

First, respondents were asked to categorize their current professional, academic or practical
activity. Using a partially standardized format based on the EU's CulturEU funding guideline
(European Commission, 2021), respondents could select several options, which were
assigned to the corresponding categories as follows. The number of people in each discipline
varies considerably, but the majority of respondents come from the areas of culture and
technology.
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Figure 5
Professional Activity of the Respondents’
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One question focused on digitization and the use of digital technologies in the field of
cultural heritage and assessed the use of digital methods by respondents. It can therefore
provide information on a spectrum of used and possible digital methods in the field of
cultural heritage.

Responses were preprocessed and cleaned, and frequent terms were visualized in a word
cloud (Figure 6), with frequently mentioned terms displayed in larger font (created using
Voyant [Sinclair & Rockwell, 2024]). “Digital” was the most frequently used term, indicating
the central role of digital technologies. Other prominent terms such as “data,” “processing,”
“3D,” ‘“reality,” “virtual,” “publishing,” and “GIS” (geographic data analysis and
visualization) underline the focus on related data management, 3D technologies, virtual
environments and worlds, and the importance of geographic data in the field of cultural
heritage. The word cloud also highlights concepts such as “scanning,” “capturing,” “lasers,”
“infrastructures,” “heritage,” “analysis,” and various technologies and methods that are
relevant from the respondents’ perspective. “Data” and “processing” indicate a strong
presence of data-related processes and procedures. Overall, the focus is on digital
technologies and methods, particularly with regard to the processing, management and
presentation of data with reach for the cultural and scientific fields.

3 Additional answers that could not be grouped: Geography, Education / Education in Cultural Heritage,
Landscape architecture / Architectural and cultural landscape conservation, Photogrammetry / Laser scan /
Advanced recording technologies, Digital preservation and conservation / Conservation science, Research /
Academic science, Language, Cross-disciplinary activities, Digital heritage, Remote sensing / Aerial survey for
archaeology / airborne and space remote sensing, Economy / economic enhancement, Anthropology,
Archaeology / Landscape archaeology / Experimental archaeology, Archives/ Archival studies / digital
archiving, Game design / Game development / Video games / Serious games, Tourism / Urban studies,
Information science, GIS / GNSS / Space technologies, Computer vision / Immersive technologies / Augmented
reality, Data science, 3D reconstruction, Space habitat design, Humanities / Digital Humanities, Library science,
Motion capture / Character animation, Math / Physics / Development of digital tools for archaeological research,
Museums / Museum education and learning / Museum and visitor studies, Inclusive Design
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Figure 6

Mentioned Digital Methods by the Respondents (occurrences n > 4)
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The survey also asked participants to assess the development perspectives for digital
opportunities in their field. The qualitative question was analyzed in summary and the results
categorized (after Mayring & Fenzl, 2019).

Figure 7 shows that from the respondents' perspective, there is a diverse and comprehensive
need for improvement measures. The main focuses are on the need for information
technology components and technological resources, better research and human resources,
more collaborative and participatory approaches, strategies and infrastructures for human
capital development, better developed cultural knowledge infrastructures, expanded use of
Al, better policies (e.g. on the use of technologies), more support (at different levels) and
sustainability aspects. In addition, respondents emphasize the importance of “cultural
heritage platforms or research infrastructures” that promote collaboration and innovation.
Training and education tailored to the sector are essential to ensure that staff can use digital
tools effectively. In summary, respondents emphasize that successful digitalization
approaches depend on a combination of technological tools, financial resources, qualified
personnel and effective training to ensure sustainable and efficient results.
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Figure 7
Needs for the Development and Establishment of Digital Opportunities *

61
57

absolute frequency

15

10

g 8 9 9
2 2 3 3 3 3 3 3

)
)

/ Research Infrastructures (accessibility of cultural. ..
)

Mandates
Time
Personnel
Education

Al

Hardware
Training
Collaboration
Money

Interdisciplinarity
Skilled personnel

1]

Community involvement

User and public orientation

w
I
=]
=
=4
=
&=
wr
fid
E=]
8
]
2
Bi
=]
=
g
=
=
15
[
i

Programmes/ software/ tools and their usability

Sustainability (of projects. archives, initiatives, ..

Support (general infrastructures, institutional support, ..

/ guidelines (for example the FAIR and CARE principles, ..

Data (in general and/ or: digitised, open, free, accessible, storable,...

Culture of sharing (regarding knowledge. documents, workflows, best. ..

Heritage Platforms

Standards

In addition, further statements were made by respondents that could not be assigned to these
categories (data security (legal) framework, digital policy and digital rights, digital
publishing, digitization process, documentation system for heritage conservation, ethical
standards, free accessibility and awareness, free resources, knowledge of responsibilities in
the Culture/EU sector, public relations, (more) publications, reducing bureaucracy, values of
digital concepts, web technologies, assistance to diagnose structural problems, awareness for
minor heritage/ low techs, awareness for the possibilities of digitization in culture sector).

When asked about their wishes and needs regarding training opportunities and training offers,
respondents provided examples that were then categorized into nine thematic areas (again
according to Mayring & Fenzl [2019]) (Table 1). Ideally, knowledge transfer in relation to
DH and the digitalization of cultural heritage takes place through qualified trainers with
practical experience, through inclusive teaching methods, project-based learning and with up-
to-date materials. In addition, secure, standardized data storage, open access to data and

4 Truncated values in the diagram: Culture of sharing (regarding knowledge, documents, workflows, best
practices, ...); Data (in general and/ or: digitized, open, free, accessible, storable, standardized, and/ or
specialized, consistent, not biased)
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flexible IT infrastructures should be guaranteed. The importance of free and open-source
software was also highlighted by respondents.

Table 1
Categories With Indicators Built Concerning the Design of Educational Offers

Category Indicators

Where content should be conveyed
Digital formats, MOOCs, Education platforms, Specific courses or
projects, University offerings, Academic programs (graduate and
postgraduate), Web-based materials, Hackathons, Game jams, ...,
via resources generally available and accessible to all

Other formats
Training, Workshops, Best practices and representative projects,
Research projects in general, Web-based materials, EU funded
initiatives (UNESCO, ICOM), Scientific journals, Initiatives,
Conferences, Summer schools, Digital offers for school classes

How the content should be conveyed
Good teachers (practitioners or those working on projects
themselves), Inclusive teaching and learning methods, Project
based learning, Practical work (programming, database design,
analysis tools, ...), Maintaining currency of materials

Digital and data-referred aspects (needs and necessities)
Data repositories, Expertise databases, Open data/ Access to digital
repositories, Finding a standardization for data and data types that
is recognized in the scientific community (data quality, ...),
Finding better and unified standards for data (e.g. OA models of
places), Digital practices should be fully based on the use of free
software

Technologies (needed for educational offers)
Special technologies (e.g. for monitoring), Software free licenses
for educational purposes (e.g. for data modelling), Scientific
documentation (e.g. for virtual reconstructions)

Two other categories (Table 2) focus on professionalization and social engagement.
Respondents would like more specialized projects to help researchers develop their skills and
make them integrable in both research and teaching. Respondents also suggested more
collaborative formats, such as secondments to other institutions to broaden the range of skills
of researchers. The importance of involving citizens and volunteers in educational formats
and associated with this, increased promotion of public participation in science and culture
was also emphasized. Crowdsourcing was suggested as a tool for gathering interests and
needs.
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Table 2

Additional Categories Referring to Educational Offers
Category Indicators
Professionalization

Specific projects for university researchers, Secondments, More
integrated community capacity-building processes, More
integrated community capacity-building processes, Collaborative
platforms, Community engagement, Standards and existing groups
maintaining these standards

Including citizens/ volunteers/ the audience in educational formats
Special and focused volunteer activities, Diverse formats for
citizen and community engagement, Diverse formats for audience
engagement, Crowdsourcing

Respondents also suggested several topics for educational formats (Table 3).

Table 3
Examples of Potential Course Topics
Project management (skills)
Awareness (e.g., in CH (Cultural Heritage) knowledge and digitization strategies;
technologies)
Technical specialization (e.g. Architectural survey)
Thematic specialization (e.g. Digitization and Al)
More general topics such as:
- Digital literacy training
- Tools and their application guidelines
More specific and practical-oriented topics such as:
- Virtual and augmented reality for cultural preservation of intangible and tangible
heritage
- Implementation of game tools in cultural heritage digital formats

Respondents were also asked about their preferences regarding topics and formats for
training and continuing education. This qualitative data was processed using the analysis tool
Voyant (Sinclair & Rockwell, 2024) and visualized as a word cloud to highlight the most
frequently mentioned terms (Figure 8).
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Figure 8
Mentioned Topics (n > 3) of Desired Courses or Further Training Offers by the Respondents’
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Main topics include digitization and data-related processes (e.g. digital, data, databases).
Topics related to cultural heritage, especially those linked to specific cultural areas, also play
an important role for respondents. 3D technologies emerge as a main area where respondents
would like to see training formats. The focus on cultural aspects suggests that educational
formats (on methods or theories) should be tailored to cultural data and digitized materials,
rather than simply adopting scenarios from other areas. There is a general interest in
“courses” and “training”, which also underlines the importance of professional development
on the part of respondents. Management skills, especially in the project and cultural
organization context, are also mentioned, which also underlines the social component related
to the application and implementation of digitally based practices. Overall, there seems to be
a diverse need for topics for training programs to enable potential learners to receive the
appropriate training or further development of these skills.

The study conducted has several limitations. Regarding the studyportals platforms, no
conclusions can be drawn about their course collection practices or the representativeness of
the offers. The course descriptions analyzed are based on the word frequencies of key terms
in the course descriptions associated with the offers. For a more comprehensive assessment a
deeper analysis would be necessary, for example using module catalogs and exploration
methods (e.g. cluster analysis). The survey conducted was based on a contact list created in
Miinster (2019). Although 10% of the list was manually checked, a full update was not
possible due to time constraints. The survey is not representative, and future research should
aim to expand this work in a more comprehensive and representative context. The sample
size of 276 respondents is relatively small, which limits the generalizability of the results.
The respondents came mainly from Europe and here predominantly from Italy, which may
lead to regional biases. Furthermore, the focus on experts in the digitization of cultural
heritage may not capture the field of Digital Humanities. The cross-sectional nature of the
study therefore only provides a snapshot and does not allow for representative conclusions.

> GIS are geoinformation systems for the collection, processing, organization, analysis and presentation of
spatial data, mostly digitally based.
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Derivation of Possible Criteria for DH Study Programs and Draft of a Possible Further
Research Design

The results of the research can lead to the derivation of design criteria for DH education in
higher education.

DH programs should combine technical skills with humanities research and offer an
interdisciplinary curriculum that combines both technical and humanities theories.

They should be adaptable to different learning styles and needs and use flexible formats such
as digital tools, interactive scenarios or hybrid learning to improve accessibility and
engagement.

One focus can be project-based learning, which effectively involves local and international
experts, minority groups and cultural institutions and offers students real application
scenarios. Universities should also actively cooperate with external organizations to this end.

Programs should cover all academic levels, from Bachelor's to doctoral programs (and also
part-time or qualifying), and ensure a coherent (comparable) standard.

Overall, DH education should produce professionals with both technical and cultural
expertise, which requires programs that focus on creating specialized professional profiles.

Lifelong learning opportunities can ensure that professionals can adapt to evolving
technological and cultural developments.

These implications suggest a flexible, interdisciplinary and practical approach to DH
education, emphasizing accessibility, collaboration and real-world applications.

A research design, that provides a structured approach to assessing and improving the course
offerings, could begin with the continuous and ongoing collection and analysis of data from
educational programs, including course descriptions, student feedback and surveys. Needs
and trends can thus be tracked in a data-centric manner. To do this, it should first be
determined which data sources (course content, student opinions, ...) need to be collected as
part of this.

A clear research strategy that combines qualitative and quantitative approaches to evaluation
can ensure that the investigation is carried out in a rule-based manner. For example, methods
of trend identification and pattern recognition can be used in the design of educational
offerings or structuring content analysis of surveys.

As soon as results are generated and processed, they should also be shared with the
stakeholders (educational institutions, politics, cultural institutions, teachers, learners).
Further feedback can be collected in this phase (e.g. by discussing the results in focus
groups). Such an iterative feedback loop can allow for continuous exploration of educational
offerings in the field based on new evidence and changing needs. In addition, collaboration
between stakeholders can foster the engagement of external partners such as cultural
institutions, technology developers and policy makers to jointly develop educational
strategies and incorporate the knowledge gained into DH training.
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Conclusion

This analysis has highlighted topics at the interface between Digital Humanities and the
digitization of cultural heritage in higher education. They highlight the growing importance
of interdisciplinary curricula integrating technical and humanities competencies, the need for
flexible and practical learning opportunities and the demand for collaboration with external
partners (e.g. minority groups and cultural institutions). The findings indicate a strong need
for specialized training in digital methods (such as data management, 3D technologies, Al)
and emphasize the need for continuous professional development through lifelong learning.

In terms of education design, the results suggest a flexible, project-based and accessible
approach to DH education. DH study programs should bridge the gap between technology
and humanities and promote the development of new professional profiles that combine IT
expertise with cultural applications. In addition, engaging with minority cultures and
incorporating community-oriented methods will be of key importance for the development of
DH education to ensure that it remains inclusive and relevant to different global contexts.

By continuously collecting and analyzing educational data, stakeholders can refine DH
programs, incorporate stakeholder feedback, and adapt to technological and cultural changes.
A dynamic approach can help create robust and sustainable frameworks for DH education
and incorporate the elements of the ever-evolving landscape of cultural heritage digitization.
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Abstract

The increasing demand for industry-ready graduates has underscored the need for assessment
strategies that not only evaluate academic knowledge but also cultivate practical
competencies. This action research study investigates how integrating Experiential Learning
Theory (Kolb, 1984) with Threshold Concepts can enhance assessment design in
undergraduate marketing programs. Threshold concepts—transformative yet often
troublesome ideas essential to disciplinary mastery—are explored through the lens of
experiential learning, which emphasizes the cyclical process of concrete experience,
reflective observation, abstract conceptualization, and active experimentation. The study
focuses on Year 2 undergraduate marketing students at a British-system university in the
UAE, employing a qualitative methodology to examine the impact of tailored, real-world
assessment tasks. Data were gathered through classroom observations, student-teacher
feedback sessions, and performance analysis across two academic semesters. These data
points were aligned with stages of the experiential learning cycle, providing rich insights into
how students internalize complex marketing concepts through hands-on practice, reflection,
and iterative learning. Findings indicate that assessments grounded in experiential learning
significantly improved student engagement, conceptual understanding, and career readiness.
Students showed measurable performance gains in mastering threshold concepts such as
market segmentation, branding, and strategic positioning. The iterative refinement of
assessment design further ensured alignment with both academic outcomes and industry
expectations. This study offers a replicable framework for embedding experiential and
conceptually rich assessment strategies within marketing curricula. By bridging theory and
practice, it addresses critical pedagogical gaps and contributes to the development of
graduates equipped to navigate the dynamic challenges of the marketing profession.

Keywords: assessment design, threshold concept, experiential learning theory, marketing
program
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Introduction

As global markets continue to evolve and marketing roles become increasingly dynamic,
universities are under growing pressure to produce graduates who are not only theoretically
grounded but also practically equipped to meet industry demands. Within this context,
threshold concepts in marketing—such as segmentation, branding, and strategic
positioning—represent essential yet often challenging areas of learning that students must
master to progress meaningfully in the discipline (Meyer & Land, 2005). To address these
conceptual barriers, this study incorporates Experiential Learning Theory (Kolb, 1984) as a
complementary pedagogical framework, emphasizing the role of real-world, reflective, and
iterative learning experiences in fostering deeper understanding.

This action research investigates how embedding experiential, concept-focused assessment
strategies within undergraduate marketing curricula can support students in overcoming
troublesome knowledge and enhancing their career readiness. Conducted at a British-system
university in the UAE, the study used qualitative methods including classroom observations,
student feedback sessions, and performance analysis across two academic semesters. This
dual-semester, iterative approach enabled the continuous refinement of assessment design and
provided a robust, practice-informed understanding of how students internalize key
marketing concepts through experiential learning.

Literature Review
Threshold Concepts in Marketing Education

Threshold concepts are core disciplinary ideas that, once understood, lead to a transformative
shift in a student's comprehension and worldview (Meyer & Land, 2005). In the context of
marketing education, these concepts typically include customer value, market segmentation,
branding, and strategic positioning (Davies & Mangan, 2007). Mastery of these ideas is
essential for both academic success and industry relevance. However, students often struggle
to engage with these concepts because they are abstract, integrative, and contextually
complex. Without meaningful pedagogical strategies, such concepts remain “troublesome
knowledge,” impeding student progression and deeper understanding. Addressing these
difficulties requires learning environments that make these ideas visible, actionable, and
embedded in practice.

Assessment Design and Industry Alignment

Assessment design plays a critical role in shaping how students approach and internalize
disciplinary knowledge. Nicol and Macfarlane-Dick (2006) highlight the value of formative
assessment in promoting self-regulated learning, while Carless (2015) emphasizes the role of
feedback literacy in helping students prepare for professional environments. Assessments that
replicate real-world marketing challenges—such as data-driven segmentation tasks or
strategic brand positioning exercises—enable students to bridge theory and practice. When
assessments are aligned with authentic, industry-relevant tasks, students are more likely to
see the relevance of abstract concepts and engage with them meaningfully.
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Experiential Learning in Undergraduate Marketing Programs

To further support the acquisition of threshold concepts, this study draws on Experiential
Learning Theory (Kolb, 1984), which provides a cyclical model of learning based on four key
stages: concrete experience, reflective observation, abstract conceptualization, and active
experimentation. In marketing education, experiential learning is particularly effective
because it mirrors the dynamic, iterative nature of professional marketing work. Activities
such as group projects, simulated client pitches, and peer-reviewed case studies allow
students to encounter marketing challenges directly (concrete experience), reflect on their
performance and decisions (reflective observation), connect their experiences to theory
(abstract conceptualization), and apply revised strategies in new contexts (active
experimentation).

When integrated into assessment design, experiential learning fosters not only deeper
cognitive engagement with threshold concepts but also the development of transferable skills
such as collaboration, communication, and problem-solving. These approaches prepare
students for the complexities of real-world marketing roles while simultaneously supporting
academic mastery.

Methodology

This study adopted a qualitative action research methodology, grounded in cycles of
implementation, observation, reflection, and iterative refinement. The approach was
theoretically informed by Experiential Learning Theory (ELT), which conceptualizes learning
as a continuous process involving concrete experience, reflective observation, abstract
conceptualization, and active experimentation (Kolb, 1984). This lens enabled the study to
systematically explore how experiential assessment strategies support students in mastering
threshold concepts in marketing education.

Data were collected across two academic semesters using the following methods, each
mapped to a corresponding stage of the experiential learning cycle:

- Concrete Experience — Real-world Assessments: Students engaged in group
projects, case studies, and simulated marketing presentations designed to embed
abstract concepts into practical tasks. These activities functioned as the “experience”
phase, giving students direct encounters with key marketing challenges such as
segmentation, branding, and positioning.

- Reflective Observation — Feedback Sessions: Mid- and end-semester group
feedback discussions captured students’ reflections on the relevance, difficulty, and
impact of the assessment tasks. These sessions provided insight into how students
made sense of their experiences and identified obstacles in their conceptual
understanding.

- Abstract Conceptualization — Thematic Analysis: Qualitative analysis of student
reflections and performance trends helped identify patterns in learning progression.
This analytical phase aligned with the ELT stage in which students begin to connect
experience to broader theoretical frameworks.

- Active Experimentation — Iterative Assessment Redesign: Based on insights from
performance data and feedback, assessment tasks were revised and re-implemented in
the following semester. This phase supported continuous refinement of learning
design and allowed both students and instructors to re-engage with tasks in new ways.
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The sample included Year 2 undergraduate marketing students enrolled in a Consumer
Behaviour module at a British-system university in the UAE. These students were chosen due
to their transitional stage in the curriculum—having acquired foundational marketing
knowledge but lacking real-world application experience. This positioning made them ideal
participants for examining the impact of experiential, threshold-driven assessments on
conceptual development and industry readiness.

Findings and Analysis

The findings are structured around three core threshold concepts identified as particularly
challenging for students: market segmentation, branding, and strategic positioning. These
were intentionally embedded into real-world, experiential assessment tasks designed to
follow the four stages of Experiential Learning Theory (ELT): concrete experience, reflective
observation, abstract conceptualization, and active experimentation. Assessment redesigns
scaffolded these concepts through applied tasks, peer collaboration, and industry-relevant
simulations.

Table 1
Threshold Concepts and Experiential Assessment Strategies

Assessment Strategy Avg.

Threshold Observation & Reflection
(Concrete Performance
Concept . Outcome
Experience) Improvement
Group project Students actively engaged with
Market applying real consumer data; clearer link to
. . +18%
Segmentation segmentation to a real theory through hands-on
brand application
‘ Case study analysis ?mpr(‘)ved comprehen51'0n of brand
Branding . identity; deeper reflection via peer +15%
with peer feedback . .
discussion
. Client pitch Increased confidence and ability to
Strategic . . . . .
. simulation articulate positioning strategies in +22%
Positioning . -
(presentation) realistic contexts

These quantitative improvements were reinforced by qualitative insights gathered through
feedback sessions and classroom observation. Students expressed a stronger connection
between marketing theory and practical application. For example, during reflective
discussions, one student shared, “Doing the pitch made me feel like I was in an agency—I
finally understood what strategic positioning meant.”

Such reflections illustrate the transformative effect of assessment tasks designed through the
experiential learning cycle. Students not only demonstrated improved performance but also
internalized previously abstract concepts by actively engaging in authentic marketing
scenarios. Furthermore, the iterative refinement of these assessments across two semesters
supported active experimentation, where both students and faculty adapted and reapplied
learning strategies based on observed outcomes.

The integrated approach of threshold-concept-focused content and experiential pedagogy

fostered measurable learning gains, deeper conceptual clarity, and enhanced professional
readiness among students.
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Discussion

The findings reaffirm that assessment strategies aligned with threshold concepts can lead to
transformative learning experiences. As Cousin (2006) argues, once students internalize these
threshold concepts, their understanding of the subject undergoes a fundamental and
irreversible shift. In this study, embedding concepts such as segmentation, branding, and
strategic positioning within experiential, real-world assessments provided students with the
necessary context to engage more deeply with disciplinary knowledge.

The integration of Experiential Learning Theory (Kolb, 1984) further enriched this
transformation. By structuring assessment tasks around Kolb’s learning cycle—concrete
experience, reflective observation, abstract conceptualization, and active experimentation—
students were not only exposed to practical challenges but also guided through reflective and
conceptual stages that promoted lasting understanding. This alignment helped convert
previously "troublesome" knowledge into actionable competence, as students moved from
surface-level recall to applied mastery.

The iterative nature of action research played a vital role in the process. Cycles of feedback,
performance analysis, and refinement enabled the ongoing alignment of assessment practices
with both academic objectives and industry needs. These adaptations were responsive to
student feedback and cohort-specific dynamics, ensuring that learning experiences remained
relevant, inclusive, and developmental.

Moreover, the inclusion of peer review, formative feedback, and collaborative tasks
encouraged students to engage in self-regulated and socially situated learning. These
mechanisms helped students develop not only individual understanding but also key
professional competencies such as teamwork, evaluation, and communication. Such
outcomes reflect the dual purpose of the assessment model: fostering academic development
and cultivating industry readiness.

In sum, the study demonstrates that embedding threshold concepts within an experiential
learning framework—and refining it through action research—results in more engaged,
capable, and confident learners. It bridges the divide between theory and practice, positioning
students to succeed both in academic progression and future professional roles.

Conclusion and Recommendations

This study demonstrates the value of embedding threshold concepts within an experiential
learning framework to effectively bridge the gap between academic learning and industry
expectations in undergraduate marketing education. By aligning assessment design with
Kolb’s Experiential Learning Cycle—through real-world application, structured reflection,
and iterative refinement—students not only overcame troublesome knowledge but also
developed critical professional competencies. The dual impact on conceptual mastery and
career readiness highlights the importance of integrating theory and practice through
purposeful pedagogical design.

The implications extend beyond the discipline of marketing, offering a transferable model for
curriculum development in other fields seeking to align learning outcomes with evolving
labor market demands. Through action research and responsive assessment design,
institutions can foster learning environments that are adaptive, inclusive, and outcome-driven.

ISSN: 2758-0962 35



The Paris Conference on Education 2025 Official Conference Proceedings

To enhance undergraduate education effectively, several research-informed and replicable
strategies are recommended. First, assessments should be designed to embed threshold
concepts within real-world, industry-relevant tasks—such as brand simulations, segmentation
projects, and strategic positioning pitches—ensuring both conceptual clarity and practical
application. This approach can be further strengthened by aligning assessments with Kolb’s
Experiential Learning Theory, structuring tasks around the four-stage cycle of concrete
experience, reflective observation, abstract conceptualization, and active experimentation.
Additionally, promoting feedback literacy and peer learning is crucial; incorporating
formative peer reviews, industry-style simulations, and feedback portfolios enables students
to take ownership of their learning while developing evaluative judgment. Finally, adopting
an iterative, data-informed approach to assessment design allows for continuous refinement
through action research cycles, leveraging performance data and student reflections to better
respond to learner needs and evolving professional standards. Together, these
recommendations offer a strategic framework for embedding academic rigor, experiential
engagement, and industry relevance into assessment practices, ultimately preparing graduates
not only to navigate professional challenges but to lead within them.
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Abstract

Pronunciation is crucial in foreign language learning, aiding learners in both speech
production and comprehension. However, EFL students often struggle with consonant and
vowel pronunciation. This study investigates these pronunciation errors among first-year
B.A. students at the University of Mustapha-Stambouli Mascara during the 2023-2024
academic year. Data were gathered from semi-structured interviews with seven teachers, a
questionnaire answered by 101 English language students and 23 translation students, and a
pronunciation test of 80 English words. The findings reveal difficulties with silent sounds and
specific consonants such as [t], [9], [z], [s], [3], [t[], [0], [0], and [k], as well as vowels like
[a], [2], [09], [19], [ea], [e1o], and [ouvo]. Additionally, errors were found in long vowel
pronunciations, including [i:], [o:], and [a:]. These difficulties stem from lack of practice,
mother tongue interference, French language influence, and mismatched spelling and
pronunciation. Demotivation, being taught by less qualified teachers in middle and high
school, and challenging classroom environments also contribute. Although pronunciation is
taught in phonetics courses, the study recommends incorporating technology and laboratory
resources to improve pronunciation skills. It also suggests including phonetics in the
translation curriculum, emphasizing the importance of speaking in language learning.

Keywords. pronunciation, consonants, vowels, sounds, EFL, phonetics
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Introduction

English has become an instrument for communication and education. It is the official
language of 59 countries and the unofficial lingua franca of dozens (Mikanowski, 2018).
Although the official language in Algeria is Arabic, English has begun to play a subsequent
role in education. English is considered to be a foreign language (EFL) in Algerian schools.
Therefore, students from 11 years of age study English in middle school. French is offered,
however, to pupils from the age of nine in primary school. More recently, in 2022, Algerian
President Abdelmadjid Tebboune considered an amendment to the educational programme by
offering English to pupils from the age of nine (Rouaba, 2022).

Despite the President’s attempt to strengthen the English language in the education program,
students face difficulties in pronunciation, as they do not practice English outside the
classroom. This pronunciation obstacle appears among students in English at the university
level. Particularly among first-year English B.A. students at the University of Mustapha
Stambouli Mascara, they find it hard to pronounce words in Received Pronunciation (RP).

Pronunciation is a significant aspect of foreign language learning. According to Yakout and
Amel (2019), “Though grammar and vocabulary are very important elements in any
language, they can be useless if the speaker cannot pronounce accurately” (p. 220).

Teaching pronunciation depends on two skills: the flow of speech, and the production of
spoken language or fluency (Broughton et al., 2003). Acquiring these skills is based on
constant practice of listening and speaking. In practising listening, students will listen to
understand and imitate (Cruttenden, 2014, p. 5), but in terms of speaking, the proper use of
the vocal organs to articulate sounds can help learners acquire the habit of perfecting their
articulation of English words. Here, teachers can also help students acquire reasonable
pronunciation by concentrating on sounds, showing the precise articulation of the sounds in
the mouth, and making students aware of where words should be stressed (Harmer, 2001, p.
183).

On this subject, Broughton et al. (2003) pointed out that “Sounds used in a language are
therefore distinctive so that words can be distinguished from each other when heard just as
can be distinguished when written” (51). Hence, the significance of teaching pronunciation
lies in achieving easy English that is not confusing to the listener, helping learners feel
comfortable when speaking English, developing positive self-awareness as a non-native
speaker of English, and monitoring strategies to help learners achieve correct pronunciation
of the words in oral communication inside and outside the classroom (Yakout & Amel, 2019,
p. 220).

This study focuses on tackling the obstacles to the pronunciation of English sounds among
EFL learners. It also highlights the factors behind the difficulties encountered by students in
pronunciation. The study, thus, seeks to answer the following questions:

1. Why do the students face pronunciation difficulties?

2. What are the challenges faced by the teachers in teaching pronunciation?

Literature Review

While reviewing the literature on EFL learners’ difficulties in the pronunciation of English
sounds, this literature has focused on pronunciation problems, highlighting the factors of
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difficulties in the pronunciation of English sounds among Arab learners (for example,
AbdAlgane & Idris, 2020; Abdulwahid, 2023; Broughton et al., 2003; O’Connor, 1998).
Abdulwahid (2023) was more concerned with examining the pronunciation of consonants and
vowels among EFL learners by conducting interviews with teachers and questionnaires
answered by students in the Department of English and Translation in Cihan University-
Erbil, Kurdistan Region, Iraq. The study concluded that in both departments, students had
difficulties in pronouncing consonants that consist of two phonemes, such as /[/ and /t[/, /3/,
and /d3/. As such, the students transcribed the word “jazz” as /3aez/ instead of /d3aez/.

The findings of Jahara and Abdelrady (2021) are similar. In applying periodic recording
assessment using Blackboard Collaborate Ultra LMS to test the pronunciation skills of thirty-
two B. A. undergraduates at Qassim University, Saudi Arabia, Jahara and Abdelrady (2021)
found that 50% of the research participants did not learn to differentiate between /p/ and /b/,
as the former is not available in Arabic, which could be a significant barrier to Arab learners
in distinguishing between voiced bilabial and voiceless bilabial sounds. Vowels also confused
participants. The authors suggest that some participants were confused between /1/ and /e/ and
between /1/ and /i:/. However, the authors pointed out that most participants failed to
distinguish between /a/, /e/, and /p/ (Jahara & Abdelrady, 2021, p. 205). The pronunciation
difficulties of vowels are also linked to their inconsistency of the English vowels. Students
lack knowledge of the different pronunciations of English vowels.

In addition, the study by AbdAlgane and Idris (2020) assigns the pronunciation problems to
the influence of spelling on pronunciation, which poses a major problem to EFL learners.
Their study tested the English pronunciations of 100 students. Approximately 58% of
participants strongly agreed that they faced difficulties in identifying silent letters in words.
As such, students who did not learn how to pronounce the knee, knight, knife, know, and
knot would pronounce them with /k/ (AbdAlgane & Idris, 2020, p. 197).

There is limited literature in the Algerian context and, with an odd exception (for example,
Berrabah & Benabed, 2021; Ghounane, 2018; Yakout & Amel, 2019), in examining the
pronunciation problems and the reasons behind those pronunciation problems among the
first-year university EFL learners in Algeria. Therefore, to bridge this gap, this study
examines pronunciation problems among EFL learners of first-year English B.A. at the
University of Mustapha Stambouli-Mascara. It explores the factors behind the difficulties in
achieving native-like pronunciation of English sounds. It also seeks to tackle the issue from
the lecturer’s perspective to explore the challenges encountered in teaching phonetics.

Methodology
Data Collection

This study utilized a combination of qualitative and quantitative approaches for data
collection. The qualitative data were gathered through semi-structured interviews with seven
teachers—three specializing in phonetics for first-year English students, one in phonology,
and three in Arabic-English and English-Arabic translation for first-year translation students.
These interviews were designed to explore teaching methods, pronunciation proficiencies,
and the challenges faced by phonetics instructors. On the quantitative side, data were
collected through a questionnaire administered to 101 first-year English language students
and 23 first-year translation students, all aged 18-25, with Arabic as their first language and
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French as their second. Additionally, students participated in a pronunciation test of over 80
English words, with 19 translation students agreeing to this test.

Data Analysis

The qualitative data from the semi-structured interviews were analyzed to extract themes
related to teaching experiences, pronunciation proficiency, and instructional challenges. The
teachers' insights provided a deeper understanding of the difficulties students face in
mastering English pronunciation. The quantitative data from the questionnaires were
analyzed using tables and graphs to illustrate students' opinions on their pronunciation
abilities and the obstacles they encounter in speaking correctly. The pronunciation test results
were examined to identify specific phonetic errors, which further enriched the analysis by
highlighting particular areas of difficulty in English pronunciation among the students.

Results and Discussion
Results of the Semi-structured Interviews

During the interviews, the teachers claimed that they were sometimes satisfied with their
students' pronunciations during the lesson. Accordingly, the teachers believed that the
students had to practice speaking in English and the English words' pronunciations. They also
provided other reasons for the pronunciation errors among their students, such as the
interference of the mother tongue and mismatching spelling with pronunciation. Those
reasons are further discussed below in this study.

When the teachers were asked if they focused on pronouncing the words correctly, five
teachers answered that they attempted to pronounce the words correctly during the lessons, as
they saw that learning phonetics was essential for English pronunciation proficiencies. They
also asserted that they corrected the students if they heard pronunciation errors. Only one
teacher claimed he did not focus on English word pronunciations and students' fluency. He
added that he sometimes corrected the students' pronunciation errors during the lecture,
although he believed that the English pronunciation proficiencies were important for the
students' careers.

Further, the teachers of phonetics explained the problems they were facing in teaching
phonetics. The three teachers mentioned that the combination of phonetics and linguistics
presented an obstacle to providing sufficient teaching hours for learning pronunciation of
English sounds, as 1h30mn would be provided to teaching phonetics every week of each
semester instead of 3 hours. One teacher explained that large classes also formed an obstacle
in teaching phonetics, as he couldn’t allow all students to practice the pronunciation of
English words and hear the pronunciation errors they make.

In terms of teaching consonants and vowels, three teachers of phonetics saw that consonant
sounds were easy to teach to the students, whereas vowels, including monophthongs,
diphthongs, triphthongs, short and long vowels, were all plain. One teacher saw that
consonant sounds were plain, while all vowels were challenging to students (see Table 1).
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Table 1
Teachers’ Opinion on Consonant and Vowel Sounds’ Difficulty Level
Sounds easy plain difficult | Total number of teachers of
phonetics
Consonants 3 1 4
monophthongs 3 1 4
diphthongs 3 1 4
Short vowels 3 1 4
Long vowels 3 1 4

As already mentioned, the students of translation do not study phonetics. Therefore, the
teachers shared their opinions about this issue. The teachers of phonetics and translation
believe that translation students should learn phonetics for their pronunciation proficiencies
in their careers. They also added that translation is related to the language's four skills:
reading, writing, listening and speaking. Speaking skills are strictly related to phonetics.
According to a teacher of translation,

Students of translation are supposed to work in the field of interpreting, which relies,
among others, on phonetics and pronunciation. There are many situations where the
lack of phonetic skills leads to serious mistakes, especially when [translating
speeches] from Arabic into English. (Anonymous, 2024)

The teacher also believes that the correct pronunciation of the words would deliver the
message accurately to the listener. He explained,

The comprehension of a message largely depends on the ability to decipher what the
speaker is saying; hence, vocabulary and lexis are not the only elements that exist but
the way the speaker pronounces the utterance too. (Anonymous, 2024)

Overall, the semi-structured interviews highlighted three key elements. Firstly, the teachers
found that the lack of practice, mismatching spelling and pronunciation, and the interference
of the mother tongue were problems encountered by the EFL students. Secondly, the
combination of phonetics and linguistics and large classes were perceived as challenges to the
teachers of phonetics to deliver the lessons. Finally, the teachers recommend phonetics
syllabus to the students of translation. Those students learn the translation from Arabic to
English and from English to Arabic; therefore, they should develop an understanding of the
English language fourth skill of speaking.

Results of the Questionnaire

Table 2. shows that the answers to Question 1, “Are you satisfied with your pronunciation?”
reveal that 47.50% of the students of the English Language and 52.1% of the students of
translation believe that they are sometimes satisfied with their pronunciation, compared to
those who claim that they are not happy with their pronunciation proficiencies. Meanwhile,
question 2, “Do you think that you need to improve your English pronunciation?” indicates
that 80.1% of English language students and 95.6% of translation students believe they must
improve their English pronunciation (see Table 3 below). In Question 3, “Do you think that
learning phonetics is important for your English proficiencies?” 81% of students of English
and 69.50% of Translation students think that learning phonetics is significant for their
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English Language proficiencies, compared to 5.9% among the students of English and 13%
among the students of Translation who were not sure if learning phonetics would help them

improve their English pronunciation (See Table 4 below).

Table 2

Students’ Satisfaction Towards Their English Pronunciation
Question 1 Yes No Sometimes Not sure
English students 27% 15.80% 47.50% 8.90%
Translation students 13% 13% 52.10% 21.70%

Table 3

Students’ Opinion on Improving Their Pronunciation Proficiencies
Question 2 Yes No Sometimes Not sure
English students 80.10% 1.90% 11.80% 5.90%
Translation students 95.60% 0% 4.30% 0%

Table 4

The Importance of Learning Phonetics
Question 3 Yes No Sometimes Not sure
English students 81% 4.90% 7.90% 5.90%
Translation students 69.50% 8.60% 8.60% 13%

It is worth noting that the fourth question of the questionnaire deals with the motivation for
learning phonetics. This question is only asked to the students of English, as the students of
Translation do not study phonetics. Therefore, Figure 1. Shows that 46.5% of the students of
English claim that they feel motivated when they study phonetics, compared to 37.60%
among the students who are sometimes motivated during the lectures.

Question 4: Do you feel motivated when learning phonetics?

Figure 1

Learning Phonetics’ Motivation Among Students
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Further, the questionnaire examined the exposure to the English language and imitation of
how native speakers of English pronounce the words. These aspects reflect Question 5, “Do
you get exposed to English?”” and Question 6, “Do you fear that your colleagues will mock
you if you imitate a native speaker?”” For question 5, 60.3% of English students and 65.2% of
translation students claim that they get exposed to English through listening to music and
watching movies in English (see Table 5). As for Question 6, students ‘answers to the
question clarify that about 47.5% of the students of English and 52.7% of the students of
Translation claim that they do not fear if they get mocked by their colleagues if they imitate a
native speaker when speaking English. (see Table 6 below).

Table 5

Students’ Exposure to English Language in Movies and Music
Question 5 Yes No Sometimes Not sure
English students 60.30% 3.90% 26.70% 0%
Translation students 65.20% 4.30% 30.40% 0%

Table 6

Students’ Fear of Using a Native-Like Pronunciation in the Classroom
Question 6 Yes No Sometimes Not sure
English students 17.80% 47.50% 26.70% 7.90%
Translation students 8.60% 52.10% 34.70% 4.30%

Other questions explored whether students check the pronunciation of the words they learn.
This aspect reflects Question 7 “When you learn new words, do you check the correct
pronunciation of those words?” 55.4% and 47.8% of English students and the students of
translation, respectively, check the pronunciation of English words they learn. 35.6% of
English students and 43.4% of translation students claim they sometimes examine the
pronunciation of the words they learn (see Table 7 below). Question 8 explored the
significance of pronunciation perceived by the students through the following question: Do
you think that English pronunciation proficiencies are significant for your career? Table 8
shows that 97% of English students and 95% of translation students believe that English
language pronunciation proficiencies are essential for their future careers.

Table 7

Students’ Examination to Make Certain That Words They Learn Are Correctly Pronounced
Question 7 Yes No Sometimes Not sure
English students 55.40% 5.90% 35.60% 2.90%
Translation students 47.80% 8.60% 43.40% 0%

Table 8

The Importance of English Pronunciation Proficiencies in the Students’ Career
Question 8 Yes No Sometimes Not sure
English students 97% 0% 1.90% 0.90%
Translation students 95.60% 0% 0% 4.30%

The last two questions reflected the students' influence by the pronunciation of the secondary
school teachers and the reasons they considered behind their pronunciation difficulty.
Question 9 included: Do you agree with the statement: “I have been taught by less qualified
teachers in the middle and secondary schools who have pronunciation problems”. Figure 2
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shows that about 67.3% of the English students and 82.6% of the translation students agree
with the statement (see Figure 2 below).

Figure 2
Students’ Opinion on Their Teacher of the Middle and Secondary Schools’ Pronunciation
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Question 10 mentioned: What are the problems you are facing in improving your
pronunciation? Figure 3 shows the reasons behind the pronunciation problems among the
students. English students clarified that lack of practice (41.5%), lack of technology used in
phonetics by the teachers (15.8%) and demotivation (12.8%) were among the reasons that
influenced their pronunciation proficiencies. Meanwhile, the students of translation claimed
that lack of practice (60.8%), demotivation (34.7%) and mismatching spelling with
pronunciation (4.3%) were the factors behind their pronunciation difficulties (see Figure 3
below).
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Figure 3
Factors Behind the Students’ Pronunciation Problems
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Results of the Pronunciation Test

The pronunciation test includes all the students who answered the questionnaire. The results
are shown in tables to examine the correct and incorrect pronunciation of selected words with
considerable pronunciation errors. The incorrect pronunciation section of each table shows
the most common errors pronounced by English language and translation students.

Table 9. shows the words with silent sounds. The students failed to pronounce most of the
words, such as pseudo, tomb, womb, limb, and hymn, except for “knock™, as 71 (70.2%)
students of English and 7 (36.8%) students of translation succeeded to identify the silent /k/
in the word (see Table 9). Apart from “knock”, the students pronounced all the sounds in
each word without recognising the silent sounds in the words (see Table 9).
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Table 9

The Pronunciation of the Words With Silent Sounds
Words Correct English Translation | Incorrect English | Translation

pronunciation | students | students pronunciation | students | students

Fasten /fa:san/ 11 0 /festen/ 90 19
Hymn /him/ 4 0 /himn/ 97 19
Knock /nok/ 71 12 /knok/ 30 7
Limb /lim/ 3 0 /limb/ 98 19
Moisten | /mor.sen/ 10 0 /moiston/ 91 19
Plumber | /plam.or/ 3 0 /plmboar/ 98 19
Pseudo /sju:.dov/ 3 0 /pserdo/ 98 19
Subtle /sat.ol/ 8 2 /sabtal/ 93 17
Tomb /tu:m/ 2 0 /tomb/ 99 19
Womb /wu:m/ 0 0 /womb/ 101 19

While the students encountered difficulty in recognizing the silent sounds in the words
mentioned, the pronunciation of consonant sounds also revealed that students made errors in
pronouncing t, 1, z, s, 3, tf, 0, 0, and k in the words shown in Table 10 below. For example,
[6] and [k] were pronounced as [t] and [tf] in “thumb”, “alchemy”, and “anchor”. The
students also made errors in pronouncing [k] in “archives” and “toothache” and [t[] in “chips”
and “chew”. Both sounds were pronounced as [J] in the words. Further, the students

99 ¢

pronounced [n] as [n] in “anchor”, “tongue” and “young”.

The Table also includes errors in pronouncing [t] and [0]. The students pronounced [t] in
“Thames” and “Thailand” and [0] in “soothe” and “bathe” as [0]. In terms of the
pronunciation of s, z and 3, the students failed to recognise those sounds in “Oasis”, “Closet”,
“Leisure”, and “Sabotage”. The students were confused between [s] and [z] in “Oasis” and
“Closet” (see Table 10). Meanwhile, students pronounced [s] in “Leisure” as [z] and [3] in
“Sabotage” as [d3].
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Table 10
The Pronunciation of Consonant Sounds
Words Correct English | Translation | Incorrect English | Translation
pronunciation | students | students pronunciation | students | students

Alchemy /e&el.ko.mi/ 43 4 /&l. tfo.mi/ 58 15
Anchor /een.kor/ 34 0 /entfor/ 67 19
Archives /a:.karv 5 0 /eerfiv/ 96 19
Bathe /berd/ 1 0 /be16/ 100 19
Chew /tfu:/ 7 1 /fau/ 94 18
Chips /tfips/ 72 7 /fips/ 29 12
Closet /kloz.1t/ 16 0 /kloust/ 84 19
Join /dzom/ 94 17 /30m/ 7 2
Leisure /lez.or/ 21 2 /lizor/ 81 17
Oasis /au er.s1s/ 7 0 /avzis/ 91 19
Sabotage /s&b.o.ta:3/ 9 0 /sebu:terds/ 92 19
Soothe /su:d/ 5 0 /su:0/ 96 19
Thailand /tar.leend/ 63 14 /Barlaend/ 38 5
Thames /temz/ 18 1 /Betmz/ 83 18
Tongue /tan/ 0 0 /tong/ 101 19
Toothache | /tu:0.e1k/ 28 0 /tuzteef/ 73 19
Thumb /0Am/ 4 0 /tamb/ 97 19
Young /jay/ 0 3 /jong/ 101 16

Table 11 also shows that the English language and translation students faced difficulties in
recognising the pronunciation of vowel sounds and articulating them. Table 11 highlights the
errors found in the pronunciation test of the monophthongs, diphthongs, triphthongs, and long
and short vowels. For example, the students pronounced [a] and [u:] in “above” and “chew”
as [ovu]. The students also pronounced [A] as [p] in “Tongue” and “Young”. Further, the
diphthongs were pronounced as monophthongs in “cure”, “lure”, “open”, and “sofa”. The
diphthongs [09] in “cure” and “lure”, and [ov] in “open” and “sofa” were pronounced as [u:].
In addition, [19] in “clear” was pronounced as [i:], and [ea] in “stair” was pronounced as [&].

Also, the students could not identify the shwa vowel, [9], in “doctor” and “upon”.

Although most of the students did not face difficulty in pronouncing the triphthongs [o19],
[ava], [a19] in “loyal”, “hour”, “fire”, many students did not pronounce the triphthongs [e19]
and [oua] correctly in “lower” and “layer”. The students pronounced [erd] and [ov9] in
“lower” and “layer” as [avo] and [a19].
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In terms of the short and long vowels, the students could not identify long vowels in “leave”,
“law”, “door”, “car”, and “laugh”. The students pronounced [i:] as [1] in “leave”, [0:] as [D] in

“Law” and “door”, and [a:] as [&] in “car” and “laugh”.

Table 11

The Pronunciation of Vowels
Words Correct English | Translation | Incorrect English | Translation

pronunciation | students | students pronunciation | students | students

Above /abav/ 3 1 /abavv/ 98 18
Car /ka:r / 0 0 /keer/ 101 19
chew /tfu:/ 7 1 /fav/ 94 18
confirm /kon'f3:m/ 15 1 /konfirm/ 86 18
cure /kjoar/ 0 0 /kju:r/ 101 19
Classroom | /kla:s.rom/ 101 19 / 0 0
Clear /klior/ 36 2 /kli:r/ 65 17
Crowd /kraud/ 84 11 /kraud/ 16 8
David /der.vid/ 90 17 /devid/ 11 2
Doctor /dok.tor/ 3 5 /doktor/ 98 14
Door /do:r/ 38 5 /dor/ 63 14
Doubt /davt/ 5 0 /dobt/ 96 19
Draught /dra:ft/ 6 0 /dravt/ 95 19
Father /fa:.0ar/ 29 11 /fedor/ 72 8
Feather /fed.or/ 16 0 /f1:00r/ 85 19
Fire /fator/ 91 15 /fir/ 10 4
Found /favnd/ 89 18 /fond/ 12 1
Fragile /freeds.a1l/ 2 0 /[fraezil/ 99 19
George /d30:d3/ 33 6 /dzrordz/ 68 13
Hour /avar/ 92 14 /hovar/ 9 5
Join /dzo1n/ 94 17 /30m/ 7 2
Laugh Na:f/ 16 1 et/ 85 18
Law No:/ 9 2 /lav/-/1o/ 92 17
Layer /ler.or/ 53 0 /arar/ 48 19
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Leave Mizv/ 53 7 M/ 48 12
Lower /lav.ar/ 61 7 NNavar/ 40 12
Loyal /or.al/ 99 17 No:jo/ 2 2

Lure Nvar/ 0 0 /uzr/ 101 19
Nuclear /mju:.klior/ 8 0 /mnyklror/ 93 19
Open /au.pan/ 38 3 /u:pen/ 63 16
Sofa /squ.fof 10 4 /sofae/ 91 15
Speck /spek/ 26 0 /spik/ 75 19
Stairs /stear/ 57 9 /staer/ 43 10
Tongue /tan/ 0 0 /tong/ 101 19
Upon /apon/ 18 1 /ju:pen/- 83 18

/aepen/
Young /jay/ 0 3 /jong/ 101 16
Discussion

As seen, the students of the first-year English Language and the students of translation
encountered difficulties in recognising the correct sounds in the words given to them in the
pronunciation test. The students could not pronounce accurately the consonant sounds (t, 1, z,
s, 3, tf, 8, 0, k), and vowel sounds. The students found difficulty in pronouncing the
monophthongs (A, u: and 9), long vowels (a:, o:and i:), diphthongs (vo, ou, 19, €9) and
triphthongs (ers, av9). Several reasons led to these pronunciation errors, such as lack of
practice, the interference of the mother tongue, the interference of the French Language and
mismatching spelling and pronunciation. Let’s explore each one of them separately.

Lack of Practice

Although the students claim that they get exposed to the English language, they believe that
the lack of speaking English influences their pronunciation proficiencies (see Figure 3
above). Similarly, from the semi-structured interviews, the teachers see that the student’s lack
of practice posed a major reason behind pronunciation difficulty among the students, as it
would affect the knowledge about the pronunciation of English words. Thus, the lack of time
to practice pronunciation is also a reason leading instructors not to pay enough attention to
English pronunciation (Harmer, 2001).

Interference of the Mother Tongue

Another reason behind the pronunciation difficulty among students is the interference of the
mother tongue. According to AbdAlgane and Idris (2020), “When speaking the target
language, learners tend to rely on their native language [1] structures to produce a response”
(p 196). They added that the native language (L1) and the target language (L2) have
significantly different structures that lead to high frequency of errors to occur in L2,
therefore, indicating an interference of L1 on L2 (AbdAlgane & Idris, 2020). This aspect is
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present in the pronunciation of “thumb”. The students replaced [0] with [t]; this sound does
not exist in the dialect of Mascara. The word “join” serves as another example, as a few
students replaced the initial sound [d3] with [3] and pronounced the word as /30m/, as [d3]
does not exist in their dialect. Thus, the use of a different sound corresponding to English
sounds will contribute to performing a foreign accent (O’Connor,1998).

Interference of the French Language

The interference of the French Language appeared significantly in several words pronounced
by the students in the pronunciation test. Perhaps the words “nuclear”, “fragile”, “chips”, and
“archives” serve as examples of the interference of the French Language in the pronunciation
of English among Algerian EFL learners. As such, “nuclear” /nju:.klior/ was pronounced as
/nyklior/. The students replaced /ju:/ with /y/, a sound found in the French Language. Further,
the students pronounced “fragile” /fraed3.ail/ as /fre31l/, as it is a borrowed word from French
and not a native English word. The word “chips” /tfips/ was pronounced as /[ips/ and

“archives” /a:.karvz/ as /er[i:v/. The students used French pronunciation for both words.
Mismatching Spelling With Pronunciation

Spelling and pronunciation are two different aspects that represent an obstacle for EFL
learners to pronounce English words correctly. According to O’Connor (1998), “In ordinary
English spelling it is not always easy to know what sounds the letters stand for” (p. 7). The
students confused between spelling and pronunciation during the pronunciation of the words
with silent sounds, such as “fasten”, “plumber”, “hymn”, “subtle”, and “Moisten” (see Table
9 above). Also, students could not pronounce the consonant [k] in “toothache” and “Anchor”
as they pronounced [k] as [J] and [t[]. The former was pronounced as /tu:tef/, and the latter as
/entfor/. “Thames”, “leisure” and “bathe” represent other examples of students'
mispronunciation of sounds, as they pronounced “Thames” as /6eimz/ instead of /temz/, and

“leisure” /lez.or/ as //lizor/, “bathe” /be1d/ as /berb/.

While the problem of mismatching spelling with pronunciation marked the pronunciation of
consonant sounds among first-year EFL learners, vowels also reflected pronunciation errors
among the students. For example, “sofa” /sou.fo/ was pronounced as /sofze/, “George”
/d30:d3/ as /dzmrdz/, “cure” /kjuor/ as /kju:r/, “confirm” /konfs:m/ as /konfirm/, “layer”
/'ler.or/ as /lator/, “draught” /dra:ft/ as /draot/, and “tomb” /tu:m/ as /tomb/, “pseudo”
/sju:.dov/ pronounced as /pserdvo/, “spek” /spek/ as /spik/, and “lure” /lvor/ as /lu:r/. The
students attempt to pronounce every single letter in the word without considering that the
spelt letters sound differently in the spoken form. According to AbdAlgane and Idris (2020),
“Any time the student meets such words he will be confused to pronounce them correctly he
just guesses the pronunciation by looking at the spelling of the word unless he has previous
background” (p. 197).

Other Reasons

Although the reasons mentioned above explain the pronunciation difficulty among the first-
year EFL learners at the University of Mustapha Stambouli-Mascara, other reasons cited by
the students in the questionnaire included being taught by less qualified teachers,
demotivation and stress. The students of English and the students of translation agree that
they were taught by less qualified teachers in middle and high school who themselves have
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pronunciation problems (see Figure 2 above). Abdulwahid (2023) stated that, “The basic
reason behind mispronunciation is caused by the teacher” (p. 27).

Students of the English language (12.80%) and translation students (34.70%) believe that
demotivation is among the reasons for the pronunciation difficulties they face when learning
the English language (See Figure 3 above). Demotivation can influence the student’s lack of
practice and willingness to learn the English language pronunciation rules and check the
pronunciation of words. Thus, students focus on grades and getting the certificate rather than
improving their pronunciation. According to Abdulwahid (2023), “[Students] might not have
self-esteem encourages them to develop their pronunciation since their main goal behind
attending the university is to get a certificate” (p. 27).

Further, the students of English Language and translation students believe that they are
sometimes stressed when speaking English in the classrooms in front of their colleagues and
teachers. Students in large-scale classes experience noise and cannot get involved in the
lessons. The teachers would not be able to listen to each student’s pronunciation errors and
correct them.

Conclusion

Overall, this research highlights the pronunciation difficulties among EFL learners at the
University of Mustapha Stambouli- Mascara Algeria, exploring the pronunciation errors and
factors behind those errors among first-year EFL learners, specifically among English
language and translation students. The students made errors in consonants, vowels and silent
sounds due to the lack of practice, interference with the mother tongue, interference with the
French language, mismatching spelling with pronunciation, and lack of knowledge related to
vocabulary and grammar. Other reasons for this include demotivation and large and noisy
classrooms.

Further, for the students to avoid pronunciation errors and for the teachers to improve their
teaching experience, this study recommends that lectures on phonetics could include small
groups of students to enhance their motivation and engage each student in the learning
process. Phonetics also should be taught in laboratories to allow the teachers to use
technology, such as providing each student with headphones to listen carefully to the audio
on word pronunciation. Moreover, although phonetics is a sub-discipline of linguistics, this
study recommends that phonetics and linguistics should be thought of separately. The
students need sufficient time to understand the articulation of sounds.

Finally, this study recommends that the students of translation need phonetics in their
curriculum. Translation students learn languages such as Arabic, French, and English. It is a
significant part of learning language skills, which includes speaking. Therefore,
pronunciation proficiencies play a fundamental part in understanding and delivering the
translated message in the field of interpretation.
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Abstract

Developmental Coordination Disorder (DCD) is a psychomotor development disorder, which
is associated with motor clumsiness, lack of fluidity of movement, muscle tension disorders,
and sometimes involuntary movements. Autism Spectrum Disorder (ASD), in turn, is a
neurodevelopmental disorder, which is associated with difficulties in social interactions,
communication dysfunctions and repetitive or limited behaviours. In ASD, however, more
and more attention is paid to sensorimotor aspects of development. Therefore, it seems
justified to examine the level of tactile processing and fine motor skills in the group of
children with ASD. The study included those functions that were defined by International
Classification of Functioning, Disability and Health (ICF). The study involved 8 early school
children (4 children with ASD and 4 children with DCD), aged 6-7, who were examined in
terms of general manual motor skills (ICF: d440), sequencing praxis of hands (ICF: b176),
tactile-protopathic processing (ICF: b265) and tactile-epicritic processing (ICF: b1564), using
DCDQ (Developmental Coordination Disorder Questionnaire) and SIPT (Sensory Integration
and Praxis Tests). It has been shown that children with ASD achieve significantly worse
results in the general manual motor skills, sequencing praxis of hands and tactile-epicritic
processing than the DCD group. Although DCD is a dysfunction directly related to motor
coordination (also fine motor), ASD is associated with even lower results in the fine motor
domains. This indicates a clear need to implement hand therapy in groups of children with
ASD, in addition to traditional interventions.

Keywords: ASD, DCD, dyspraxia, ICF, manual motor skills, sequencing praxis, tactile
processing
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Introduction

Developmental Coordination Disorder (DCD), also known as developmental dyspraxia, is a
disorder of psychomotor development associated with a dysfunction of the nervous system,
but without signs of its damage. The main symptoms of DCD include: clumsiness of
movement (problems with coordination and dysfunction of motor planning), lack of fluidity
of movement, muscle tone disorders, balance disorders, concentration disorders, and
sometimes involuntary movements (Bagrowski, 2024a; Bagrowski & Olesinska, 2022;
Kutakowska et al., 2012). In the search for neural correlates of DCD symptoms, attention is
most often paid to the prefrontal area (related to attention and working memory, among other
things), the parietal area (related to somatognosia, among other things), and the cerebellum
(the center of motor coordination) (Biotteau et al., 2020), but the exact causes of DCD have
not been fully understood, because neuroimaging studies are ambiguous (Farmer et al., 2017).

According to Jean Ayres, creator of the Sensory Integration therapeutic method, the cause of
developmental dyspraxia may be disorders of integrative sensory processes (especially tactile
and proprioceptive) in subcortical structures, which are necessary for the proper course of
praxis. Among the functional difficulties during the child's development, noticeable
symptoms of dyspraxia may include stumbling, difficulties in buttoning, using cutlery, and
graphomotor activities. In a broader sense, developmental dyspraxia may manifest itself in
the form of: inability to perform movement despite its careful planning; lack of precision of
movement; problems in switching from one activity to another; difficulties in performing a
sequence of activities; problems in imitating movements; inability to combine movements
into a whole; inadequacy of movements; inappropriate use of articulation organs; problems in
dressing; difficulties in holding objects; lack of creativity in play; problems in following
instructions; difficulties in rhythmization (Pachalska, 2012; Podemski, 2011).

Due to the multifaceted nature of the symptoms of developmental dyspraxia, it is indexed
both in the International Classification of Diseases (In the ICD-11 classification,
Developmental Coordination Disorder is defined as difficulties in acquiring gross and fine
motor skills, as well as problems in performing coordinated motor activities, manifested by
clumsiness, slowness and imprecision of movements) and in the Classification of Mental
Disorders of the American Psychiatric Association (In the DSM-5 classification,
Developmental Dyspraxia is defined as difficulties in motor coordination, motor learning,
speed and accuracy of movements, which significantly and permanently interferes with daily
life activities and affects productivity in learning, other activities, leisure and play).
Depending on the diagnostic criteria, the occurence of DCD is estimated at 1.8% to even 9%
(Biotteau et al., 2020; Cairney et al., 2005), while among school-age children it is 5-6%
(Harris et al., 2015; Zwicker et al., 2012).

Another group of disorders that concern dysfunctions of the nervous system during the
developmental period are Autism Spectrum Disorders (ASD), which are characterized by a
set of symptoms related to repetitive behaviors and restricted interests, dysfunctions in
communication and social interactions (Lord et al., 2020). The main symptoms of ASD
include: difficulties in symbolic play and imitation, a problem with sharing the field of
attention with another person, difficulties in realizing emotional empathy, rigidity in thinking,
failure to understand the soft rules of the social world, and failure to perceive the face as a
communicator of emotional states (Bagrowski, 2024b).
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Due to the multifaceted nature of the symptoms of neurodevelopmental disorders on the
autism spectrum, they are indexed both in the International Classification of Diseases (ICD-
11 focuses on two areas of symptoms: the level of intellectual development and the level of
functional language development) and in the Classification of Mental Disorders of the
American Psychiatric Association (DSM-5 focuses on two main groups of ASD symptoms:
deficits in social communication and social interactions, and restricted and repetitive patterns
of behavior, interests and activities). The incidence of ASD is estimated at 0.76% to 2.5%
(Baxter et al., 2015; Kogan et al., 2018), while among early school-age children it is about
1.68% (Baio et al., 2018; Palinkas et al., 2019).

Although the characteristics of ASD mainly focus on emotional and social difficulties, it is
increasingly emphasized that they may also be accompanied by sensorimotor symptoms
(Levy et al., 2010; Soke et al., 2018). This is due to the fact that in ASD, not only are
abnormalities in opioid metabolism, reduced oxytocin levels, or disorders of the serotonergic
system, which affect the aforementioned emotional and social functioning, but also
dysfunctions of the dopaminergic system (related to, among others, motor control), a
reduction in the number of Purkinje cells in the cerebellum (which may translate into
coordination difficulties or fine motor disorders), and dysfunctions in the cerebellum-cortex-
subcortical structures connectivity, which may translate into difficulties in planning and
execution (Jiang et al., 2022; John & Jaeggi, 2021; Lord et al., 2020; Marotta et al., 2020;
Martin et al., 2024). In light of the aforementioned studies, it seems reasonable to examine
the sensorimotor aspects of fine motor skills among children with ASD.

Method

The study was conducted in a group of early school children with the DCD or ASD. The
study was approved by the Bioethics Committee of the Poznan University of Medical
Sciences (Resolution No. 847/22 of November 03, 2022) with later changes (accepted by
Resolution No. 214/24 of March 07, 2024), and participation in the study was voluntary —
parents or legal guardians gave their consent to the child’s participation. The inclusion
criteria were: diagnosed Autism Spectrum Disorder or occurrence of symptoms of
Developmental Coordination Disorder. The study group consisted of 8 participants (M = 5; F
= 3), aged 6 to 7 years (M = 6.37; SD = 0.52; CV = 8,12%). Participants were divided into
two groups depending on basic clinical problem: the DCD group consisted of 4 children (M =
2; F=2) and the ASD group consisted of 4 children (M =3; F=1).

The study examined functions related to fine motor skills and sensory skills in the hands
using the following research tools: Developmental Coordination Disorder Questionnaire —
DCDQ (Wilson et al., 2000) and Sensory Integration and Praxis Tests — SIPT (Ayres, 1989).
The study included those functions that were defined by the International Classification of
Functioning, Disability and Health (ICF) and could be tested by DCDQ or SIPT. The
following functions were examined: general manual motor skills (ICF: d440), sequencing
praxis of hands (ICF: b176), tactile-protopathic processing (ICF: b265) and tactile-epicritic
processing (ICF: b1564).

General manual motor skills (ICF: d440) were examined using the dexterity section of the
DCDQ and were interpreted according to the interpretation key. The remaining functional
indicators were examined using the SIPT battery. Sequencing praxis of hands (ICF: b176)
was examined using the Sequencing Praxis test, which involves imitating a specific sequence
of hand movements. Tactile-protopathic processing (ICF: b265) was examined using the
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Localization of Tactile Stimuli test, which involves assessing the location of touch on the
upper limb. Tactile-epicritic processing (ICF: b1564) was examined using the Manual Form
Perception test, which involves recognizing shapes solely by touch (Ayres, 1989; Wilson et
al., 2000). In each of the scales, specific numerical values correspond to specific functional
criteria. In tests DCDQ, Sequencing Praxis and Manual Form Perception the higher scores
mean better level of functioning in the mentioned domain. In the Localization of Tactile
Stimuli test the higher the score, the higher the level of dysfunction of tactile-protopathic
processing.

To compare functional levels between DCD and ASD groups and to perform the statistical
analysis, the PQStat software (version 1.8.6.122) was used. The Shapiro-Wilk test was used
to test the normality of the distribution of variables in individual groups. The Mann-Whitney
U-test or the Student’s t-test for the comparison of the groups in terms of scores, due to the
parametricity of the type of distribution. The significance was determined based on the
verified p value of 0.05.

Results

The results of functional tests were compared between groups. Tables 1 to 4 present the
comparison of the DCD and ASD groups in terms of functional status within the tested
sensorimotor domains.

Table 1
Summary of Data Obtained as a Result of Measurements of the Manual Motor Skills in the
ASD and DCD Groups

Manual motor skills (ICF: d440)

Group ASD DCD
Min 7 12
Max 8 15
Me 7.50 13.50
IQR 1.00 1.50
Shapiro—Wilk p=0.024 p=0.972
ManilJ _:Z:ltltney p=0.028

Note. The Higher the Score, the Better the Level of Functioning in the Mentioned Domain. The Table Presents
the Values of the Level of the Manual Motor Skills in a Given Group and the Results of the Mann-Whitney U-
test for the Purpose of Comparing the Score Between the Groups.
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Table 2

Summary of Data Obtained as a Result of Measurements of the Sequencing Praxis of Hands
in the ASD and DCD Groups

Sequencing praxis of hands (ICF: b176)

Group ASD DCD
Min 6 48
Max 45 53
Me 42.00 51.50
IQR 12.75 3.50
Shapiro—Wilk p=0.001 p=0.272
ManilJ _\t’::ltltney p =0.029

Note. The Higher the Score, the Better the Level of Functioning in the Mentioned Domain. The Table Presents
the Values of the Level of the Sequencing Praxis of Hands in a Given Group and the Results of the Mann-
Whitney U-test for the Purpose of Comparing the Score Between the Groups.

Table 3

Summary of Data Obtained as a Result of Measurements of the Tactile-Protopathic
Processing in the ASD and DCD Groups

Tactile-protopathic processing (ICF: b265)

Group ASD DCD
Min 6.10 9.50
Max 18.50 17.50
M 14.33 13.23
SD 5.68 3.58
Shapiro—Wilk p=0.169 p=0.792
Student’s t-test p =0.735

Note. The Higher the Score, the Higher the Level of Disfunction in the Mentioned Domain. The Table Presents
the Values of the Level of the Tactile-Protopathic Processing Disfunction in a Given Group and the Results of
the Student’s T-test for the Purpose of Comparing the Score Between the Groups.

Table 4

Summary of Data Obtained as a Result of Measurements of the Tactile-Epicritic Processing
in the ASD and DCD Groups

Tactile-epicritic processing (ICF: b1564)

Group ASD DCD
Min 7 8
Max 8 10
M 7.25 8.75
SD 0.50 0.96
Shapiro—Wilk p=0.336 p=0.676
Student’s t-test p =0.032

Note. The Higher the Score, the Better the Level of Functioning in the Mentioned Domain. The Table Presents
the Values of the Level of the Tactile-Epicritic Processing in a Given Group and the Results of the Student’s T-
test for the Purpose of Comparing the Score Between the Groups.

It has been shown that children with ASD achieve significantly worse results in the general
manual motor skills, sequencing praxis of hands and tactile-epicritic processing than the
DCD group. There was no statistically significant difference between groups in terms of
tactile-protopathic processing.
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Discussion

The presented study demonstrated that children with ASD achieved significantly lower scores
in generalized fine motor skills than children with DCD. Functional tests also indicated that
children with ASD had poorer hand movement sequence recall in the Sequencing Praxis test
and poorer shape recognition by touch in the Manual Form Perception test. Although Autism
Spectrum Disorders are not directly associated with motor dysfunctions or characterized as
such, this study clearly indicates that motor impairments constitute another challenge faced
by children with ASD. This study is not unique in these findings, as other authors also
emphasize the need to consider motor aspects in the diagnosis and treatment of children with
ASD (Miller et al., 2023).

It has been shown, among other things, that grip development is atypical in individuals with
ASD, as its efficiency deteriorates during adolescence. Grip strength, in turn, is clearly
correlated with adaptive daily living skills (Travers et al., 2017). Another study showed that
children with ASD exhibited a marked deficit in gesture production and movement imitation
(Kilroy et al., 2022), which is consistent with the results obtained in the field of sequencing
praxis of hands. Other authors noted that children and adolescents with ASD made
significantly more errors in motor tasks involving praxis (De Marchena et al., 2023).

Conclusion

Although DCD is a dysfunction directly related to motor coordination (also fine motor), ASD
is associated with even lower results in the fine motor domains. This indicates a clear need to
implement motor interventions — especially hand therapy — in groups of children with ASD,
in addition to traditional interventions, such as behavioural, pedagogical and psychological
interventions. A better understanding of the functioning of children with ASD — including
motor functioning — will allow for more effective planning of preventive and therapeutic
programs.
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Abstract

Education in Mexico is undergoing a profound transformation, moving from a traditional,
passive and repetitive model towards a more humanistic, integral educational paradigm
focused on the learning of students and the development of community environments. This
transition on the educational model is no longer an isolated approach to the real and territorial
conditions of the different schools and their educational agents, it’s consider a process in
construction and flexible called the New Mexican School (NMS or NEM). This proposal is
based on article 3 of the Mexican Political Constitution, from a theoretical and pedagogical
framework such as the epistemologies of the south to the decolonization of knowledge and
power structures, as well as the indignations and contradictions of society against the devices
of control, as education came to be. This new socio-educational model proposes that teachers
from their initial training in the Normal Schools (public teacher training schools) to their
continuing training (in service) should base their reflective practice on elements such as
professional autonomy, authentic curricular integration and territoriality. School as a center
for community development and education as a right. It is also intended to strengthen holistic
development from the individual, but always thinking as a collective, encourage curiosity,
inquiry, critical reflection, gender perspective, respect of community-ancestral knowledge
and the responsible integration of New Technologies of Information, Communication,
Teaching and Learning (NTICTL or NTICEA) as Generative Artificial Intelligence (GenAl).

Keywords: artificial intelligence, New Mexican School, educational technology, new
technologies of information, communication, teaching and learning, human capabilities
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Introduction

The inherent emergence of New Technologies of Information, Communication, Teaching and
Learning in different areas of daily life has transformed how community reality is conceived,
the processes of interaction between people, the socio-economic models, and thus the
educational systems, whose purpose is to go beyond the processes of administrative
simplification, by focusing on the integration of technological innovations into teaching and
learning processes.

Normal Education in the State of Michoacan, in México, through the official normal schools
and the responsibility of the educational authorities has made it possible to meet the
challenges of training new generations of teachers in basic education, which has marked a
historic milestone during the 2023-2024 and 2024-2025. Currently, there is a concern of the
teaching staff and the other educational agents of the institutions against the radical changes
posed by the integration of the New Mexican School and Artificial Intelligence as an integral
and flexible educational project.

Cooperation and coordination with experts in the field is essential to empower learning
communities towards the initial training of fourth-grade academies and micro-classrooms
practitioners for the strengthening of the various educational intervention through courses,
workshops, seminars, colloquia and study circles, with the aim of integrating into their
educational intervention projects and didactic planning a hybrid model between the digital
world and the potential of the humanistic approach of the New Mexican School.

Figure 1
Workshop With Practicing Teachers of the Benemerita y Centenaria Escuela Normal Urbana

Federal Prof. J. Jesus Romero Flores

4

Education policies must foster the convergence of new technologies within and outside their
transformation processes, as well as revolutionary or cutting edge technologies converge in
our daily lives, in the way we communicate, the way we transport ourselves, how we cook,
including how we think. It is necessary to channel this progress into our classrooms; and at
the right time education will have two important transformations possibilities: teaching and
learning from an approach of educational excellence to reinvent the design and elaboration of
class plans, physical and digital materials, as well as the ongoing evaluation processes.
Community members will also be responsible for co-building guidelines for the monitoring
and evaluation of their knowledge, human capabilities, knowledge, Learning Development
Processes (LDP or PDA), with the aim of transforming the reality in which they are
immersed.
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The Challenge of Disruptive Innovation in Education: Opportunities and Challenges

The New Mexican School involves a process of training not only students, but also the
pedagogical practice of teachers who exercise the profession, as well as those and future
teachers that the normal school delivers to society each school cycle. Therefore, as the first
aspect between the dialectic of humanism and technological innovation is to carry out the
“Reading of Reality” with a critical awareness, where the Needs, Interests and Problems
(NIP) of different communities are recognized. This milestone breaks the traditional
paradigm where teachers repeat an “educational market” that has a single purpose on
producing efficient beings loyal to the interests of industry or the market, but with little or no
critical awareness of its reality.

This is why Diamandis and Kotler (2021) claim that government agencies (such as the
education system) are not prepared for the exponential advances implied by the technological
revolution, since they were designed for another century, with other goals and objectives. His
eagerness to remain in the “moments” or “golden times” perpetuates his immovability. In
Mexico, it is common to hear that the education system has aged, and practices to rejuvenate
them in the face of the current times are light breezes in the face of the hurricanes of the
perpetuity of neoliberal systems. However, the implementation of vocational autonomy has
led to the creation of “non-formal” and “informal” groups of teachers who, in their desire to
develop a professional practice, and not just a repetitive educational practice, come together
to talk collectively, to propose the needs, interests or problems of their schools with a view to
making proposals for action where their peers act as an engine for change and integration into
a wider network of professional cooperation; In particular, advances in new technologies.

We cannot continue with an educational system of the eighteenth century, educational spaces
and classrooms of the nineteenth century, teachers with vocational training of the twentieth
century, students of the twenty-first century and technological and digital resources of a
premature twenty-second century. This is why the teachers are a source of transformation and
mobility of the education system, “being in the time and for the time that runs” (Freire, 2024,
p. 36) the change in educational paradigms, where new technologies converge and the Project
of Educational Intervention they are conceiving, allows a worldview of an educator-critical,
political and technological cooperation between the members of communities and
educational agents in the social interweaving of knowledge and know-how.

Figure 2
Presentation of Educational Intervention Projects Contextualized and Supported With
the Use of Generative Artificial Intelligence

o
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The integration of Generative Artificial Intelligence into initial training processes in normal
schools provides undeniable advantages alongside the approach of the New Mexican School,
since it allows a co-creation of knowledge and skills when designing and developing projects,
from the reading of their reality and the contextualization of the contents and PDAs of the
synthetic programmes which are integrated in training fields at different stages of education;
to create a professional and authentic pedagogical experience, not generic or instructive as
traditional models have demonstrated in past school cycles.

This contextualization implies strengthening the professional capacities of curricular
autonomy as a axis of NEM in order to design educational intervention projects that respond
to cognitive, socio-affective, physical and motor, social, economic, the local, state, national
and international levels of education and to relate them to their experiences in the
environment.

Figure 3
Workshop: Beyond the Chalkboard - The Power of Artificial Intelligence to Transform
Teaching and Learning

The co-design, together with the opportunity of “increased” innovation through Al, provides
a point of convergence for incorporating “relevant” and “new” content which is not found in
synthetic programmes, where active participation, conscious and decision-making by the
educational community (teachers, students, parents and other actors in the environment)
enables teaching and learning to be transformed through a pedagogy centred on the
transformation of reality, and their emancipation from power structures or figures, since
“there would be no culture or history without innovation, creativity, curiosity, freedom
exercised or freedom to fight when denied” (Freire, 2024, p.36).

Normal Education at the Forefront: Exploring the Possibilities of Integrating New
Technologies Into Initial Training

The origin of the Normal Schools in Mexico, arise in the eighteenth century with the
Lancasterian company as a pedagogical innovation, although with a simple approach, beyond
to train technical specialists in aspects of basic education, It aimed to integrate future students
into the school system in rural and urban environments, under a scheme of mutual support
between peers, where they would form a sense of identity, responsibility and transformation
of their environment with a humanistic and social vision. From the following years, normal
education went through a process of professionalization as an institution, but also on its
meanings and values towards development and liberation, especially in rural environments.
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However, the pressing scientific and technological modernization of the nineteenth and
twentieth centuries brought about a crossroads and an awakening of consciousness of
normalism in Mexico to meet the challenges of new learning and teaching practices, in order
not to maintain archaic systems of “intellectual” domination as they had been decades ago,
but to challenge the etymological and functional notion of knowledge, as well as its obscure
meaning, oriented towards predesigned, fixed and submissive responses, ‘“Pedagogy of
Liberation”, as Paulo Freire has already said.

It is for this reason that the vision of humanist-scientific-technological normalism in
comparison with the ages of GenAl, the overcoming of the cruelties of progress which has
threatened education and has slowed down the integral development of some educational
intervention projects for teachers and teachers who are practising in normal schools; that they
could return to the golden ages of normal education, but that due to ideological and
materialistic gaps prevent the success of this revolution, but do not limit the idealism for its
implementation against the desire to innovate and evolve curricular structures of study
programmes, as true revolutions throughout life, Where should I ask? What do I have to do to
meet the challenge of incorporating the technological revolution into my educational
intervention project? How can I adapt my initial training as a professional in the normal
education to artificial intelligence? What do I hope to know and learn in order not to
encourage ideological and materialistic gaps in the face of new technologies for teaching and
learning?

Figure 4
Workshop: Design and Elaboration of Conceptual Maps and Digital Materials With

the Support of Artificial Intelligence With Practicing Teachers From the Escuela Normal
De Educacion Fisica

The different activities of training complementary to the curricular framework on new
technologies and GenAl has led both teachers in normal schools, and future teachers to
develop a dialectical synthesis of knowledge and capabilities to be developed from the
individual, empirical and reflexive on the pedagogical practice of the education professional
(intrinsic process), its implementation, communication and interaction of his project with his
colleagues and fellow teachers (extrinsic process) and its potential for transformation,
liberation and emancipation of the students and community members so that everyone is an
enhancer and creator of knowledge, content and materials, with the aim of carrying out a
hybrid training and dialogue process in normal schools by building learning communities,
through workshops, seminars, lectures, conferences, dissemination and dissemination articles,
digital resources, participation in congresses, colloquia and forums with the aim of fostering
exchange and facilitating the exchange of ideas through active listening.
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The teachers and practitioners of academies and micro-classrooms are reinventing themselves
in their professional aspect due to the hyperconnectivity they find themselves in through the
different social networks and the ease of connection points to the mega-network or online
knowledge networks; from this process arises the opportunity for self-training of pedagogical
practice, since by means of videos, “papers” (specific academic, scientific or technological
articles), post and recommendations analyse and incorporate technological innovations into
their professional foundations in a non-formal and informal way, but with a high socio-
cognitive value to have the possibility of understanding the world that is being constituted
socially and historically in front of their eyes.

As mentioned by the South Korean writer Byung-Chul (2010) as education professionals we
must learn to look significantly at our reality, to accustom the eye to look with calm and
patience at these new changes and cinematics that might seem unreal as a priority for human
and spiritual development. The NEM proposes the construction of a critical pedagogy of the
use of Al focused on the development of slow and deep thinking in front of automation from
the first childhood and Initial Training through surprise and curiosity. This new pedagogy
enables future teachers not only to fill spaces, places or job placements in different schools,
but also to share experiences of the use of new technologies, some important challenges for
“humanizing” and “territorializing” in accordance with their professional universes, to avoid
robotized and over-digitalized practices, as opposed to proposals that can be considered in
real contexts and become part of the formal curriculum, the ability to be independent in their
profession, as is the case with normal schools.

Figure 5
Workshop: Recovery of Learning Experiences From Educational Practice by Practicing
Teachers

In the face of the accelerated self-training of normal school students, normal schools are
faced with a challenge to connect the reality of educational communities or practice universes
through socio-educative diagnosis, the role of NEM as an educational paradigm managing
knowledge through projects from the classroom, school and community scenarios, and the
implementation of technological tools such as GenAl to link what was previously impossible
to relate, to make these technologies accessible, replicable, reproducible and usable for
generating knowledge and know-how, solving everyday problems, innovating and realizing
mistakes, not to eliminate them but to know their reasons, quality and prevent them in the
future.

In order not to increase these gaps in education it is necessary to reflect and question its
essential hybrid role on teaching and learning, not as a tool but as a cognitive mediator that
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favours reflective processes, collaborative and personalized in basic and normal education,
respecting the socio-cultural approach of knowledge. The new technologies provide an
opportunity to break traditional patterns which, out of a fear of “what will they say”, are
rejected or discredited such as “that does not work”, “it is a fad”, “it will replace my
profession” or “it is forbidden within the school”, in the face of new opportunities for linking
GenAl, which not only passively transmit or “copy” information, but also “generate”
multidirectional communication in different formats or schemes that allow educational actors
to act “boldly” In the face of their innate curiosity, encourage their own judgement, reasoned
and argued, and actively participate in the “rediscovery” of educational practice.

The technological reinvention from the educational approach in the normal schools implies a
reflection on the technological paradigm that supports necessary guidelines for the individual
together with his “technological and digital cooperation” denote that information is the
primary matter, not only data or references, but also means of construction itself and
knowledge, the model of society ad hoc to new technologies, a society that has adapted to the
technological needs which they demand of society; is in this area, where we must make a
greater analysis,

The Technological Legacy of AI Facing the Challenge of Innovation

The new technologies not only acts as online, immediate or consumer information, but they
are the means or tools by which everyone becomes creator of new content through
technologies and is co-creator of them. More, however, the traditional paradigm in the
framework of education carries a progressive vision, of establishing bridges between the
socio-cultural and historical moment in which we find ourselves facing the challenge of the
digital age. Teachers in Basic Education are a step away from working hand-in-hand with Al
agents, that is to say, customized, territorialized and “sensitized” AI models to the NIP of
different communities with all the ethical and the legal implications of this, it is for this
reason that the establishment of a link between reality reading and technologies to enhance
educational intervention projects involves “the use of Artificial Intelligence to facilitate
innovation in teaching and learning, drawing conclusions from successful cases and
expanding practices based on empirical data” (UNESCO, 2019, p. 33).

Figure 6
Workshop: Learn How to Create Situational Learning Experiences Using Artificial
Intelligence in Special Education

A
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Under this premise, it is necessary to strengthen learning communities within basic education
schools and normal schools to share the different advances and/or progress, formal, informal
or non-formal learning should be acquired in a creative and critical way with regard to the
role of technology in initial training and in everyday pedagogical practice. It is necessary for
teachers to take preventive measures against the disruption of their educational practice in the
framework of technologies, in order to avoid self-exploitation by the excessive pedagogical
and administrative burden between the transition from traditional to innovation, as well as the
deep boredom. It is essential that initial education programmes in normal schools include
specific content on the use and management of Artificial Intelligence and its application in
the educational process, with the aim of facilitating co-construction of new learning and thus
reaching the human capacities that teachers and practitioners require to consolidate their
profile characteristics.

Conclusion

The construction of the New Mexican School by the different educational agents implies an
alliance between technological innovation and critical practice that is erected as a transversal
axis of the educational transformation in the different territories. The use of Generative
Artificial Intelligence by teachers, students and the community cannot be naively assumed as
simply a tool or a fashion. On the contrary, GenAl poses a deep question about the processes
of subjectivation in working with these innovations. Retaking a reconfigured idea of Jacques
Lacan (2008) on these modern times we must reflect, although we know that these machines
with which we live do not think -they are human creations repeating what has been said to
them. What is unsettling is not their automatism or predesigned responses, but our thinking
about them. If we claim that these machines reproduce logic without consciousness, What
does this reveal about us, when we teach and learn without questioning, repeating schemes,
operating under standardized formulas, obeying protocols as automata of the system?

This lacanian paradox becomes essential in the contemporary teaching task. The GenAl must
not only be integrated as a functional tool, but understood as a mirror that returns to
education its greatest challenge: returning to thought, to the subject, to the question of
meaning. Critical educational practice, then, cannot be limited to operating devices; it must
create conditions of indignation as already mentioned in the same way by Freire (2024), as
well as a struggle and revolution of consciences for the democratization of these machines so
that the pedagogical act recovers its ethical, critical and symbolic dimension. Because if the
machine does not think, and we do not think when we act like it, the task of the teacher in this
new school is precisely to break that cycle of automatisms, recover the word, interrupt the
repetition, and open spaces for desire, the difference and true invention.

In conclusion, GenAl represents an opportunity for the transformation of Normal Education,
to strengthen the dialectic about teaching and learning; however, it requires a management
and treatment with “high” degree of responsibility, ethics and professionalism, it can be seen
as a step backwards in the processes of pedagogical reflection or as a simplistic formula for
the design of didactic planning. The teachers and practitioners of the normal schools are
transforming their role as agents of change by developing human and digital skills necessary
to contribute to build an innovative, inclusive, critical and dialogical New Mexican School,
where the unusual, novel or different is not a reason for rejection or devaluation within initial
training; on the contrary, if it is part of progress in transforming pedagogical practice, it
should be studied and reflected upon; because teachers are socio-historical subjects that need
to be in time and with the time they are, as Paulo Freire (2024) argues, it is necessary to
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recognize “minimally” the culture of our time, in order to understand the students, their
processes of relationship and learning, to leave on the one hand a “dormant” society, and on
the other hand strengthen it, with a sense always attentive to the understanding of the new,
change and transformation, as part of a further gear in the National Educational System for
mobility and consciousness revolution, since there is no human existence without challenges,
without risks, without desire and motivation for change, without the encouragement of
sentient subjects who are able to use technologies in their concrete reality, and who make
sense of it and transform it.

Declaration of Generative Al and AI-Assisted Technologies in Writing Process
The use of generative artificial intelligence in this paper was for assistance and support, as
well as revision of grammatical aspects and coherence through software such as ChatGPT

and Gemini. The ideas presented are unique and original on the part of the author that reflect
the reality of the subject as well as its development in his territory.
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Abstract

This study focuses on the development of an Android-based mobile application designed to
assess multiple intelligences in primary school students, specifically in grades 4—6. Grounded
in Howard Gardner’s theory of multiple intelligences, the application enables both teachers
and parents to observe and rate children’s behaviors across eight intelligence domains. The
aim is not to label students as gifted or non-gifted, but rather to identify individual strengths
and areas for support, thereby informing holistic and differentiated educational planning. The
assessment tool consists of four rating scales with 64 behavior-based items. A total of 145
teachers and 77 parents from 19 schools participated in the study, which was selected through
a multi-stage sampling process to ensure a diverse range of educational contexts. The validity
of the instrument was examined through content validation by experts, item-total correlation,
and reliability analysis, including internal consistency and test-retest methods. Cut-off scores
were determined through expert judgment and refined based on the results of pilot testing.
These scores help users interpret student profiles without stigmatization, providing targeted
recommendations for fostering each child’s potential across all areas of intelligence. User
feedback indicated high levels of satisfaction regarding ease of use, clarity, and usefulness of
the results for both classroom and home contexts. The findings suggest that the application is
a valid, reliable, and accessible tool that can guide teachers and parents in supporting the
comprehensive development of students through a strength-based perspective. The study
highlights the potential of integrating digital assessment tools into daily educational practice
to promote inclusive, student-centered learning environments.

Keywords: assessment, multiple intelligences, mobile application
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Introduction

In the context of Thailand’s education system, academic achievement remains a dominant
priority. Standardized national assessments are widely implemented across grade levels;
however, these assessments often lack alignment with broader curriculum goals and tend to
reinforce a high-stakes, exam-oriented culture (OECD/UNESCO, 2016). Success in
education is typically measured by test performance, which leads to intensive academic
competition and a narrow focus on linguistic and logical-mathematical abilities. As a result,
other dimensions of student development—such as creativity, interpersonal skills, and
emotional intelligence—are frequently overlooked. Despite national reform efforts, overall
student learning outcomes in core subjects such as mathematics, science, and English remain
low, and progress has been limited, particularly in rural and under-resourced schools
(Durongkaveroj, 2023). This narrow focus can result in children developing only a limited
range of skills, while their other intelligences—such as musical, kinesthetic, interpersonal, or
naturalistic—are left undernourished. Consequently, many students are unable to fully
explore and express their potential across different areas.

Howard Gardner’s (1999) Theory of Multiple Intelligences (MI) provides a comprehensive
framework that challenges the traditional notion of intelligence as a single, general cognitive
ability. Instead, Gardner posits that human intelligence is multidimensional, comprising
multiple interrelated domains that collectively influence learning and problem-solving. In
practical contexts, individuals rarely rely on a single cognitive ability; instead, they draw
upon a dynamic combination of intelligences—such as logical reasoning, spatial awareness,
emotional understanding, and interpersonal collaboration—to navigate complex tasks and
real-world challenges. This theoretical perspective has contributed significantly to
educational paradigms that emphasize the holistic development of learners.

As Thailand prepares for a rapidly changing future, shaped by advanced technologies and
automation, it is increasingly important to develop a workforce with diverse capabilities.
Intelligent systems are replacing routine, single-skill jobs, while demand is growing for
individuals who can think critically, adapt creatively, and apply diverse skills across various
contexts. This requires an education system that goes beyond academic testing and supports
the holistic development of every learner. Thailand’s 20-Year National Strategy (2018-2037)
and the National Education Scheme (2017-2036) place a strong emphasis on developing
human capital in a multidimensional manner. This includes cultivating multiple intelligences
from an early age through coordinated efforts across family, educational institutions, and
broader social environments (Government of Thailand, 2017). The policy aims to foster
physical, mental, intellectual, social, and moral growth, equipping citizens with 21st-century
skills and enabling them to engage in lifelong learning, thereby achieving personal well-being.

This study addresses this need by developing an Android-based mobile application grounded
in multiple intelligence theory. The app enables both teachers and parents to assess students’
observable behaviors across eight intelligence domains, identifying strengths and areas for
support. Rather than labeling students as gifted or non-gifted, the tool helps guide inclusive
and personalized educational planning that nurtures every child’s potential.

The objective of this research is to design and develop a digital application that assesses the

characteristics of various intelligences in primary school children, based on the Theory of
Multiple Intelligences.
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Literature Review

Howard Gardner’s (1999) Theory of Multiple Intelligences (MI) challenges the traditional
view of intelligence as a single, general cognitive ability. Instead, Gardner conceptualizes
intelligence as comprising multiple distinct yet interrelated domains, including linguistic,
logical-mathematical, spatial, musical, bodily-kinesthetic, interpersonal, intrapersonal,
naturalistic, and existential intelligences. These intelligences function in combination to
support learning, problem-solving, and personal development in real-life contexts.

Practical assessment of multiple intelligences requires tools that capture student behavior in
naturalistic settings. In alignment with Thailand’s 20-Year National Strategy, which
emphasizes holistic human development through families, schools, and communities
(Government of Thailand, 2017), efforts have been made to develop assessment tools that
reflect a broader conception of intelligence. One such initiative is the development of a
multiple intelligences (MI) screening tool for basic education students, based on Gardner’s
MI theory. The tool was created by the Office of the Education Council (Office of the
Education Council, 2021). It adopts an indirect measurement approach, using behavioral
observations by adults to assess students’ strengths across nine intelligence domains:
linguistic, logical-mathematical, spatial, bodily-kinesthetic, musical, interpersonal,
intrapersonal, naturalistic, and existential intelligences. The tool includes 45 items—five per
domain—rated on a two-point scale. Scores are interpreted to identify whether a student
demonstrates distinctive strengths in particular intelligences or exhibits development
consistent with general peer-level expectations. This initiative represents a national-level
effort to integrate MI theory into educational practice and assessment, supporting inclusive
and individualized learning in alignment with national reform objectives.

Teachers and parents, as primary observers of children in school and home contexts, play
critical roles in identifying students’ strengths. When both groups collaborate in assessment,
educational planning becomes more accurate and responsive to individual needs. However,
few available tools facilitate such collaboration through accessible, context-sensitive formats
suitable for everyday use.

The growing adoption of mobile applications in educational assessment reflects their
potential to address these gaps. Mobile tools offer accessible, time-efficient platforms for
collecting and visualizing student data. Projects such as the Tree of Intelligences (TOI)
software have demonstrated the feasibility of evaluating MI through interactive digital games
for young children (Garmen et al., 2019). Nevertheless, few existing platforms are designed
to support structured, scalable MI assessment based on adult observer input. Even fewer
allow comparison of teacher and parent perspectives or provide immediate, strength-based
recommendations tailored to a student’s intelligence profile. This lack of integrated,
collaborative digital tools limits the potential for holistic educational planning.

Previous research has introduced a range of MI-based tools, including paper-based checklists,
classroom observation instruments, and digital prototypes. While some of these tools
incorporate existential intelligence, educators and caregivers often report difficulty
understanding and applying this domain. As a result, most practical instruments focus on the
eight more observable intelligences in early and primary education settings.

In summary, although the concept of multiple intelligences is widely acknowledged, many
existing tools remain overly theoretical, limited in practical utility, or inaccessible to
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everyday users. There is a clear need for a validated, user-friendly, mobile-based instrument
that enables collaborative assessment by both teachers and parents, and that offers concrete,
constructive insights to support each child’s development. This study responds to that need.

Methodology
Ethical Considerations

All research procedures were conducted in accordance with ethical standards and were
approved by the Human Research Ethics Committee of Srinakharinwirot University
(Approval No. SWUEC 323/61).

Development of the Rating Scales Instrument

This study aimed to develop a behavior-based rating scale instrument embedded within a
mobile application for assessing multiple intelligences in primary school students. The
application was designed for use by both teachers and parents to support personalized
educational planning based on each child’s strengths and needs.

Needs Analysis and Literature Review

To establish a strong theoretical and contextual foundation for the assessment tool, a
comprehensive needs analysis and literature review were conducted. The needs analysis
involved examining current educational practices in Thailand, which continue to emphasize
academic achievement, standardized testing, and narrow conceptions of intelligence. These
practices often result in the underdevelopment of children’s broader abilities and reduce
opportunities for holistic learning. As Thailand transitions into an innovation-driven society,
there is an increasing need to cultivate diverse talents among students to meet the demands of
the 21st-century workforce.

The literature review covered international and Thai studies on multiple intelligences,
including Gardner’s theoretical framework, MI assessment tools, and digital applications for
education. Particular attention was given to existing MI-based instruments used in schools, as
well as their limitations, particularly in terms of accessibility, cultural relevance, and parent
involvement. The review also identified key behavioural indicators associated with each of
the eight selected intelligences (excluding existential intelligence), which served as the basis
for constructing the rating scale items.

Findings from this phase confirmed the need for a user-friendly, digital assessment tool that
could be used collaboratively by both teachers and parents. It also highlighted the importance
of avoiding labels such as “gifted” or “non-gifted,” instead focusing on identifying strengths,
emerging potentials, and areas for support in each child to inform inclusive, strength-based
educational planning.

Design of Application Structure and Content
The mobile application was designed to assess students’ multiple intelligences based on

Howard Gardner’s theory, with consideration given to developmental appropriateness for
primary school children and usability for adult assessors, namely teachers and parents. The

ISSN: 2758-0962 82



The Paris Conference on Education 2025 Official Conference Proceedings

design focused on creating a comprehensive and user-friendly tool that supports collaborative
assessment and educational planning.

Interface Design. The user interface (UI) was designed to be intuitive and accessible,
allowing adult users to navigate the system easily. Upon launching the application, users are
prompted to select their role—either teacher or parent—which directs them to distinct but
parallel assessment modules. Each module contains behavior-based items relevant to the
user’s context of interaction with the child (e.g., classroom behaviors for teachers and home-
based behaviors for parents). This structure ensures that both assessors can contribute
valuable, context-specific observations based on their daily interactions with the student.

Assessment Structure and Rating Scale. The assessment comprises 64 behavioral
items, distributed equally across eight domains of intelligence (eight items per domain).
These items were developed based on a review of MI literature and expert input, excluding
existential intelligence in this version due to observed difficulties in interpretation and
application in previous trials. Each item is rated using a five-point Likert scale to capture the
frequency of observed behaviors, with scale points interpreted as follows:

4 = Always — The child consistently demonstrates this behavior.

3 = Often — The child frequently demonstrates this behavior.

2 = Sometimes — The child occasionally demonstrates this behavior.

1 = Rarely — The child seldom demonstrates this behavior.

0 = Never / Not Yet Tried — The child has never demonstrated this behavior or has not

yet had the opportunity.

This frequency-based format enables flexible yet structured observation of students' abilities
in natural settings, thereby enhancing both ecological validity and practical utility.

Interpretation Framework. To support constructive interpretation and avoid
labeling, a three-level classification system was developed in collaboration with expert
reviewers. Each intelligence domain is interpreted as follows:

Level Suggested Term  Interpretation

The student consistently demonstrates this domain. Further

High Strength Area enrichment is encouraged.

The student shows developing ability; continued support

Moderate - Emerging Potential will help nurture this area.

The student shows limited behaviors in this area; targeted

Low Encouragement . ..
intervention is recommended.

This framework supports strength-based educational planning, allowing both teachers and
parents to recognize diverse talents without categorizing students as gifted or non-gifted.

Assessment Features and Reporting. To facilitate comprehensive use, the
application includes the following features:

* Data saving and PDF reporting. The application allows users to save assessment data,
export results, and automatically generate reports in PDF format, making it easier to
archive and share student profiles.

* In-app result sharing via email. Users can send completed reports directly from the
application through email, streamlining communication between teachers and parents.
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* Radar chart comparisons between assessors. The app features visual comparisons of
teacher and parent assessments using radar charts, helping to identify consistent or
divergent observations and foster collaborative educational planning.

These functions aim to foster a shared understanding among stakeholders and serve as a
foundation for developing individualized learning plans.

Recommendation System. Upon completion of the assessment, the system
automatically generates personalized recommendations tailored to each child’s intelligence
profile. The recommendations differ by user group:

* For teachers. Suggested classroom strategies, lesson adaptations, and activity-based
supports aligned with students' identified strengths and areas for development.

* For parents. Home-based activities, play-based learning ideas, and communication
techniques that reinforce specific domains of intelligence.

This feature enables users to translate assessment results into practical actions that support
the student’s ongoing development in both school and home environments.

Development of the Prototype

The prototype version of the application was developed through close collaboration between
the research team, software developers, and instructional designers. The objective was to
create a functional and user-friendly mobile tool that accurately reflects the theoretical
framework of multiple intelligences and supports practical use by both teachers and parents.
The prototype integrated 64 behavioral assessment items representing eight intelligence
domains, with a consistent structure across both teacher and parent modules. The design also
incorporated features for data entry, report generation, and automated recommendations
tailored to users’ roles and the child’s assessed strengths.

Validity and Reliability Analysis of the Application

To ensure the quality and rigor of the developed instrument, the application underwent a
multi-phase validation and reliability analysis process, using both qualitative expert review
and quantitative statistical methods.

Content Validation. Five experts with backgrounds in gifted education, educational
psychology, and instructional technology were invited to evaluate the clarity, relevance, and
theoretical alignment of all 64 behavioral items across the eight intelligence domains. The
Item-Objective Congruence (I0C) index was calculated.

Item Analysis. Total Item Correlations were computed to assess the internal
consistency of each domain-specific subscale.

Reliability Analysis. Two types of reliability assessments were employed:

» Test-Retest Reliability. A subset of participants (n = 30 teachers) completed the same
assessment twice over a two-week interval. Pearson’s correlation coefficient was
calculated between the two test administrations to evaluate temporal stability.

» Internal Consistency. Cronbach’s alpha coefficients were calculated for each of the
eight subscales. All domains demonstrated acceptable to high internal consistency,

ISSN: 2758-0962 84



The Paris Conference on Education 2025 Official Conference Proceedings

with alpha values equal to or exceeding 0.70, indicating that the items reliably
measured each intended intelligence domain.

Expert-Defined Cut-Off Scores and Educational Implications. To support the
practical interpretation of assessment results, expert-defined cut-off scores were developed in
consultation with the validation panel. These scores were refined through the analysis of pilot
data, taking into account item difficulty and the distribution of scores. The interpretation
framework categorizes each intelligence domain into three levels—strength area, emerging
potential, and area for support—without labeling children as “gifted” or “non-gifted.” Instead,
the focus is placed on identifying individual profiles to inform differentiated learning
opportunities and encourage the holistic development of all students.

Pilot Testing and Refinement

To ensure that the developed mobile application was both practical and pedagogically
suitable, a pilot study was conducted before its wider implementation. This phase focused on
examining the usability, clarity, and contextual suitability of the application in authentic
classroom settings to refine the tool based on user experience and feedback.

Participants were selected from diverse primary school contexts to represent a variety of
classroom environments, including both urban and rural schools. Teachers and students who
participated were chosen to represent diverse teaching practices and learner needs, ensuring
that the tool could be evaluated for its adaptability across real-world educational settings.
Before implementation, participating teachers received a brief orientation session. This
session aimed to familiarize them with the structure and function of the application, including
how to complete the behavioral assessments, interpret results, and provide constructive
feedback to the research team. Where applicable, parents were also included in the training to
promote alignment between home and school assessment perspectives.

The application was then integrated into classroom activities over a trial period of one to two
weeks. Teachers were encouraged to use the tool during regular student observations,
entering data through the app as they identified behaviors aligned with the eight domains of
multiple intelligences. This allowed for a naturalistic assessment of the child’s strengths and
areas for development without disrupting everyday classroom routines.

Data collection during this phase employed multiple methods to ensure a comprehensive
evaluation. The research team conducted classroom observations to document how teachers
interacted with the application, the clarity of the instructions, and the level of engagement
among both teachers and students. In addition, teachers were invited to complete usability
questionnaires and participate in semi-structured interviews or focus group discussions.
These interactions provided valuable insights into the tool’s perceived usefulness, its
compatibility with teaching practices, and any challenges encountered during implementation.
Parents who used the application in parallel were also invited to submit brief feedback forms
to reflect on their experience using the app at home.

The data collected were analyzed using a set of pre-determined usability and appropriateness
criteria. Usability was assessed based on the ease of navigation, clarity of language, time
efficiency, accuracy of data entry, and user engagement. Teachers’ feedback on the relevance
and clarity of the automated recommendations generated by the application was also taken
into consideration. Meanwhile, appropriateness was evaluated by examining the tool’s
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alignment with classroom objectives, its perceived value for supporting student development,
and its adaptability to different types of learners.

Following the pilot phase, the research team synthesized the findings and identified key areas
for improvement. These included refinements to the interface design, adjustments to item
wording for greater clarity, and enhancements to the structure and language of the
recommendation system. The insights gathered during this stage contributed significantly to
the finalization of the application, ensuring that it is not only theoretically sound but also
practically usable by teachers and parents working together to support the holistic
development of primary school students.

Finalization of the Application

Following the pilot testing and usability evaluation phase, the research team finalized the
application by systematically incorporating all necessary revisions. The feedback obtained
from teachers, parents, and direct classroom observations played a critical role in guiding
these improvements. Key aspects revised during this stage included user interface design,
clarity of assessment items, and the recommendation system that generates personalized
suggestions based on each child’s intelligence profile.

Special attention was given to ensuring that the application operated smoothly and
consistently across different Android devices. Technical refinements included optimizing the
screen layout for various screen sizes, enhancing system responsiveness, and ensuring stable
data storage and export functions. Functions such as PDF report generation, email sharing,
and side-by-side comparison of teacher and parent assessments were also reviewed and tested
extensively to ensure accuracy and usability.

At this stage, the full integration of all components, including the behavior-based rating
system, role-specific user pathways, automated interpretation framework, and
recommendation features, was completed. The refined version of the application was
reviewed for internal coherence, user flow, and consistency with the theoretical foundation of
Gardner’s multiple intelligences.

This final version of the application was then prepared for future phases, including broader
classroom implementation and more extensive quality evaluations. These subsequent stages
aim to examine the application’s effectiveness in supporting differentiated instruction,
enhancing parent-teacher collaboration, and promoting the holistic development of students.
The final product is positioned not merely as a digital assessment tool but as a practical
resource that encourages inclusive, strength-based educational planning in both school and
home environments.

Results and Discussion
The results of this study are presented in three parts: (1) content validity and reliability of the

rating scales, (2) findings from the pilot testing and classroom implementation, and (3)
overall usability and appropriateness of the application based on teacher and parent feedback.
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Validity and Reliability of the Instrument

Content validation was conducted by five experts in the fields of gifted education,
educational psychology, and instructional design. The Item-Objective Congruence (IOC)
scores for the 64 behavioral items across eight intelligence domains ranged from 0.60 to 1.00,
with all items meeting or exceeding the commonly accepted threshold of 0.50. Items
receiving lower scores were revised based on expert feedback to enhance clarity and ensure
alignment with Gardner’s theoretical constructs.

Internal consistency was assessed using Cronbach’s alpha. All eight subscales demonstrated
strong internal reliability, with alpha coefficients ranging from 0.83 to 0.90—exceeding the
recommended minimum of 0.70—indicating that items within each domain consistently
measured the intended constructs.

Test-retest reliability was evaluated with a subsample of 30 teachers who completed the
assessment twice over a two-week interval. The Pearson correlation coefficient between the
two administrations was 0.79, indicating strong temporal stability and consistency of the tool
over time.

These findings support the psychometric soundness of the developed instrument and confirm
its suitability for use in both school and home contexts.

Pilot Testing and Classroom Implementation

The pilot testing phase involved teachers using the application in real classroom settings
throughout one to two weeks. Observations revealed that the application was easy to integrate
into regular classroom activities and that teachers were able to complete the assessments with
minimal technical support. Most users found the behavior-based rating scale intuitive and
age-appropriate for students in grades 4—6. The process of observing and rating behaviors
encouraged more intentional reflection on individual student strengths and learning
preferences.

Teachers also reported that the ability to generate personalized profiles for each student
provided practical insights into how to support differentiated instruction. In cases where both
teachers and parents completed the assessments, the visual comparison features (e.g., radar
charts) helped reveal consistent patterns and differences in perspectives, fostering deeper
dialogue between school and home.

Usability and Appropriateness of the Application

Feedback gathered through usability questionnaires and interviews indicated high levels of
satisfaction among teachers and parents. The application was rated positively in terms of ease
of navigation, clarity of instructions, and time efficiency. The generated recommendations—
tailored to each user's role—were perceived as relevant, specific, and applicable to both
classroom and home contexts.

The appropriateness of the tool was also affirmed, particularly in its alignment with
educational goals that emphasize student-centered learning. Teachers appreciated the three-
level interpretation framework (“Strength Area,” “Emerging Potential,” and “Area for
Support”) as a non-stigmatizing way to guide instructional planning. Rather than labeling
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students as “gifted” or “non-gifted,” the system encouraged educators and parents to view
intelligence as multifaceted and developmental.

Conclusion

This study developed and validated a mobile application designed to assess multiple
intelligences in primary school students, based on Howard Gardner’s theory of multiple
intelligences. This tool enables teachers and parents to collaboratively observe and evaluate
children’s behavior across eight intelligence domains through a user-friendly, behavior-based
rating system. By avoiding labels such as “gifted” or “non-gifted,” the application encourages
strength-based educational planning that supports each child's holistic development. The
app’s features—such as PDF report generation, comparison between teacher and parent input,
and tailored recommendations—were positively received in pilot testing, demonstrating high
usability, contextual relevance, and educational value.

However, the study faced some limitations. The sample size was limited to a specific group
of schools, which may affect the generalizability of the findings. Additionally, the assessment
relied solely on adult observations without incorporating student self-assessment or
performance-based tasks.

Future research should explore broader implementation across diverse educational settings,
including rural and underserved areas. Integrating student input and developing supporting
materials, such as training modules for parents and teachers, could further enhance the impact
and sustainability of this tool. The continued development of inclusive, accessible assessment
technologies holds promise for advancing personalized, student-centered learning in both
school and home environments.
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Abstract

This small-scale qualitative study explores the assessment practices in Arabic language
instruction within the International Baccalaureate (IB) Middle Years Programme (MYP),
focusing on the balance between formative (Assessment for Learning — AfL) and summative
(Assessment of Learning — AoL) approaches. Drawing on literature that emphasizes the
evolving purpose of assessment in language learning, the research examines how formative
strategies, such as questioning, peer collaboration, and self-assessment, can enhance student
engagement, reduce anxiety, and support deeper learning. Semi-structured interviews with
teachers of Arabic as a foreign language (Arabic B), classroom observations, and a student
interview were conducted to provide a rich, contextual understanding of current practices and
perceptions. Findings reveal that while teachers value formative assessment for its role in
facilitating feedback and promoting autonomy, institutional pressures tied to grading and
reporting often prioritize summative evaluations. This tension hinders the consistent
implementation of AfL strategies, despite their pedagogical benefits. Observations
demonstrated effective use of interactive techniques; however, a more strategic and policy-
aligned integration of formative assessment is needed. The study highlights the importance of
professional development and clear assessment frameworks that empower teachers to make
informed instructional decisions. Ultimately, the research calls for a more balanced and
integrated approach to assessment in MFL and Arabic language classrooms, one that aligns
pedagogical intentions with institutional expectations and places student learning and well-
being at the centre.

Keywords: formative assessment, summative assessment, language acquisition, IB MYP,
pedagogical approaches, student engagement
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Introduction

Assessment plays an essential role in shaping both teaching strategies and student learning
outcomes, serving multiple functions: it helps evaluate students’ understanding and progress,
informs instructional decisions, and supports the development of effective pedagogy (Brooks,
2002; Scarino, 2013). Garrison and Ehringhaus (2007) and Mertler (2009) argue that
assessment impacts every stage of educational planning and delivery, while Eckhout et al.
(2005, p. 3) state that “effective teaching cannot exist without effective assessment.” Despite
this consensus, there remains an ongoing debate about the purposes of assessment,
particularly the balance between formative (assessment for learning) and summative
(assessment of learning) approaches, and how they are applied in real classroom settings.

This study investigates assessment practices within a language teaching sequence in the
International Baccalaureate (IB) Middle Years Programme (MYP), with a particular focus on
Arabic B, a foreign language course offered in an international secondary school. While the
IB framework promotes a holistic, student-centred approach to assessment that emphasizes
inquiry, conceptual understanding, and critical thinking (International Baccalaureate
Organization [IBO], 2014) the practical implementation of these principles often reveals
tensions between formative ideals and summative priorities.

To explore these dynamics, I conducted a small-scale qualitative case study in the school
setting. The research involved two primary methods: a review of assessment-related
documents (e.g., unit plans, marking criteria, and student work samples) and a series of
informal, semi-structured interviews with Arabic language teachers, coordinators, and one
student. The aim was to evaluate how assessment policies and practices are interpreted and
applied at the classroom level, and to what extent continuous review supports the
development of formative assessment strategies.

This paper highlights the challenges teachers face in embedding formative assessment
meaningfully within a system that places considerable weight on summative outcomes. It also
examines how policy directives and school-level expectations shape assessment practices and
teacher agency. By critically evaluating these factors, the research offers insights that enrich
the wider scholarly dialogue on improving language assessment in international school
contexts. In a nutshell, the research seeks to contribute to the ongoing conversation around
improving assessment in language education by examining the alignment or misalignment
between policy, practice, and pedagogy.

Review of Relevant Literature

The understanding of assessment has evolved over time, reflecting broader shifts in
educational priorities and pedagogy (Sumner, 2002). Traditionally, it was seen as a way to
evaluate students’ strengths and weaknesses, enabling teachers to monitor progress and tailor
instruction (Heaton, 1990). Stiggins (1992) and Garrison and Ehringhaus (2007) further
position assessment as a feedback mechanism that informs teaching and supports
instructional decisions based on student growth.

Research, most notably by Black and Wiliam (1998), highlights the power of formative
assessment, or what’s called Assessment for Learning (AfL), in enhancing student
achievement. AfL is characterized by its ongoing, informal nature and its focus on guiding
future learning rather than merely recording past performance. Black and Wiliam (2003) note
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that formative assessment, occurring throughout a lesson, offers real-time insights into
student understanding, while Garrison and Ehringhaus (2007) argue that it enables teachers to
adjust instruction responsively for deeper learning and equity.

Despite growing support for formative methods, many systems still prioritize summative
assessment (AoL) as the main measure of achievement. Black and Wiliam (2003)
acknowledge the need for formal assessments in high-stakes contexts. Dixon and Worrell
(2016) define summative assessments as evaluations at the end of an instructional period,
typically via formal tests, yet Harlen (2007) notes they offer few opportunities for reflection
or immediate improvement.

The dominance of summative assessment poses challenges, especially in language education
where continuous feedback is crucial. Scholars like Maki (2002) and Boud (2006) warn that
overreliance on summative measures can undermine motivation, increase stress, and harm
lower-performing students. Harlen (2007) argues that assessment should be sensitive to
student well-being. In contrast, Miller and Lavin (2007) suggest that integrating formative
practices into daily instruction better supports development, while Bennett (2011) finds that
well-designed formative assessments boost achievement, self-esteem, and engagement.

Finally, assessment policy and continuous review are vital in shaping effective classroom
practices. Clear policies that prioritize formative assessment create balanced, inclusive
learning environments (Black & Wiliam, 1998) by reducing ambiguity and alleviating student
anxiety, enabling teachers to refine their strategies through ongoing reflection.

Overall, this literature underscores the need for a deliberate, policy-driven approach to
assessment that values formative processes alongside summative measures and ensures
regular review to meet the evolving needs of learners and educators.

Modern Foreign Language Learning

Over the past two decades, language learning has undergone significant transformation. This
evolution has been shaped by three main factors: teachers' knowledge of assessment, the
impact of teacher training, and assessment literacy (Vahid & Nasreen, 2019). Inbar-Lourie
(2008) suggests that assessment literacy, when used as a reflective practice, enables language
teachers to critically analyse the aims, available resources, and situational conditions of
assessment practices, and explore how the findings can be effectively put to use.

In the British curriculum's Key Stage 3, current language teaching practices aim to improve
students’ abilities in all language skills while supporting them with key grammar and
vocabulary. This approach encourages learners to communicate effectively and express
themselves beyond their immediate needs (Department for Education [DfE], n.d.). The 1B
curriculum likewise promotes multilingualism and intercultural understanding. In the 1B
MYP language acquisition framework, the focus is on developing competency in language
skills, rather than strict grammatical learning, while supporting students' mother tongues.

Assessment in IB MYP language acquisition centres on student progression in language
skills, with a strong emphasis on formative assessments. Summative assessments also play a
crucial role, taking place multiple times throughout the academic year. Following clear
objectives and assessment criteria is essential. Rubric-based assessments outline learning
expectations across the three phases of language acquisition: emergent, capable, and

ISSN: 2758-0962 93



The Paris Conference on Education 2025 Official Conference Proceedings

proficient. To address the diverse needs of all students, assessments are designed in various
formats and ensure accessibility for all students. Multimodality in teaching, learning, and
assessment is a significant advancement introduced in 2020 to align with modern educational
practices (IB MYP Language Acquisition Guide, 2020). Furthermore, IB MYP requires
collaborative assessment planning prior to teaching each unit, as the curriculum is inquiry-
based and conceptual in nature, covering all subjects (IBO, 2020).

In the UAE, the Ministry of Education (MoE) has established a framework for teaching and
assessing Arabic as an additional language. This framework aligns with the assessment
practices of schools offering various curricula, including IB MYP. The MYP language
acquisition assessment aligns with the MoE framework in its emphasis on summative
assessment of the four language skills. However, the MoE framework uses language
proficiency levels determined by how many years non-Arab learners have been exposed to
Arabic instruction, rather than their actual abilities, making it challenging for teachers and
students to meet these expectations (Ministry of Education [MoE], 2017).

Questioning as a Formative Assessment Tool

Questioning is a central aspect of formative assessment, allowing teachers to gauge students’
understanding and performance, which in turn informs future teaching strategies aimed at
improving language skills. It plays a dual role not only as a diagnostic tool but also as an
instructional strategy that actively shapes learning. Black and Wiliam (2003) argue that
questioning is not merely a method of checking knowledge but a key element of effective
teaching, contributing significantly to student engagement and the creation of an interactive
classroom environment. Through thoughtful questioning, teachers can challenge students to
reflect, elaborate on their answers, and clarify misconceptions. Chin (2007) emphasizes that
well-crafted questions promote higher-order thinking, helping learners develop deeper
comprehension and the ability to make connections across different linguistic concepts.

In the context of Modern Foreign Language (MFL) classes, questioning serves a particularly
important function. It is routinely employed to support the development of core language
skills (Pronunciation, writing, reading, and listening) by drawing attention to patterns,
structures, and usage. Teachers use questioning to clarify complex grammar rules, expand
vocabulary, and prompt students to construct more sophisticated responses. According to
(Department for Education [DfE], 2003), strategic questioning can significantly enhance
linguistic accuracy and fluency, making it a cornerstone of effective MFL instruction.

Self and Peer Assessments

Self- and peer-assessment are vital components of formative assessment, fostering greater
student autonomy and ownership of learning. Self-assessment encourages learners to reflect
critically on their own work, set personal goals, and identify areas for improvement, thus
cultivating independent learning skills (Spendlove, 2009). According to Black and Wiliam
(2018), honest and structured self-assessment contributes to the development of
metacognitive skills, enabling students to monitor their progress and adjust their learning
strategies accordingly. Andrade and Du (2007) also highlight the importance of clearly
defined rubrics and criteria in supporting effective self-assessment, as they provide learners
with concrete benchmarks for evaluating their work.
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Peer assessment, meanwhile, allows students to engage in collaborative learning by
evaluating and providing constructive feedback on each other’s performance. Gielen et al.
(2010) emphasize that peer assessment develops critical thinking and communication skills
while promoting accountability and active engagement. However, the success of peer
assessment largely depends on clear guidance and the establishment of transparent learning
objectives and criteria (Black et al., 2003). Some students, as noted by Butt (2010), may
initially view peer assessment as a teacher’s duty, leading to hesitation or lack of confidence
in giving feedback. Therefore, training and gradual implementation are essential to ensure
effectiveness and student buy-in.

Research Methodology

This small-scale qualitative study employed three primary research methods: a semi-
structured teacher interview, a lesson observation, and a student interview. All data collection
took place face-to-face within the school environment to ensure contextual relevance and
capture a deeper understanding of classroom interactions, teacher perspectives, and the
student experience.

A purposive sampling strategy (a form of non-probability sampling) was used to select
participants, focusing on two Arabic B teachers from the Middle Years Programme (MYP).
For confidentiality and ethical integrity, the teachers are referred to as “A” and “B”, the
student as “S”, and the school as “T”. School T follows the International Baccalaureate (IB)
curriculum and serves around 1450 students across its 4 programmes: Primary Years
Programme (PYP), Middle Years Programme (MYP), Diploma Programme (DP), and Career-
related Programme (CP).

The study adhered to British Educational Research Association (BERA) ethical guidelines
(2018). Written approval was obtained from school leadership, and informed consent was
secured from all participants, including parental consent for the student interview.

The semi-structured teacher interview lasted 30 minutes and was audio-recorded for
accuracy, as recommended by Robson and McCartan (2016). Recordings were transcribed
verbatim, securely stored on an encrypted laptop, and deleted post-transcription in line with
General Data Protection Regulation [GDPR], 2018.

A live, in-person observation was conducted in a Grade 9 Arabic B class taught by Teacher B,
providing insights into classroom practice and assessment use. A brief student interview
followed to explore learner perceptions, triangulating the findings.

Research Questions

This research was structured around the following key questions:

1. How do Arabic B teachers perceive and implement formative assessment practices
within their classrooms?

2. What formative assessment strategies are most commonly used in the teaching of
Arabic as an additional language, and how are these integrated alongside summative
assessments?

3. How do students experience and perceive formative assessment practices in Arabic B
classes?
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4. What institutional or structural factors influence the implementation and balance of
formative and summative assessment in Arabic B instruction?

Data Collection

Three qualitative data collection methods were employed in this study: a semi-structured
teacher interview, a lesson observation, and a student interview. This multimethod approach
enhanced data triangulation and provided a comprehensive understanding of assessment
practices within the Arabic B classroom.

A semi-structured interview was conducted with Teacher A, chosen for its flexibility and
capacity to generate rich, in-depth insights into educators’ lived experiences and professional
perspectives. Unlike structured interviews, this format allows for follow-up and probing
questions, leading to more nuanced responses (Robson & McCartan, 2016). One limitation,
however, is the potential for bias—both from the interviewer and interviewee (Cohen et al.,
2018). In this case, the prior professional relationship between the researcher and Teacher A
may have contributed to unintentionally socially desirable or overly positive responses.
Nonetheless, the interview yielded valuable insights that might have been inaccessible
through more rigid or quantitative methods.

The second method was a lesson observation of a Grade 9 Arabic B class taught by Teacher
B. Conducted face-to-face, it enabled the researcher to take detailed notes on instructional
strategies, teacher-student interactions, and classroom dynamics. Observations are often
considered more objective than interviews, as they capture teaching practices as they
naturally occur (Wellington, 2015). Yet, observational data remain open to interpretation,
introducing subjectivity. To minimise this, the researcher maintained a non-intrusive presence
and focused on descriptive field notes. The existing rapport with staff also helped ensure a
typical lesson structure, reducing the risk of the Hawthorne eftfect (Thomas, 2017).

The third method involved a brief semi-structured interview with a Grade 9 student (Student
S) who participated in the observed lesson. It explored the learner’s perspective on
assessment practices, particularly formative feedback and summative evaluation. While
student interviews offer valuable insights, they are influenced by confidence, language
proficiency, and willingness to speak openly. To address this, the interview was conducted in
a supportive environment and adapted to suit the student’s comfort and comprehension. This
interview served as a crucial triangulation point, adding context to teacher input and
classroom observation.

Together, these three methods offered a holistic view of assessment practice and experience
in the Arabic B classroom, reflecting multiple stakeholder perspectives.

Data Analysis and Findings

When asked to define assessment for learning, Teacher A articulated a view closely aligned
with established academic definitions. He described it as an ongoing, informal process aimed
at supporting student learning rather than assigning grades. According to him, it serves to
monitor progress, adjust instruction, and provide timely feedback that fosters improvement.
Contrasting this with summative assessment, typically linked to end-of-term evaluations, he
emphasized the distinctive, developmental nature of formative practices. His perspective
reflects the definitions offered by (Bennett, 2011; Black & Wiliam, 2003; Dixon & Worrell,
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2016; Gardner, 2012), and his recognition of the complementary relationship between
formative and summative assessments echoes Garrison and Ehringhaus (2007), who advocate
for a balanced approach.

On preferred assessment methods, Teacher A highlighted the value of questioning techniques,
particularly in language instruction, for promoting engagement and comprehension. He noted
the consistent implementation of both self- and peer-assessment practices, especially for
spelling and vocabulary tasks, where students check work against answer keys. This, he
explained, fosters reflective learning and reinforces correct usage, aligning with (DfE,
2003)fsted. Notably, he reported no significant challenges with peer assessment, a finding
that contrasts with Butt’s (2010) concerns, though time constraints limited further exploration
of this point.

When asked whether formative assessment could replace summative tasks, Teacher A offered
a balanced view. He supported Miller and Lavin’s (2007) argument that reducing summative
pressure can alleviate student stress but maintained that summative assessments serve
necessary functions, such as communicating progress to stakeholders and meeting
accountability requirements. This reflects Harlen (2007) and Looney’s (2011) view of
summative assessment’s institutional role.

The lesson observation reinforced these findings. In a Grade 9 Arabic B class, Teacher B
employed several formative strategies, including differentiated questioning, immediate verbal
feedback, and guided written exercises. However, the class concluded with a written
comprehension task used for grading, illustrating a dual focus: supporting learning while
meeting summative requirements. Despite integrating AfL strategies, summative goals
remained central to planning and delivery.

Additional insights came from a student interview. The student, enrolled in Arabic B for four
years, preferred interactive, feedback-rich activities like vocabulary games, group
discussions, and peer assessments. She remarked, “I like when we correct each other’s work
because it helps me remember the words better.” Yet, she noted these methods were less
frequent than test preparation: “A lot of the time we are just getting ready for tests.” This
highlights students’ appreciation for formative practices, though they appear overshadowed
by the emphasis on summative tasks.

Both teacher and student accounts reveal a shared understanding of formative assessment’s
value while exposing structural constraints, particularly national policy expectations, that
compel teachers to prioritize summative outcomes in curriculum delivery.

Observation

The observed lesson, delivered by Teacher B, focused on the theme of careers and future
aspirations and was designed to build students’ vocabulary and conversational skills in Arabic
through real-world application. The session began with a review of prior learning, during
which the teacher used targeted questioning to activate students' recall of job-related
vocabulary. Correct responses were visually reinforced through a shared slide, which
highlighted key terms and provided immediate feedback—an effective Assessment for
Learning (AfL) strategy.
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Formative assessment techniques were consistently embedded throughout the lesson. Teacher
B employed both open and closed questions, ensuring sufficient wait time after open-ended
prompts, a strategy endorsed by Bartlett (2015) for encouraging critical thinking and
meaningful student engagement. These dialogic interactions enabled learners to articulate
their understanding, revise misconceptions, and participate more actively in classroom
discourse.

A key strength of the session was its emphasis on oral communication. Students read model
sentences aloud and responded to personalized questions, such as “What would you like to be
in the future, and why?” This transitioned into a paired speaking activity in which one student
assumed the role of a job applicant and the other acted as an employer, conducting mock
interviews. This task demonstrated meaningful use of the target language in context, fostering
peer interaction and reinforcing vocabulary through authentic communication.

Additionally, digital self-assessment was integrated Microsoft Forms using. Students
independently reviewed vocabulary items and corrected their responses, promoting
autonomous learning. Teacher B supported this process by circulating around the room,
providing feedback and clarification, and prompting learners to reflect on their progress. This
aligns with Office for Standards in Education [Ofsted], 2003, assertion that active student
involvement in assessment enhances motivation and contributes to learning clarity.

However, despite the rich use of formative strategies, the lesson concluded with a worksheet-
style task that resembled a summative assessment format, to be collected and marked later.
The content and structure of the task echoed standard exam-style questioning, indicating that
even within a formative-rich environment, summative requirements continue to shape the
lesson’s pacing and endpoint. This reflects a broader systemic constraint, where the
expectations of the local curriculum framework, particularly for Arabic as a second language,
guide teachers to deliver lessons that align with end-of-term exam structures, even when
formative practices are embedded throughout.

Discussion

The findings of this study reinforce the complex and often conflicting realities that teachers
face when implementing assessment practices in the context of Arabic as a second language
within the IB Middle Years Programme (MYP). Both teacher and student perspectives
revealed a strong awareness of the value and purpose of formative assessment, yet their
experiences also highlighted systemic constraints that hinder its effective implementation.

Teacher A’s conceptualization of assessment aligns closely with the literature, viewing AfL as
a continuous, student-centred process aimed at guiding instruction and monitoring progress
(Bennett, 2011; Black & Wiliam, 2003). His reliance on questioning, peer correction, and
self-assessment techniques reflects a thoughtful effort to engage learners in reflective and
interactive learning experiences. Similarly, the classroom observation of Teacher B
demonstrated how formative strategies, such as speaking tasks, digital self-assessment tools,
and dialogic questioning, can be embedded within language instruction to enhance learner
engagement and promote deeper understanding.

Despite these efforts, the interviews and observation also revealed a persistent tension

between formative intentions and summative demands. Teacher A acknowledged that his
formative practices were often shaped by school and policy-level expectations that prioritize
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measurable outcomes. This mirrors Harlen’s (2007) assertion that assessment policies can
inadvertently encourage a focus on Assessment of Learning (AoL), thereby limiting
opportunities for innovation and personalization in classroom assessment.

The student interview supported this view. The student appreciated interactive, feedback-rich
activities but felt that assessments "count" only when tied to grades. This reflects the
influence of a school culture dominated by summative evaluation and indicates a potential
misalignment between students’ experiences of learning and the pedagogical aims of AfL.
Garrison and Ehringhaus (2007) warn that such misalignments may cause formative
assessment to be undervalued or misunderstood unless institutional support is in place to
embed AfL meaningfully into the school culture.

Furthermore, the observation revealed that although AfL strategies were present, they were
frequently positioned within a framework designed to prepare students for summative
assessments. For example, speaking and vocabulary activities were effectively implemented
but framed as preparation for a formal written task. This indicates that while formative
practices are being used, they often function in service of summative benchmarks, a situation
that underscores the dominance of external assessment frameworks in shaping classroom
practice.

These findings suggest that while teachers may be well-versed in the principles of AfL and
demonstrate good practice, their ability to fully realize these methods is often limited by
institutional and policy-driven expectations. As Boud (2006) and Looney (2011) argue, for
formative assessment to truly support learning, it must be embedded within a school-wide
culture that values growth over performance.

To move toward a more balanced and developmentally appropriate assessment environment,
schools must empower educators with the flexibility, resources, and policy support necessary
to prioritize formative learning experiences. Professional development, clearer alignment
between IB assessment philosophy and national curricular expectations, and greater
adaptability in assessment design are crucial—particularly in the context of Arabic as a
second language, where learners’ confidence and motivation are highly sensitive to the nature
of classroom assessment.

Conclusion and Recommendations

This study examined assessment practices in Arabic B within an IB MYP framework,
focusing on the balance between formative and summative assessments. It highlighted the
influence of institutional policies, teacher strategies, and student engagement in shaping
assessment approaches. Findings indicate that while formative assessments, such as
questioning, peer collaboration, and self-assessment, are effectively implemented,
particularly by Teacher B, these practices are constrained by the dominant emphasis on
summative assessments.

The observed lesson on careers and future aspirations showcased a highly effective
application of Assessment for Learning (AfL) strategies. Teacher B successfully embedded
real-world contexts to engage students, foster independence, and support language
development, aligning with the pedagogical aims of the IB framework. However, the
interview with Teacher A revealed a key tension: the institutional over-reliance on summative
assessments for grading and reporting. This systemic dependence limits the full integration of
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formative assessment and reflects a broader challenge in aligning educational practices with
contemporary pedagogy.

The study suggests schools should reevaluate assessment policies to better support the
development of formative assessment while maintaining accountability through summative
assessments. It underscores the need for a school culture where formative assessment is not
just an expectation but a consistent, supported practice, reinforced by professional
development and cross-departmental collaboration. Aligning assessment frameworks with
both student and educator needs will improve teaching effectiveness and deepen learning
outcomes.

Limitations

As a small-scale qualitative inquiry, this study’s findings are based on data from two teachers
and one student within a single IB school, limiting their generalizability to other educational
settings. Additionally, the researcher’s existing professional relationship with the participants
may have influenced the openness and framing of their responses. These factors should be
considered when interpreting the results.

This study suggests that schools need to reevaluate their assessment policies to better support
the development of formative assessment practices while maintaining the necessary
accountability for summative assessments. The findings underscore the importance of
creating a school culture where formative assessment is not just a principle but a consistent
practice, supported by professional development and cross-departmental collaboration.
Furthermore, aligning assessment frameworks with the needs of both students and educators
will enhance the effectiveness of teaching and foster deeper learning outcomes.

Recommendations arising from this research include:

« Policy Alignment: Revise school assessment policies to foster a balanced approach
between formative and summative assessments, especially in language programs like
Arabic B.

« Professional Development: Provide ongoing training in formative assessment
strategies, emphasizing practical, easily applicable techniques.

» Student Engagement: Prioritize active student involvement in the assessment process
through peer and self-assessment, promoting reflective, learner-centred practices.

» Future Research: Explore how schools can reconcile administrative accountability
demands with the pedagogical benefits of flexible, student-centred learning,
particularly in diverse educational contexts.

Ultimately, for formative assessment to reach its full potential, it must be systematically
supported by both policy and classroom practice, enabling teachers and students to fully
leverage its benefits for meaningful learning.
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Abstract

This research aimed to study the problems, needs, and guidelines for helping children with
cochlear implantation (CI) in inclusive schools. The participants were divided into two
phases. Phase 1, the study of problems and needs of children with CI, included school
directors, teachers, parents, and students with CI, totaling 25 people. Phase 2, the study of
guidelines for helping children with CI, included 12 specialists with knowledge and/or
experience related to children with CI. The data were collected through documents,
observation, and focus group, and data analysis using content analysis. The research findings
were as follows: The problems: a lack of specialized personnel for speech training, a limited
number of schools accepting children with CI, teachers lacking knowledge and understanding
of how to assist children with CI, parents and teachers lacking knowledge about the rights,
welfare, and sources of assistance for children with CI. Parents were also concerned about the
speech training cost and the educational future of their children with CI. The needs of
children with CI: the needs for teachers who could provide speech training, the promotion of
teachers’ knowledge about CI, a support system for children with CI, and increased publicity
about the rights and welfare of children with CI. The guidelines for helping children with CI:
establishing an effective transition system, formulating robust policies and laws related to
special education, developing communication skills for children with CI, organizing
programs to enhance teachers’ understanding, and creating a public relations system about
information on CI.

Keywords: children with cochlear implantation, problems, guidelines for helping, inclusive
schools
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Introduction

Persons with hearing impairment refers to individuals who have lost auditory function due to
defects or impairments in the hearing organs, such as deteriorated or damaged auditory
nerves, resulting in the inability to hear sounds clearly or at all. This group includes those
with hearing loss between 26-90 decibels, which impacts their daily lives. Hearing
impairment can be categorized into two types: hard-of-hearing and deaf. Deaf people refer to
individuals who experience such severe hearing loss that they are unable to comprehend
speech through hearing, regardless of whether or not they use a hearing aid, with a measured
hearing loss of 90 decibels or more (Ministry of Education, 2009).

In Thailand, according to data from the national disability registration database maintained by
the National Office for Empowerment of Persons with Disabilities, it was found that the
number of people with hearing and interpretive disabilities accounts for 19.12 percent of all
persons with disabilities. Furthermore, an analysis of the three-year trend revealed that the
number of people with hearing and interpretive disabilities has continued to increase annually
(Committee of Empowerment of Persons with Disabilities, 2024).

Although hearing loss may arise from many uncontrollable causes, systematic screening,
treatment, rehabilitation, and care must be implemented to reduce the incidence of hearing
loss across all age groups (Communication Unit, Health Systems Research Institute, 2019).

Medical advancements in “cochlear implantation” have enabled individuals with hearing loss
or deafness to regain the ability to hear, improve their quality of life in society, and reduce
the social costs associated with assisting the deaf. At present, cochlear implantation can be
performed in young children aged one year and older and has shown positive outcomes in
language development among children with cochlear implants, with development close to
that of children with normal hearing (Komin, 2008).

This is consistent with the research of Tammasaeng and Mitranun (2018), which found that
children who received cochlear implantation between the ages of 1 year and 5 years 6 months
had better post-implantation quality of life, according to the perspectives and experiences of
their parents, compared to children who received implantation between the ages of 5 years 7
months and 10 years 6 months, and children who received implantation at the age of 10 years
7 months and above.

According to a report on the status of the cochlear implant registry in Thailand as of 31
August 2019, the system contained data on all registered patients. It was found that the
majority of the children were between the ages of 2—4 years and had been assessed for
cochlear implantation (19.14 percent) (Piromchai et al., 2020). However, when considering
statistics on children with cochlear implants who were unable to enroll in inclusive schools
and had to return to study in schools for disabilities in significant numbers, this reflects a lack
of cost-effectiveness in cochlear implantation. One contributing factor is the education
system’s refusal to accept children with cochlear implantation into schools, resulting in
suboptimal outcomes in auditory and speech rehabilitation following the cochlear
implantation. This aligns with the findings of Tammasaeng and Mitranun (2018), who found
that parents of CI children were concerned that many schools refused to accept CI children.
As a result, families had to relocate to live near schools that accepted CI children, enroll in
expensive private schools, or send their children to schools for the deaf, which limited the CI
children’s opportunities to develop spoken language. In such environments, children tended
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to adopt sign language as the primary mode of communication, influenced by the context of
the school.

Therefore, the researcher was interested in studying the problems, needs, and guidelines for
supporting children with cochlear implants in inclusive schools. The results of this study will
be used to establish a model AVT center to support CI children in inclusive schools, aiming
to enhance their educational capabilities and reduce the number of children with cochlear
implants who must return to schools for the deaf. The findings will also serve as foundational
information for developing policies on establishing AVT centers nationwide to support
children with cochlear implants.

Research Objective

To study of problems, needs and guidelines for helping children with cochlear implantation in
inclusive schools.

Methodology

Phase 1: Study of the Problems and Needs of Children With Cochlear Implants in
Inclusive Schools

Step 1: Study of the Actual Educational Conditions of Children With Cochlear Implants in
Inclusive Schools

Details are as follows:

Participants included 1 school administrator, 2 teachers of children with cochlear implants, 2
parents of children with cochlear implants, and 2 learners with cochlear implantation from
Phratumnuk SuanKularb School, a total of 7 persons. Data collection instruments included
focus group discussion topics, focus group discussion record forms, and audio recorders.
Data were collected through focus group discussions and a study of the actual educational
conditions of children with cochlear implants in inclusive schools. Data were analyzed using
content analysis.

Step 2: Study of the Problems and Needs of Children With Cochlear Implants in Inclusive
Schools

Details are as follows:

Participants included 6 teachers of children with cochlear implants in inclusive schools, 1
teacher of children with cochlear implants from the Central Special Education Center, 1
teacher of children with cochlear implants from the Demonstration and Development Center
for Children with Cochlear Implant, and 10 parents of children with cochlear implants, a total
of 18 persons. Data collection instruments included focus group discussion topics, focus
group discussion record forms, and audio recorders. Data were collected through focus group
discussions, divided into 2 groups: a group of 10 parents of children with cochlear implants
supported by the Foundation for the Deaf, and a group of 8 teachers of children with cochlear
implants supported by the Foundation for the Deaf. Data were analyzed using content
analysis to enable the researcher to understand the problems and needs of children with
cochlear implants in inclusive schools and to gather suggestions for the future.
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Phase 2: Study of Guidelines for Helping Children With Cochlear Implants in Inclusive
Schools

Participants were specialists/experts with knowledge and/or experience related to children
with cochlear implants, including 1 Director of the Educational Promotion in Schools for
Disabilities Group, 1 deputy director of a special education center, 1 deputy director of an
inclusive school, 1 deputy director of a school for the deaf, 2 university lecturers, 2 special
education teachers from the Demonstration and Development Center for Children with
Cochlear Implant, 2 special education teachers from a provincial special education center, 1
special education teacher from a school for the deaf, and 1 parent of a child with cochlear
implants, a total of 12 persons. Conducting a focus group to explore of guidelines for helping
children with cochlear implants in inclusive schools. The research instruments are a tape
recorder, and a focus group record form. The qualitative data were analyzed through the
content analysis involving the coding for the theme, looking for pattern, and making
interpretations.

Results
The problems of children with cochlear implants in inclusive schools are as follows:
Teacher-Related Issues

There is a lack of teachers with expertise in speech training for learners with cochlear
implantation in inclusive schools. As a result, learners lack confidence in communicating
with others, refuse to use spoken language, and instead rely on sign language. This negatively
affects their cognitive development and various skills. Teachers lack knowledge and
understanding regarding the support and care of children with cochlear implants. This
includes a lack of knowledge about children with cochlear implants, failure to prepare
individualized education program (IEPs) for children with cochlear implants, and insufficient
understanding of cochlear implant care. Consequently, teachers may view children with
cochlear implants as burdens.

School-Related Issues

There are few schools that accept children with cochlear implants, due to shortages of special
education teachers, inadequate environments, learning materials, and facilities to
accommodate children with cochlear implants. Additionally, there is a negative attitude
among school administrators, who believe that children with cochlear implants should study
in schools for disabilities rather than in mainstream schools.

Parent-Related Issues

Parents were unable to continuously take children with cochlear implants for speech training
due to the high cost of speech therapy. Additionally, frequent malfunctions of the cochlear
implant caused time delays for repairs and incurred high expenses. Without the cochlear
implant, children with cochlear implants could not hear, which affected teaching and
learning, as children with cochlear implants could not understand vocabulary and sentences
spoken by the teacher. As a result, they lost interest in learning and were unable to
communicate effectively, leading children with cochlear implants to use sign language
instead of spoken language. Parents lacked knowledge and understanding about the rights and
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welfare of children with cochlear implants, as well as information about available support
services and the transition of children with cochlear implants. This led to high expenses for
parents. Children who had undergone implantation were slow in developing speech because
they had to wait in a long queue for speech training after cochlear implantation and due to the
lack of a systematic transition process for children with cochlear implants. Parents felt
anxious about the educational future of children with cochlear implants and were uncertain
whether their children should continue along the vocational or academic track.

The needs of children with cochlear implants in inclusive schools revealed the following:
Teacher-Related Needs

There should be special education teachers who can provide speech training for children with
cochlear implants in inclusive schools. There should be dedicated rooms and scheduled hours
for listening-based speech training for children with cochlear implants. Speech training clubs
should be established. There should be collaboration among special education teachers,
regular teachers, guidance counsellors, and speech therapists from hospitals to support and
promote learning and appropriate classroom behavior for children with cochlear implants.
Teachers should be encouraged to gain knowledge about supporting children with cochlear
implants, such as creating IEPs, understanding the nature of children with cochlear implants,
providing academic and behavioral support—e.g., speaking slowly to enable children with
cochlear implants to lip-read, assigning a buddy from the regular students to assist children
with cochlear implants, and fostering a supportive attitude towards children with cochlear
implants. Teachers should also know how to maintain and change the battery of the cochlear
implant. Parental cooperation is essential in consistently helping the child practice listening,
speaking, and reading, and schools should work in coordination with parents to support the
development for children with cochlear implants.

School-Related Needs

Schools should provide systems for care, supplementary teaching, and support for children
with cochlear implants, such as after-school tutorials, peer support systems, and buddy
programs where classmates help children with special needs. There should be more
dissemination of information about the rights and welfare of children with cochlear
implantation and the available speech training resources so that both teachers and parents are
well-informed, which would benefit the schools, parents, and children with cochlear
implantation.

The guidelines for helping children with cochlear implants in inclusive schools.
Establishing an Effective Transition System

The transition process should begin at the hospital level by providing knowledge and
understanding of the cochlear implantation process—before, during, and after implantation—
to both parents and children with cochlear implants. Information about the children with
cochlear implants should then be transferred from the hospital to the provincial special
education center. Parents will play a role in delivering accurate information to the provincial
special education center. The center will then prepare the children with cochlear implants by
providing listening-based speech training and avoiding the use of regional dialects, which
may cause speech distortion in this group of children. This preparation process requires
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cooperation from both parents and hospitals. When the children are ready to attend an
inclusive school, the provincial special education center will create an individual transition
plan (ITP) for the inclusive school and continue to monitor the children with cochlear
implants through the school and parents to ensure consistent support for children with
cochlear implants. Schools will need information from the special education center and
accurate data from parents. It can be seen that a successful transition system requires
cooperation and awareness from all parties, including hospitals, special education centers,
school administrators, and all teachers, with parents serving as effective coordinators.

Formulation of Policies and Legislation Related to Special Education

The formulation of policies and legislation related to special education in a serious manner by
establishing a policy requiring individuals who pass the examination to become school
directors, deputy school directors, and educational supervisors who did not graduate in the
field of special education to complete at least one training course on “Education for Children
with Special Needs.” The Teachers’ Council of Thailand must stipulate that all Bachelor of
Education students must take at least one course in “Education for Children with Special
Needs” in order to gain knowledge and understanding for teaching and supporting this group
of children. Furthermore, there should be a policy requiring all schools to place importance
on and accept children with cochlear implants into the schools, and must prepare IEP and ITP
for every child in this group. In addition, there should be a policy to address the shortage of
teachers in auditory-verbal teaching, divided into 3 phases as follows: short-term, hiring
auditory-verbal teachers to be stationed at schools by requesting cooperation from parents to
share the costs or requesting assistance from the provincial special education center; medium-
term, training teachers to be able to teach auditory-verbal by requiring that every school must
have one AVT teacher per school; long-term, developing a Graduate Diploma Program in the
Teaching Profession in the field of education management for children with cochlear
implants.

The Development of Communication Skills for Children With Cochlear Implants in
Inclusive Schools

Schools should continuously develop communication skills for children with CI because if
development is not continuous, this group of children will revert to using sign language,
especially deaf children who have undergone implantation after previously attending school
for the deaf, which results in a waste of the budget used for cochlear implantation. Therefore,
schools should establish a “special needs student service center” consisting of an academic
support classroom and a speech training room to provide auditory-verbal training services,
with an auditory-verbal teacher assigning speech training hours to children with cochlear
implants. In cases where the school does not have an auditory-verbal teacher, coordination
can be made with hospitals and the special education center to send students to receive
speech training during class time, or request services from the provincial special education
center to assist in providing learning and behavioral counselling, guidance and counselling on
possible pathways after completing basic education, preparing IEP, IBP, and ITP,
transitioning between grade levels and school levels, coordinating with hospitals and the
special education center to support speech training and other aspects. Teachers should use
spoken language with children with cochlear implants more than using sign language for
communication, and should also cooperate with parents in conducting speech practice at
home and follow up consistently.
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Developing Knowledge and Understanding Programs on Children With Cochlear
Implants in Inclusive Schools

Most teachers in inclusive schools did not graduate in the field of special education, they lack
knowledge and understanding in supporting children with cochlear implants. Therefore, there
should be practical workshops on “supporting children with cochlear implants in school,” as
well as in-house training by special education teachers and conducting PLC after school. The
topics for knowledge provision include changing batteries for cochlear implants, auditory-
verbal therapy (AVT), preparing IEP and ITP, etc. Continuous teacher development is
necessary so that every teacher will be able to support children with cochlear implants in
inclusive schools.

Establishing a Communication System Regarding Medical Legislation and Cochlear
Implantation Information

Establishing a communication system regarding medical legislation and cochlear
implantation information in a comprehensive manner so that parents of children with hearing
impairments are informed about the rights of children with cochlear implants from before the
cochlear implantation process, during implantation, and after implantation in order to receive
equal educational opportunities with normal children, as well as enabling early identification
of children with hearing impairments from the hospital level, which will lead to earlier
cochlear implantation, allowing the child to hear sounds sooner and thereby improving the
quality of life for this group of children.

Discussion

Shortage of teachers with expertise in speech training for learners with cochlear implantation
in inclusive schools; lack of knowledge and understanding regarding the support and care for
children with cochlear implants due to a shortage of special education teachers. According to
the report on the number of civil servant teachers and educational personnel in inclusive
schools, it was found that teachers with qualifications in special education at all levels
accounted for 0.52 percent of the total number of teachers in inclusive schools (Special
Education Bureau, Office of the Basic Education Commission, 2023). This is consistent with
Jatuchokudom et al. (2022), who stated that obstacles to individualized special education
include that teachers are not yet ready to accept students into mainstream classrooms,
teachers still need additional training in special education, there is a shortage of special
education teachers, and teachers resign during the semester. The number of schools accepting
children with cochlear implants is low, including the negative attitudes of school
administrators towards children with cochlear implants. This is because administrators are a
key factor in promoting the success of inclusive education. Administrators must be the ones
who implement and define strategies, establish practical and continuous policies, and must
have a positive attitude towards special education, not seeing it as an obligatory burden. The
attitudes of administrators greatly affect the management of special education in educational
institutions (Jatuchokudom et al., 2022). This corresponds with the research by Kingkaew et
al. (2019), which found that sometimes schools refuse to accept students with cochlear
implantation and that schools are unable to accommodate all types of students with special
needs (Songpracha, 2019).Parents are unable to bring children with cochlear implants to
speech training sessions continuously due to the high costs of speech training and expenses
related to cochlear implants; lack of knowledge and understanding about the rights and
welfare for children with cochlear implantation; and anxiety about the educational future of
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children with cochlear implantation. This is because treatment with cochlear implantation
involves relatively high costs. This corresponds with Pitathawatchai (2022), who stated that a
high-spec cochlear implant costs no less than 850,000 baht, and there are also other post-
implantation expenses such as batteries or spare parts that break easily, averaging about
30,000-40,000 baht per year. Only children whose parents are civil servants can claim
reimbursement and access cochlear implants. If they are not civil servants, very few children
can access this treatment, leading parents to incur debts both within and outside formal
systems to cover the medical expenses. Factors affecting the success of transition
implementation include the existence of legal and policy support systems; participation of
persons with disabilities, their parents or guardians, administrators, teachers and personnel in
educational institutions, workplaces, organizations, and relevant agencies, all of whom must
have roles, duties, and responsibilities to drive successful transition management. Related
personnel must have knowledge, understanding, and a positive attitude towards transition
services in order to enable practical implementation. There must be sufficient and appropriate
resources in terms of budget, materials, and technology to support transition services. There
must be a system for managing transition services that is appropriate to the context of the
educational institution and quality coordination must be present (Special Education Bureau,
Office of the Basic Education Commission, Ministry of Education, 2018). The establishment
of policies and laws related to special education and their serious implementation is essential
for creating an education system that fairly and equitably responds to the needs of all
children. It guarantees children's rights and helps ensure that children with special needs
receive the right to access education equally, including services appropriate to the specific
needs of this group of children. Moreover, clear policies can support teachers and educational
personnel in training and developing skills for working with children with special needs, as
well as assist in allocating necessary resources for education, raising social awareness,
reducing the stigmatization of children with special needs, and increasing acceptance of
children with special needs, along with effective monitoring and evaluation of operations
(National Centre for Learning Disabilities, 2020). This corresponds with Morrison (Morrison,
2014), who found that the establishment of policies for equal access to education and
appropriate support for children with special needs is crucial for creating an education system
that fairly and equitably responds to the needs of all children. Children with cochlear
implantation need continuous speech training and a support system for inclusive learning in
mainstream schools. The support system for children with cochlear implants is important in
several respects: 1) Development of communication skills: Children with cochlear implants
need support in developing speech and listening skills in order to communicate effectively. 2)
Access to education: The support system helps children access quality education and enables
them to learn according to appropriate standards. 3) Emotional support: Having a support
system reduces the anxiety of parents and builds confidence in children. 4) Building
understanding in society: It supports children in adapting to society and improving their
relationships with classmates. 5) Development of social skills: The system supports children
in developing social skills and collaboration with others (Luangpitakchumpon, 2010).
Therefore, having a support system for children with cochlear implants is important to
increase children's learning rates, provide opportunities for children to exhibit speech and
conversational behaviors among themselves, and emphasize practice to enhance children's
understanding. An effective child support system is thus crucial for the inclusive and
sustainable development of children with cochlear implants (Preece, 2014). Training is a
process of developing personnel in an organization through a systematically conducted
training program, including planning the training, implementing according to the plan, and
evaluating the training program, in order to enhance the working potential of personnel in
terms of knowledge, skills, attitudes, and proficiency in performing their duties (Ritjaroon,

ISSN: 2758-0962 112



The Paris Conference on Education 2025 Official Conference Proceedings

2017). The responsible government agencies should establish effective public relations
strategies by building correct understanding and disseminating truthful information through
appropriate media channels. Tools used for public relations include, for example, radio,
television, magazines, newspapers, billboards, internet, news releases, interviews,
exhibitions, seminars, forums, discussions, and competitions (Krittakom, 2021).

Recommendations

The Office of Special Education Administration should an effective transition policy system,
raising awareness and providing knowledge to school directors and educational supervisors,
cooperation with the Teachers Council to contain special education courses for teacher
student in all educational institutions, etc. and cooperate with educational institutions to
promote and support teachers in all schools to receive AVT training courses, and establish a
public relations system regarding medical laws and information on cochlear implantation.

Acknowledgements

The author would like to thank The Foundation for the Deaf Under the Royal Patronage of
Her Majesty the Queen in Thailand to support research funds for this research.

ISSN: 2758-0962 113



The Paris Conference on Education 2025 Official Conference Proceedings

References

Committee of Empowerment of Persons with Disabilities. (2024). Empowerment of Persons
with Disabilities Act B.E. 2550 (2007). Ministry of Social Development and Human
Security.

Jatuchokudom, S., Chaowchalermgul, N., Mitranun, C., & Khiowvichit, C. (2022). Trends in
the provision of inclusive education in Thailand and factors for success. Journal of
Research and Development Special Education, 11(1), 17-34.

Kingkaew, P., Chinnacom, D., Chanjam, C., Malathong, N., & Yimtae, K. (2019). Service
availability and readiness assessment of cochlear implantation and rehabilitation
services in Thailand. Health Systems Research Institute (HSRI).

Komin, K. (2008). Cochlear implant: A gateway to a world of sound.
http://www.hopetohear.net/special_storyl ci_doctor.html

Krittakom, S. (2021). The basic conceptual framework of public relations. Journal of Modern
Learning Development, 6(5), 261-273.

Luangpitakchumpon, P. (2010). The development of auditory verbal therapy program for
prelingually deafened children with cochlear implant [Master’s thesis,

Srinakharinwirot University].

Ministry of Education. (2009). Ministerial regulation on defining categories and criteria for
students with disabilities in education, B.E. 2552 (2009). Ministry of Education.

Morrison, R. (2014). Understanding special education policy in the United States. Journal of
Special Education Leadership, 4, 31-38.

National Centre for Learning Disabilities. (2020). Supporting teachers in special education:
Best practices.

Piromchai, P., Thanawirattananit, P., & Phuttharak, W. (2020). Cochlear implant. Health
Systems Research Institute (HSRI).

Pitathawatchai, P. (2022). The right to implant cochlear implants in children has not yet been
realized in practice. https://www.thecoverage.info/news/content/3612

Preece, P. (2014). Special educational needs: A practical guide for teachers. Routledge.

Ritjaroon, P. (2017). Training project evaluation: Concepts, models, and evaluation process.
STOU Education Journal, 10(1), 42-57.

Songpracha, P. (2019). The environment supporting students learning in school for the deaf
[Master’s thesis, Silpakorn University].

Special Education Bureau, Office of the Basic Education Commission, Ministry of

Education. (2018). Transition services for students with disabilities in schools.
Ministry of Education.

ISSN: 2758-0962 114



The Paris Conference on Education 2025 Official Conference Proceedings

Tammasaeng, M., & Mitranun, C. (2018). The quality of life of children with cochlear
implantation: Parental perspectives and experiences. Journal of Graduate Studies
Valaya Alongkorn Rajabhat University, 12(2), 35-48.

Contact email: chanidam@g.swu.ac.th

ISSN: 2758-0962 115



The Paris Conference on Education 2025 Official Conference Proceedings

ISSN: 2758-0962 116



The Paris Conference on Education 2025 Official Conference Proceedings

Developing a WARA in Upper Elementary School Students
With Reading Difficulties

Cheerapat Sirirak, Srinakharinwirot University, Thailand
Chanida Mitranun, Srinakharinwirot University, Thailand
Kanokporn Vibulpatanavong, Srinakharinwirot University, Thailand
Purin Nititummanusorn, Phuket Rajabhat University, Thailand

The Paris Conference on Education 2025
Official Conference Proceedings

Abstract

The purpose of this research is to develop a web application learning innovation for
promoting reading ability: WARA in upper elementary school students with reading
difficulties. Phase one was concerned with the creation of the web application learning
innovation learning innovation for promoting reading ability in upper elementary school
students with reading difficulties and the population consisted of nine experts. The
instruments included a draft of a web application learning innovation package and a draft
evaluation web application form. The data was statistically analyzed by mean average and
standard deviation. Phase Two was experimental, with a focus on improvement. The
population consisted of fifteen grades 4-6 students with reading difficulties and five teachers.
The instruments included a web application learning innovation package and questionnaires.
The data were statistically analyzed by mean average, standard deviation, E1/E2 and E.I. The
findings were as follows: (1) A web application learning innovation for promoting reading
ability in upper elementary school students with reading difficulties has the highest level of
suitability evaluation results (u = 4.82, 6. = 0.40) and (2) the efficiency was 82.06/82.92, and
the effectiveness was E.I. = 0.75.

Keywords: web application, reading abilities, students with reading difficulties
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Introduction

Dyslexia is a significant issue that must be addressed because it impacts kids' learning in all
subjects as well as their motivation for self-development. Some dyslexic students experience
low self-esteem, while others develop behavioral issues as a result. As a result, all educational
institutions must rapidly identify solutions to the problem and promote reading. The
importance of reading for Thai children can be seen in the definition of their characteristics in
the 21st century, or Thailand 4.0 era, which emphasizes the 3Rs principle: Reading, Writing,
and Arithmetic. Reading is an essential skill for Thai children to become significant
contributors to the further development of their country. Additionally, other skills are also not
neglected and developed accordingly (Education Council, 2019). Most students who receive
appropriate instruction can read according to their age. Despite receiving appropriate
instruction, some students struggle to read. These students, who have normal or above-
average intelligence, are often diagnosed with learning disabilities (LD) after screening and
diagnosis.

Students with learning disabilities are individuals whose psychological processes are
impaired, resulting in challenges related to language use encompassing listening, reading,
speaking, writing, and spelling, as well as difficulties in mathematics. It is important to note
that these challenges are not attributed to physical, visual, hearing, or intellectual
impairments, nor are they associated with cultural, economic, or environmental disadvantages
in their surroundings (Arayawinyu, 2001). In fact, their intelligence levels are generally
within the normal or even high range, yet they often exhibit suboptimal academic
achievement (Korsuwan, 2010).

Elementary students with learning disabilities often experience problems with reading,
speaking, language expression, and behavior. Without appropriate intervention, these students
could potentially pose challenges to society (Arayawinyu, 2001). Reading disabilities are the
most common type of learning disability, accounting for approximately 80% of all cases
(Sriwanyong, 2009). Students with reading disabilities have difficulty remembering
consonants and vowels, spelling words, and learning new vocabulary. As a result, they may
struggle to read, read only simple words, read incorrectly, or stutter (Rajanakul Institute,
2012).

There are many ways to teach reading to students with reading difficulties, depending on the
nature of the problem and the student's reading level. In all cases, it is important to make
reading fun and motivating for students.

The Application for Education (WARA) is an educational innovation that meets this need,
especially during the COVID-19 pandemic. Learners can access lessons anywhere, anytime,
and on any digital device with an internet connection, such as a personal computer, laptop,
smartphone, or tablet. WARA is easy to access and meets the diverse needs of users, reducing
limitations on access devices. The application is also a new and innovative type of media that
can be designed for a variety of academic purposes and functions.

WARA was primarily designed as a learning media, instruction media, or construction media
(Office of the Basic Education Commission, 2012). It also promotes interaction between
students and lessons, developing learning skills and creating value for learners. Learners can
learn at their own pace and select or do exercises on topics that interest them first. They can
easily go back and forth or to the starting point to review lessons if needed. This allows
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learners to practice and learn anytime, anytime, fulfilling their needs and abilities, and
helping them achieve their goals more easily. The Application for Education can be designed
to be colorful and beautiful, with text, images, animations, videos, and sounds combined to
make them interesting, exciting, and engaging. This can help students respond and learn more
quickly. (Chinsri & Wasukree, 2015; Donnelly, 2020; Konglun & Runawat, 2016;
Lichanporn, 2013; Office of the Basic Education Commission, 2012; Suwanno, 2020;
Udomphon et al., 2016).

Application developers can motivate and engage learners by incorporating game concepts
into educational applications. This creates a fun and motivating learning environment that
stimulates interest in learning and makes learning more enjoyable (Poondet &
Lertphonkulrat, 2016). As a result, learning becomes more sustainable and meaningful.
Studies have shown that introducing game mechanics or gamification into education is a
significant and necessary way to motivate learners, enhance academic achievement, and
improve learner attitudes. Students' concerns decline, while positive motivation increases at
all levels.

Researches have shown that game-based applications are suitable for groups of learners with
special needs, such as ADHD, mild intellectual disabilities, and learning disabilities (e.g.,
reading disabilities) (Gooch et al., 2016; Simdes et al., 2013; Sitra et al., 2017; Yonwilas,
2019). The Application for Education can also be designed to provide individualized
academic performance reports, informing learners, teachers, and parents of the results and
allowing them to follow up and check students' learning progress. Analysis of the features
and functionalities above reveals that the application can be purposefully designed and
developed to adhere to a specific format conducive to learning. Such a format facilitates the
realization of clearly defined learning objectives set by instructors (Steven et al., 2018).
Consequently, the application emerges as a supplementary tool that effectively bolsters the
learning skills and capacities of students with disabilities.

Motivated by these considerations, the researcher embarked on a study focusing on the
development of the WARA as an innovative tool aimed at enhancing students' proficiency in
reading basic words with accuracy, speed, and efficiency. Additionally, it aspires to cultivate
a heightened motivation for reading while affording learners opportunities for communication
and active participation in activities with both teachers and peers.

Research Objectives

To develop a web application learning innovation for promoting reading ability in upper
elementary school students with reading difficulties.

Literature Review
Elements of Reading
Summary of the essential elements of reading according to the National Reading Panel
(USDHHS, 2000) consisting of 5 important reading points as follows:
1. Phonemic awareness is an auditory process that involves hearing the sounds of words.

This skill includes rhyming sounds. Mixing sounds to form words and separating
sounds in words.
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2. Phonics is the realization that sounds are linked to letters and that those letters come
together to form words. In reading and spelling Readers will use their knowledge of
language to identify the pattern of letter sounds.

3. Fluency is reading easily and automatically. Taking into account each word only by
sight (by sight), reading fluently and naturally. Like when speaking informally.

4. Vocabulary: Understanding the meaning of words and using words in listening,
speaking, reading, and writing.

5. Comprehension is considered the objective of reading. It is a process of perception.
complex, which allows the reader to understand the meaning of the message and can
correct incorrect or unintelligible messages.

Target Group

This study was conducted in two phases, each involving specific participant groups aligned
with the research objectives: development, evaluation, and implementation of the web-based
learning innovation designed to promote reading ability among upper primary school students
with reading difficulties.

Participants
Phase 1: Development of the Web-Based Learning Innovation

A total of nine experts participated in the evaluation of the draft web-based learning
innovation. The experts were selected based on purposive sampling and met at least one of
the following criteria: possession of a master’s degree or higher, a special academic rank, or a
minimum of ten years of relevant professional experience. The panel was composed of: Three
Thai language education specialists, Three experts in special education, and Three specialists
in educational technology and web-based learning innovations. These experts provided
feedback on content accuracy, pedagogical soundness, technical design, and applicability for
students with reading difficulties.

Phase 2: Implementation and Evaluation of the Learning Innovation
1. Students With Reading Difficulties

A group of 15 upper primary students (Years 4-6) identified as having reading difficulties
participated in the experimental phase of the study. These participants were selected using
purposive sampling, based on the following inclusion criteria established by the researcher:
Currently enrolled in Year 4 to Year 6 at the primary education level; Demonstrated difficulty
reading Thai words containing the orthographic patterns of Mae Kok, Mae Kob, Mae Kod,
and Mae Kon, including both regular and irregular spelling forms; Possessed an intelligence
quotient (IQ) of 90 or above; Demonstrated adequate listening, speaking, and communicative
abilities; Received informed parental consent and were able to participate fully in the study
for its entire duration.

2. Teachers of Students With Reading Difficulties

In addition to the student participants, five teachers responsible for instructing students with
reading difficulties in Years 4—6 also participated in the study. Their role was to evaluate the
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usability and effectiveness of the web-based learning innovation from a pedagogical and
classroom integration perspective.

Variables

A Web Application Learning Innovation for Promoting Reading Ability in Upper Elementary
School Students with Reading Difficulties.

Research Design and Data Collection

This study employed an experimental research design, specifically utilizing the One-Group
Pretest—Posttest Design, to investigate the effectiveness of a web-based application aimed at
enhancing reading ability among upper primary students with reading difficulties.

Phase 1: Development and Expert Evaluation of the Web-Based Learning Innovation
1. Expert Evaluation

An initial prototype of the web-based application was submitted to a panel of nine experts in
the fields of educational technology, special education, and language instruction. The purpose
of this stage was to evaluate the appropriateness, usability, and pedagogical suitability of the
application in addressing the specific needs of students with reading difficulties.

2. Revision Based on Expert Feedback

Following the expert evaluations, revisions were made to the web application in accordance
with the feedback received. Adjustments focused on content alignment, user interface design,
instructional clarity, and the inclusion of engaging multimedia elements to enhance learner
motivation and accessibility.

Phase 2: Implementation and Evaluation With the Target Group
1. Orientation and Preparation

The researcher coordinated with the participating school to schedule an orientation session
for the target group. During this session, students and relevant stakeholders (including
teachers and parents) were informed about the objectives, procedures, and expected outcomes
of the research. Ethical considerations, including confidentiality and voluntary participation,
were also addressed.

2. Pretest Administration

Prior to the intervention, a pretest was administered to assess the students’ baseline reading
ability. The assessment comprised word reading tasks focusing on Thai orthographic patterns
known as Mae Kok, Mae Kob, Mae Kod, and Mae Kon. The test included both regular and
irregular spelling forms, allowing for an in-depth analysis of decoding and phonological
processing skills.
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3. Implementation of the Web-Based Learning Innovation

The instructional phase involved the integration of the developed web application into the
students’ reading lessons. The application was designed to provide individualized,
interactive, and gamified learning experiences tailored to the needs of students with reading
disabilities. Students engaged with the application over a predetermined period, with
activities aligned to improve their recognition and pronunciation of words following the
targeted orthographic patterns.

4. Posttest Administration

Upon completion of the intervention, a posttest identical in structure to the pretest was
administered to measure any changes in students’ reading performance. Comparisons
between pretest and posttest scores were used to assess the effectiveness of the intervention in
improving reading accuracy, fluency, and word recognition skills.

5. Evaluation of the Web Application

To assess user satisfaction and perceived effectiveness of the application, evaluation
questionnaires were distributed to both the participating students and their teachers. The
questionnaires included items related to the application's usability, motivational impact,
content relevance, and overall learning experience. The feedback collected contributed to a
holistic understanding of the application’s pedagogical value and areas for future
improvement.

Research Instruments

The study was conducted in two phases, each utilizing a specific set of research instruments
to support the development, implementation, and evaluation of the web-based learning
innovation designed to enhance reading ability among upper primary students with reading
difficulties.

Phase 1: Development and Expert Review

1. Prototype of the Web-Based Learning Innovation
A preliminary version of the web application was developed to support reading instruction
focused on Thai orthographic patterns (Mae Kok, Mae Kob, Mae Kod, and Mae Kon). The
prototype incorporated multimedia elements, interactive activities, and gamification
techniques aimed at enhancing learner engagement and literacy skills.

2. Expert Evaluation Form
An evaluation form was developed to assess the appropriateness and quality of the web
application. The form included criteria such as content accuracy, pedagogical relevance, user

interface design, functionality, and overall educational value. Responses were collected using
a Likert scale format and supplemented by open-ended suggestions for improvement.
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3. Preliminary Reading Ability Test

A diagnostic test was constructed to assess students’ ability to read words with Thai
orthographic features (Mae Kok, Mae Kob, Mae Kod, and Mae Kon). The test included both
words that conform to typical spelling conventions and those that do not, thereby measuring
decoding, pronunciation, and orthographic recognition skills.

Phase 2: Implementation and Evaluation
1. Finalized Web-Based Learning Innovation

Following expert revision, the refined version of the web application was employed as the
main instructional tool during the intervention phase. It was designed to offer interactive,
student-centered reading practice tailored to the specific needs of learners with reading
disabilities.

2. User Guide for the Web Application

A comprehensive instructional manual was developed to guide teachers and students in the
effective use of the web application. The guide included directions for navigation, lesson
implementation, troubleshooting tips, and instructional suggestions.

3. Reading Ability Test (Pretest and Posttest)

The same reading test developed in Phase 1 was used as both a pretest and posttest to
evaluate the impact of the intervention. The test measured students’ reading proficiency
across words containing Mae Kok, Mae Kob, Mae Kod, and Mae Kon patterns, including both
standard and non-standard spellings.

4. Evaluation Questionnaires
Two sets of questionnaires were used to gather feedback on the application’s effectiveness:
Student Questionnaire: Assessed usability, motivation, engagement, and perceived learning
benefits. Teacher Questionnaire: Evaluated pedagogical utility, ease of integration, learner
response, and observed improvements in students' reading abilities. All instruments were
validated by experts prior to use, ensuring their reliability and appropriateness for the target
population.

Data Analysis

The data analysis was conducted in two phases, corresponding to the stages of development
and implementation of the web-based learning innovation designed to enhance reading ability
in upper primary students with reading difficulties.
Phase 1: Evaluation of the Draft Learning Innovation
The data collected from expert evaluations of the draft web-based learning package were

analyzed to determine the overall appropriateness and suitability of the innovation.
Descriptive statistics, specifically the mean and standard deviation, were used to assess expert
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agreement on various aspects of the application's design, content, functionality, and
educational relevance. The results informed revisions to ensure alignment with pedagogical
goals and learner needs.

Phase 2: Implementation and Impact Assessment

The data obtained from the implementation phase were analyzed using the following
statistical methods:
1. Descriptive Statistics
The mean and standard deviation were calculated to examine students’ reading
performance before and after the intervention. These statistics provided a measure of
central tendency and variability in reading scores, offering insight into the distribution
and consistency of student performance.
2. Instructional Efficiency (E1/E2)
The instructional efficiency of the web-based learning innovation was analyzed using
the E1/E2 model, where: E1 represents the students’ performance during the learning
process (process efficiency), E2 represents the students’ performance on the posttest
(product efficiency).

This model helped evaluate whether the learning innovation supported effective engagement
and knowledge retention throughout the instructional period.

3. Effectiveness Index (E.I.)
The Effectiveness Index (E.I.) was calculated to assess the relative improvement in
student performance between the pretest and posttest. This index indicates the
proportion of learning gains attributable to the intervention and offers a comparative
measure of its impact on reading ability.

The combined use of descriptive and inferential statistics ensured a comprehensive
understanding of the innovation’s effectiveness, both in terms of instructional delivery and
learning outcomes.

Results

1. The Results of evaluating the suitability of the web application learning innovation for
promoting reading ability in upper elementary school students with reading
difficulties. overall, it was found that the web application learning innovation for
promoting reading ability in upper elementary school students with reading
difficulties has the highest level of suitability evaluation results. (u = 4.82, 6. = 0.40)
However, when considering each issue, it was found that the suitability evaluation
results were at the highest level in all 4 areas: 1) The usefulness, responding to the
needs of users of the innovative web application learning set. (1 = 4.86, 6. = 0.40) 2)
The accuracy Complete coverage and reliability. (u = 4.83, 6. = 0.41) 3) Possibility of
putting it into practice. (u = 4.83, 6. = 0.41) and 4) The appropriateness of the
elements in the web application learning innovation set. (u = 4.75, o. = 0.47)
respectively.

2. The Results of the trial of using the web application learning innovation for
promoting reading ability in upper elementary school students with reading
difficulties, fifteen students, found the efficiency value of the web application learning
innovation set to be 82.06/82.92, the effectiveness index (E.I.) value was 0.75.
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Discussion
1. Results From the Development of the Web-Based Learning Innovation

The findings from the development phase revealed that the quality assessment scores of the
web-based learning innovation—designed to promote reading ability among upper primary
school students with reading difficulties—indicated a high level of effectiveness and
suitability for use with the target group. This outcome may be attributed to the systematic
approach employed by the researcher in developing the application, which adhered to
established research and development methodologies as well as sound instructional design
principles.

Specifically, the development process aligned with the Waterfall Model, a well-known
framework for software development proposed by Malaiwong and Punawat (1989). This
model involves a linear sequence of four key stages:1) Analysis — Identifying learner needs,
content requirements, and functional specifications; 2) Design — Structuring the learning
content, interface, and user experience; 3) Programming — Developing and coding the web
application using appropriate technologies; 4) System Testing — Evaluating and refining the
system to ensure accuracy, functionality, and pedagogical integrity.

By following this structured model, the researcher ensured that the application met both
technical and educational standards, resulting in a product that is both effective in enhancing
reading skills and user-friendly for the intended population.

2. Teachers’ Perspectives on the Use of the Web-Based Learning Innovation

The analysis of teachers’ feedback regarding the use of the web-based learning innovation
revealed that their overall satisfaction with its usability and effectiveness was rated at the
highest level. This result suggests that the application met the functional needs and
pedagogical expectations of its users. One likely reason for this positive response is that the
application was designed to be intuitive and accessible, allowing teachers to integrate it easily
into their instructional routines.

This finding is consistent with the principles of network-based instructional design as
outlined by Teeranathanakul and Kiatkomon (1998). These scholars proposed a five-step
process for developing online instructional materials, consisting of:1) Analysis — Identifying
learner characteristics and instructional needs; 2) Design — Planning lesson structures,
learning activities, and user interfaces; 3) Development — Creating digital content and
functional components; 4) Implementation — Delivering and integrating lessons into real-
world contexts; 5) Evaluation — Assessing usability, learning outcomes, and overall
effectiveness.

The application in this study was developed in alignment with this model, enabling the
researcher to create a tool that is both pedagogically sound and technologically efficient. The
high level of teacher satisfaction thus reflects the structured and research-informed approach
taken in the application’s development.
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3. Students’ Opinions on the Use of the Web-Based Learning Innovation

Analysis of the responses from students with reading difficulties indicated that their
satisfaction with the interactive features of the web-based learning innovation was rated at the
highest level. This suggests that the application successfully fostered engagement and active
participation, which are critical factors in supporting learners with special educational needs.

These findings align with the study conducted by Samutsri (2018), which examined the
development of interactive multimedia designed to enhance emotional intelligence in Year 6
students. Samutsri’s research found that interactive multimedia improved emotional
intelligence by 68.36%, demonstrating the effectiveness of interactive digital tools in
enhancing cognitive and emotional capacities in young learners.

Based on the present study’s findings, it may be concluded that the web-based learning
innovation not only supported reading development but also created a learning environment
that was accessible, engaging, and effective. The flexibility of the application—allowing
students to learn anytime and anywhere—further contributed to its value as a sustainable and
realistic model for reading intervention in real-world educational contexts. The tool provided
students with autonomy and motivation, promoting both skill development and independent
learning.

Recommendations
Recommendations for Practical Application

1. Developing the web application learning innovation for promoting reading ability in
upper elementary school students with reading difficulties, this time it is only a basic
web application. This requires developing web applications to have more capabilities,
such as more space to store data to support the increase in diverse data. Including
making work more convenient, easy to understand, and communicating messages
between users more effectively.

2. Developing the web application learning innovation for promoting reading ability in
upper elementary school students with reading difficulties, there is still a complex
sequence of presentation and usage steps that should be revised to make them easy to
understand to avoid problems and obstacles to put web applications to use with
maximum efficiency.

3. Promote greater use of technology in teaching because the use of technology in
teaching can increase learning efficiency more than normal learning. It also helps
students become more interested and understand the content.

Recommendations for Future Research
1. Developing an interactive e-book web application combining augmented reality (AR)
technology for students with reading problems.

2. Developing a web application that has a learning format using games. (Gamification)
for students who have reading problems.
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Abstract

Nowadays, English Language Education is a trending issue in many countries, as it has
become a lingua franca for globalization. The proficiency in that foreign language is a basis
for international cooperation and development. That is why many countries have been
working for implementing different policies to enhance and improve English as a Foreign
Language in schools. This paper provides an overview of the Critical Success and Failure
Factors in EFL education in El Salvador and South Korea. The first chapter presents general
information on English language education as part of the globalization process. The second
and third chapters explain the different EFL education policies implemented in both El
Salvador and South Korea in the past few decades. The fourth chapter analyzes the EFL
programs of both countries based on the language policies suggested in the paper Language-
in-education policy and planning by Kaplan and Baldauf in 2005. Finally, this paper
concludes with a brief explanation about the EFL education in both countries based on the
Critical Success Factors of English language education in South Korea.
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Introduction
Globalization and English Language Education

Aiming at globalization, many countries have been implementing different policies to seek
development, especially in terms of education. Since globalization refers to bringing different
nations together for economic and social development, it is necessary first to establish a
common communication system between the countries. This is how English becomes an
important source of communication and fundamental element in globalization (Alfehaid,
2014).

Despite English being the lingua franca for international communication (Kirkgoz, 2009),
English proficiency actually varies from country to country and from person to person due to
the differences in the quality of the teaching-learning process. Depending on the country,
English can be taught as a second or foreign language, and the level of proficiency may vary
depending on the support given to the teaching programs in each country.

In El Salvador, since the late 1990s, the government has created various programs to develop
education, especially English as a Foreign Language (EFL) education, helping to improve the
level of English proficiency in recent years. According to the English Proficiency Index (EPI)
statistics, in 2024, the country ranked #55 out of 116 countries worldwide (Education First,
2024).

On the other hand, after the 1950s, Korea achieved significant economic development
through the application of various policies, especially in education (Lee, 2008). Korea has
implemented different programs to improve English education, such as EPiK (English
Program in Korea) and TEE (Teaching English in English) (Han, 2010). In 2024, the EPI
ranked Korea at #50 out of 116 countries (Education First, 2024).

Objectives of the Study

This dissertation analyzes EFL education programs in El Salvador and Korea. For El
Salvador, it mainly focuses on the COMPITE! program from the Plan 20212 implemented in
2004. The program (COMPITE) was created to enhance English language education in public
high schools all across the country. For South Korea, it focuses on the EFL programs
implemented by the government: EPiK and TEE, which sought to enhance the English
communication in classrooms. This dissertation aims to illustrate the success and failure
factors of COMPITE program’s implementation in public high schools in El Salvador, as
well as the EPiK and TEE programs in South Korea.

! COMPITE is a program to improve the English Education system in 7, 8%, 9 grades, as well as at th high
school level in public schools in El Salvador (MINED, 2005b).

2 Plan 2021 [National Plan of Education 2021] is an initiative of the Government of El Salvador, under the
coordination of Ministry of Education (MINED), to reinforce the national education system. Its main objective
is to create new long-term policies and goals for the following years, as well as make short-term, medium-term
and long-term commitments to achieve important outcomes in education by 2021, when the country celebrates
200 years of Independence (MINED, 2005b).
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Methodology

A qualitative analysis of secondary data was conducted to analyze the EFL programs in both
countries. For El Salvador, official data was collected from various governmental and
nongovernmental institutions, such as the Ministry of Education of El Salvador, USAID,
Education First, and various academic journals. For Korea, official documents from the
Ministry of Education of Korea, the National Institute for International Education, and the
Korea Development Institute were collected.

EFL Education in El Salvador

The Ministry of Education of El Salvador (MINED)? has been implementing different
programs to enhance EFL education. Since 1995, the government has implemented an
education reform called Plan Decenal de Reforma Educativa (1995-2005)*, which included
English language education in the education process. In 2004, the government implemented
Plan 2021, aiming to increase the abilities of students through: “a) English as a Foreign
Language (EFL) Education, b) Technology access, c¢) Technical and technological
specialization, d) High education, science and technology” (MINED, 2005b, p. 25). The plan
included the program titled COMPITE, seeking “to transform the traditional methods to teach
English in the National Education System” (MINED, 2005a, p.8).

COMPITE Program

COMPITE aimed to “create opportunities for young people to learn English” through four
basic components: curriculum reform, EFL intensive programs, English proficiency
certification, and effective methodologies and resources (Figure 1) (MINED, 2005a, p.8).
COMPITE was a new curriculum reform based on the successes and failures of previous EFL
education initiatives. Consequently, the COMPITE action plan focused on four aspects: a)
certifying teachers with pedagogical skills and English proficiency, b) enhancing the level of
English proficiency in middle and high school students of public schools through intensive
EFL programs, c) making use of technology and mass media in EFL education, and d)
expanding English education to primary and elementary schools through TV programs.

3 MINED is a governmental institution focus on “contributing to create responsible people, capable to be part of
society in terms of culture, politics and economy; with critical thinking, values, in order to make an equal,
democratic and developed country through an qualify education”. It seeks to become a “leading institution in the
development of qualify education” (http://www.mined.gob.sv/index.php/institucion/filosofia).

4 Decade Plan of Educational Reform 1995-2005.
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Figure 1
COMPITE Basis
BASIC COMPONENTS
| CURRICULA REFORM
EDUCATIVE ";Lg\tfs'f
MEANS USAGE PROGRAM
[ COMPETENCES CERTIFICATION |

Source. MINED, 2005a, p.9

MINED worked together with other national entities to accomplish these goals and help
promote English language education across the country. Escuela Americana® was one of
them and helped evaluate teachers’ proficiency, providing them with special training to
improve their language skills. Escuela Americana had experience in training students and
teachers through the program Escuela Americana Extension (EAX), whose main goal was “to
support the development of El Salvador through education” (Escuela Americana, 2013). In
2005 and 2008, EAX trained English teachers to improve their foreign language knowledge
and skills and provided a wide range of courses to students and faculty, including English
courses to improve the language proficiency as well as the Teaching English as a Foreign
Language (TEFL) course for teachers.

MINED cooperated with ITCA-FEPADES® to provide EFL intensive courses to selected
students. ITCA-FEPADE collaborated in the creation of the National English Center (NEC)
“to increase the quantity of Salvadorian English speakers and improve their proficiency in
that language” (MINED, 2006, p. 34). The program consisted of weekend intensive courses
totaling 600 hours for selected students from public high schools, providing proficiency
certification at the end of the course (MINED, 2005a). ITCA-FEPADE supported the
program with human resources and methodologies, while MINED provided the
infrastructure, equipment, and financial resources to run the NEC program. The program
gave students the opportunity to participate in special weekend English courses to increase
their opportunities in the labor market (MINED, 2006; MINED 2009a).

Moreover, MINED worked together with two important newspapers in the country: E/ Diario
de Hoy and La Prensa Grdfica, to promote English learning in and outside schools by
publishing educational English articles and providing teachers with extracurricular materials
to improve their English teaching methodologies (MINED, 2006).

5 Escuela Americana (American School) is a private institution accredited by AdvancEd and MINED. It seeks to
help children develop their potential through a high-quality education. Its main goal is to make students capable
of communicating effectively in English and Spanish.
(https://www.amschool.edu.sv/easite/eahistory.aspx?mnu_id=1&slc=10)

® ITCA-FEPADE is a public institution with private administration that aims to prepare successful professionals
through education, especially in engineering studies. ITCA was created by FEPADE, a private association that
seek to promote education development in El Salvador. (http://www.itca.edu.sv/index.php/nuestra-institucion)
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In 2006, FIDES’ provided the copyrights for the TV show Sesame English to MINED, which
was broadcast on national TV channel CANAL 103 (MINED, 2006). This coalition sought to
bring English education to children, enhancing their motivation to study English (MINED,
2006), through a fun and engaging program, broadcast three times a week for one year. This
project gave children and young people the opportunity to learn English outside the
classroom (MINED, 2005a). The project was also implemented inside public schools.
However, due to limited technological resources and equipment, MINED selected only 54
schools nationwide. MINED equipped schools with TVs and provided language and
technology training to 61 teachers to improve the quality of English education and the use of
technological equipment in classrooms.

According to some program reports, it had several irregularities. First, the analysis of the
COMPITE program implementation shows that MINED focused its efforts on providing
high-quality EFL education to only a few cities (San Salvador, Apopa, San Marcos,
Soyapango, La Uniéon) (MINED, 2006), rather than expanding the program to the entire
population.

Also, the total number of participants was a low percentage of the total population of public
high schools in the country. For instance, according to the official report, in 2004 only 5,438
out of 417,561 students participated in the program, while in 2005, 7,034 out of 430,894
students participated (Table 1) (MINED, 2006). Additionally, MINED’s 2008-2009 report
indicated that only 3,584 students out of 461,828 (Table 2) participated in the NEC program
(MINED, 2009b). Thus, less than the 2% of the population, respectively, were part of the
program. In terms of faculty, 1,529 teachers received special training to improve their English
proficiency, but only 23 TOEIC certifications were awarded (MINED, 2009b).

Table 1
Rate of Enrollment From 2000 to 2008
Rates of enrollment 2003-2006 in 7%, 8 9% year and High School
| 2003 | 2004 | 2005 | 2006
Public and Private School
7th - gth 320,813 332,000 337,509 339,884
High School 167,702 177,842 186,693 192,773
Public Schools (%
7th - gth 87.4 87.8 87.9 87.6
High School 69.7 70.9 72.0 72.5

Source. MINED, 2009a

7 FIDES (Fondo para Iniciativas del Desarrollo Educativo - Fund for Educational Development Initiatives in
English) is a branch of FUNDEMAS, an association of enterprises that collaborate to strengthen the good
practices in social responsibility in order to contribute to the competence and sustainable development of El
Salvador. (http://www.fundemas.org/quienes-somos/que-es-fundemas)

8 Canal 10 is the national TV channel in El Salvador, which seeks to become an icon of culture-sharing inside
and ouside the country, as well as to promote El Salvador’s identity and the participation of the country’s
population. (http://tves.sv/somos-tves/)

ISSN: 2758-0962 135



The Paris Conference on Education 2025 Official Conference Proceedings

Table 2
Rates of Enrollment From 2009 to 2012
Rates of enrollment 2009-2012 in 7%, 8, 9" and High School Public School
2009 2010 2011 2012
7th 126,233 131,871 132,502 132,674
gth 106,137 112,081 115,609 117,178
gth 88,821 96,813 100,995 104,280
TOTAL (a) 321,191 340,765 349,106 354,132
High School (1% year) 68,016 66,581 72,662 78,696
High School (2" year) 49,170 52,148 54,074 61,349
High School (3™ year) 23,022 24,086 24,034 25,559
High School (4" year) 429 412 354 205
TOTAL (b) 140,637 143,227 151,124 165,809
TOTAL (a +b) 461,828 483,992 500,230 519,941

Source. MINED, 2012

However, based on other reports, the program benefited “more than 23 thousand students
from 7%, 8% 9™ high school, and vocational school®” (MINED, 2009a, p. 66). The statistics
show a clear disparity between the results of the implementation and evaluation of the
COMPITE program (Table 3). These disparities in the national reports make the information
about the implementation of the COMPITE program confusing and unreliable.

Table 3
Rates of Participation in COMPITE Programs From 2004 to 2009

Rates of participation in COMPITE program from 2004 to 2009
School Year & 2004 2005 2006 2007 2008 2009 | TOTAL
Program
Sesame English -- 2,427 2,724 -- -- -- -
7t gth 1,204 1,257 1,146 1,105 227 0 4,939
High School 0 2,291 2,096 1,451 2,903 857 9,598
Technical High 0 1,429 3,150 4,426 0 0 9,005
School
NEC program -- 280 403 568 1,395 315M 2,646
TOTAL ® 1,204 5,257 6,795 7,550 4,525 1,172 | 26,503

(1) Until 2009
 No including Sesame English

Source. MINED, 2009a

Currently, El Salvador ranks 11" in English proficiency in Latin America (Figure 2) and 55%
out of 116 countries worldwide (Education First, 2024). Comparing the EF EPI data, the level
of English proficiency in El Salvador has increased in recent years, moving from “very low
proficiency” in 2016 to “moderate proficiency” in 2024.

% Vocational school refers to post-high school studies, consisting of 3 years of education, which replaces college
studies because it is easier and faster to obtain a diploma and find job opportunities after completion.
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Figure 2
EF EPI Rankings in Latin America (Education First, 2024)
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MINED (2005b) stated that “learning a second language gives more possibilities for people
to learn and to communicate, as well as provides the opportunity to be more competitive at
work and to become multicultural in relationships with people from different countries
around the world” (p. 26). In 2009, MINED created various projects to enhance the quality of
education. However, these were more focused on IT education rather than EFL education.
There is, however, not enough research on the education programs in El Salvador: “there is
not enough information and knowledge about English education in the public schools of El
Salvador. [...] There is no research, analysis, experience systematization, or debates about
that” (Martinez, 2009, p. 41). Thus, it is not possible to detail the outcomes of the COMPITE
program and other recent initiatives over the years.

English as a Foreign Language (EFL) Education in South Korea

South Korea has become a role model for many developing countries because of its rapid
economic growth and development. “Korea’s miraculous development is due to the
establishment and effective enforcement of its strategies for national development [...]
During this process, Korea’s education and the educational policies [...] have contributed
greatly to the cause” (KEDI, 2008, p. 10). By prioritizing education, Korea laid the
foundations for significant development in a short time.

As English became the global language, Korea also implemented diverse policies to enhance
English language education, positioning the country in 27 place out of 70 countries, and 4™
place on the Asian continent, in the English Proficiency Index (EPI) by Education First in
2015 (Figure 3). Since 1950, various reforms in EFL education have been emphasized using
methods such as grammar-translation, audio-lingual and communicative approaches.
However, with the 6" curriculum, the Ministry of Education, in collaboration with the Korea
Institute for Curriculum and Evaluation (KICE), aimed to revolutionize English education by
focusing more “on the development of communicative competences in Korean students”
(Chang, 2009, p. 87).
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Figure 3
English Proficiency Index by Education First
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Source. http://www.ef.edu/epi/

Following this, the 7% curriculum reform was an innovative step for EFL education,
introducing the proficiency-based language program, which allows “students to learn
according to their own abilities and interests” (Chang, 2009, p. 88). This last reform had five
major goals: “(i) to focus on daily and practical English; (ii) to enhance English proficiency;
(iii)) to create an activity and task-oriented learning environment; (iv) to clarify the
achievement standards; and (v) to provide appropriate English learning conditions” (Ministry
of Education and Human Resources Development, 1998; Kang, 2007; Lee, 2010 p. 7). The
6" and 7" curriculum reforms were critical steps toward transforming and improving EFL
education in South Korea.

Chang (2009) stated that if the main goal of Korea is “to function effectively as a nation in
the era of globalization, Korean people must be able to communicate effectively in English”
(p. 94). For this reason, both reforms included various projects aimed at all levels of the
national education system, enabling students to participate actively and improve their English
skills. Two of the most relevant projects from these reforms were: (1) the inclusion of English
in elementary schools, and (2) the hiring of native English speakers.

The Ministry of Education of Korea has been implementing a variety of programs in order to
improve English education and “to enhance students’ communication competences” in the
foreign language (Chang, 2012, p. 3). Two of the most representative programs in the last 30
years are the English Program in Korea (EPiK), launched in 1995, and Teaching English in
English (TEE), introduced in 1997 (Yook, 2010).

English Program in Korea (EPiK)
The English Program in Korea (EPiK), previously known as the Korea English Teacher

Training Assistant (KORETTA), was introduced by the Ministry of Education in the mid-
1990s. The main objective was to hire native English speakers as teachers “to improve the
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English speaking abilities of students and teachers in Korea, and to reform English teaching
methodologies” (Jeon, 2009 in Vaish, 2010, p. 169). Originally, the program was
implemented in the early years of school, but in 2010, it was expanded to senior elementary
and middle schools.

According to Jeon Min-hyon (2009) “EPiK program is an example of Korea’s active
response to the globalization process through which Korea not only accommodates external
demands but also strategically pursues national interests through equipping its citizens with
the command of English and improving its image in the world” (as cited in Vaish, 2010, p.
161). Through EPiK, Korea aimed to open society to a more international environment. The
presence of English in Korean schools demonstrated that the country was treating “English
language as a global language and Native English speakers as an ideal language teacher”
(Jeon, 2009, as cited in Vaish, 2010, p. 175).

Despite benefiting students, Jeon Mi-hyon (2009), in her work Globalization and South
Korea’s EPIK (English Program in Korea), explained the discontent of several teachers. One
of the interviewees expressed that there was low communication and cooperation between co-
teachers in lesson planning and classroom execution: “Co-teachers go. ‘Great teachers! You
have great ideas. But you’re here only one hour a week. We are here until sixty-two years
old. No, thanks’” (Jeon, 2009, as cited in Vaish, 2010, p. 172). Another participant mentioned
the shortage of materials covered during the working period, claiming that she only taught a
quarter of a lesson unit, while the co-teacher completed the rest (Jeon, 2009, as cited in
Vaish, 2010). The researcher concluded that EPiK teachers often feel like “performing
monkeys,” giving about 40 minutes of class per day and having little or no influence on
improving students’ English learning (Jeon, 2009, as cited in Vaish, 2010).

Moreover, EPiK teachers also complained about dealing with the typical “Korean adolescent”
attitude, such as using the phone during class, coming without books and pencils, sleeping in
class, looking in mirrors, etc. (Jeon, 2009, as cited in Vaish, 2010). Despite the EPiK program
being designed to enhance English language education and provide the same quality of
instruction that parents and children expect when studying abroad and attending private
institutes, EPiK participants reported that their role did not extend beyond the label of “native
English speaker teacher,” the international work experience, and economical benefits it
provided.

Teaching English in English (TEE)

Teaching English in English (TEE), also known as Teaching English Through English
(TETE), was a program focused on teaching EFL in an entirely English-speaking
environment to improve the communicative skills. In Korea, TEE “is one of the government-
driven policies to improve students’ communicative competences” (Lee, 2010, p. iv). It was
introduced to the Korea English education system in 1997, as part of the Segyewha !’
(globalization) policy, introduced by the former President Youngsam Kim in 1994 (Lee,
2010).

10 Segyehwa is a policy created by Korean Government in 1995. Its objective was to enhance the country’s
competitiveness and integrate it into the globalization process. Following significant events such as the Asian
Games (1986) and Olympic Games (1988), Korea sought to improve its global image, and develop its economy
and education. It included the 6 Curriculum Reform, which focused on enhancing students’ communication
skills through the improvement of English language education (Jeon, 2009).
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As with the EPiK program, the main goal of TEE was to create an “English-only class” to
reinforce students’ communicative skills. The policy “encourages Korean EFL teachers to use
English as a medium of instruction and, if possible, to use English only in class” (Yook,
2010, p. 25). However, this policy was not fully realized due to the lack of confidence among
teachers and broader societal trends in Korea that interfered with its implementation.

Kim (2009) expressed that “educational methods for English in English in Korea do not seem
to work very effectively unless English input is widespread in English classrooms” (p. 132).
In his paper Teacher and Student Perceptions of New English Language Education Policy,
Kim (2009) explained that the implementation of an English-only program will not succeed
unless both teachers’ and students’ language proficiency is sufficiently high, and the high
expectations of the education system do not interfere with the process. Furthermore, social
trends in Korea make people eager to learn the language but afraid to communicate in it, As
Cho (2014) noted, “if they cannot prove their English abilities, they will be left behind and
not have any chance to stand out in South Korea” (p. 5). This situation seriously affects the
self-confidence of students and teachers, hindering the implementation of TEE in the
classrooms.

Comparison of El Salvador’s and Korea’s EFL. Education

In the paper Language-in-education Policy and Planning, Kaplan and Baldauf (2005)
explained that a language policy is composed of seven important agendas: “(1) access policy;
(2) personnel policy; (3) curriculum policy; (4) methodology and materials policy; (5)
resourcing policy; (6) community policy; and (7) evaluation policy” (as cited in Butler, 2009,
pp. 3-4). Based on these language policies, EFL programs in El Salvador and South Korea
can be analyzed as follows (Table 4):

Table 4
Comparative Chart of Language Policies in El Salvador and Korea

Kaplan & Baldaur’s Language Policies

Kaplan & Baldauf’s Language EL SALVADOR SOUTH KOREA
Policies Low | Medium | High | Low | Medium | High

Access Policy (what, to whom, and X X
when)

Personnel Policy (teachers) X X
Curriculum Policy (objectives) X X
Methodology and materials Policy X X
Resourcing Policy X X
Community Policy X X

Evaluation Policy (assessments and X X

evaluation)

Language policy in both, El Salvador and South Korea, differs in three key aspects: access,
resources, and community. First, the access policy reflects a significant gap between the two
countries. In El Salvador, the main reason for low accessibility is that the COMPITE program
was only implemented in a few cities across the country, while in Korea, EPiK and TEE were
implemented nationwide. With full coverage, EFL education in Korea has contributed “to a
reduction in social inequality and an increase in upward mobility” (Lee, 2001, p.2).
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Regarding the resourcing policy, Korea had sufficient resources, provided by the government
and other entities, to effectively carry out its programs. On the other hand, El Salvador faced
limited monetary and non-monetary resources, which affected the promotion, expansion, and
sustainability of the program.

In terms of community policy, Korea made good use of resources to promote English
education. In contrast, while the COMPITE program in El Salvador carried out several
projects making good use of media and offering extracurricular activities, the level of
community engagement in El Salvador was comparatively low.

On the other hand, the personnel policy, curriculum policy, methodology and materials
policy, and evaluation policy demonstrated some similarities between both countries. Despite
the socio-economic development gap, the implementation of COMPITE in El Salvador, and
TEE and EPiK in Korea, resulted in medium-level language policies in both nations, as
suggested by Kaplan and Baldauf (2005). To better understand these similarities, these
policies can be divided into four sections: human resources, curriculum, pedagogy, and
assessment.

Human Resources

Both countries have made significant efforts to improve the quality of EFL teachers and, by
extension, the quality of EFL education. However, both nations faced challenges regarding
the quality of human resources, which impacted the effectiveness of EFL education.

A positive aspect of Korea’s EFL education was the adoption of native English speakers
through the EPiK program, which added significant value by providing students with
opportunities to practice the language in real-time. However, Korean English teachers faced
challenges due to a lack of continuous professional development (Choi & Lee, 2008).
According to Kim (2009) “it seems that there is no need for candidates to have English
education majors, but rather only be able to speak English.” In his work Teacher and Student
perceptions of new English Language Education Policy, he noted that many Korean students
in education majors were trained to become English teachers, despite their low English
proficiency (Kim, 2009).

In El Salvador, the quality of English education was low due to teachers’ insufficient
proficiency and pedagogical skills. McGuire (1996), in her work Language Planning and
Policy and the ELT Profession in Selected Central America Countries, noted that “public
school teachers commonly are required to teach English whether or not they want or are able
to” (p. 175). During the COMPITE program, the Salvadoran government implemented
various training initiatives to improve teachers’ skills and administered English test to assess
their language abilities. However, with the discontinuation of the program, these efforts were
terminated, limiting further improvement in teacher qualifications.

Curriculum

Regarding curriculum policy, both countries’ EFL education programs share the same
primary objective: improving EFL education to ensure participation in a globalized world.
However, that objective is difficult to achieve if EFL education does not fully address the
four language competences. “English education in Korea has been intensively focused on
reading, grammar, listening and vocabulary [...] public schools and private institutes in
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Korea have not been concentrated on English speaking skills” (Cho, 2014, p. 42). In other
words, most EFL classes in Korea were focused on absorbing the language rather than
reproducing it.

In El Salvador, the low proficiency in English hindered both teachers’ and students’ ability to
speak freely in the language. Fear of making mistakes or the prevailing social trends
impacted students and teachers, limiting the development of communicative skills and the
speaking competences.

Pedagogy

In terms of methodology and materials policy, both Korea and El Salvador had good EFL
programs, though both countries faced challenges in implementing effective methodologies
and utilizing appropriate materials.

In Korea, teachers predominantly used materials focused on grammar understanding, reading
and listening skills (Cho, 2014, p. 4), often neglecting speaking skills. Similarly, during the
COMPITE program in El Salvador, the focus on IT and media usage took precedence over
updating textbooks and methodologies to better address all four language competences.

On the other hand, both countries made good use of technology and media to teach EFL in
public schools. For instance, Korea used ICT to develop listening, reading, writing,
pronunciation and grammar skills, employing internet resources, e-books, and PowerPoint
presentations (Choi & Lee, 2008, p. 14). In El Salvador, the use of computer and the national
transmission of the T.V. show Sesame English reflected the innovative approach to EFL
education.

Assessment

The evaluation policy in both countries reached a medium level in terms of the language
policy, indicating that the assessment and evaluation system were functional but needed
improvement in certain areas.

English language tests are a significant requirement in many countries. “English test scores
play a large part in college entrance and access to employment in white-collar jobs” (Jeon,
2009, in Vaish, 2010, pp. 162-163). Despite having English testing methods, improvements
are needed in these systems to achieve a higher level of evaluation.

Korean EFL assessments mainly focus on memorizing words and grammar points, rather than
enhancing students’ language abilities through essay writing and free conversations. On the
other hand, El Salvador’s EFL evaluation system was not standardized. Teachers had the
autonomy to design their own tests. While El Salvador also offers international exams like
TOEFL and IETLS, the cost barrier prevents many students from taking these tests.

Conclusions
Both Korea and El Salvador have implemented diverse programs to improve EFL education,

utilizing technological equipment, media, and human resources to provide quality of
education to students. While these programs have succeeded in many areas during
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implementation, they have also faced several challenges that became critical obstacles in
achieving the desired outcomes.

In case of El Salvador, the MINED reformed EFL education through the COMPITE program.
The Critical Success Factors of this program include the implementation of proficiency tests
for teachers and training courses aimed at improving their teaching and language skills.
Additionally, the provision of extracurricular classes for high school students was
instrumental in enhancing their language knowledge and proficiency. The transmission of
Sesame English through national broadcast was also a significant element, making English
language content accessible to the entire population.

However, El Salvador’s EFL education also had several Critical Failure Factors. For
example, the extracurricular English classes were offered only to select students in few cities,
limiting the program’s reach. Another major limitation was the absence of a standardized
proficiency test. Without such a test, it was difficult to evaluate students’ language
proficiency accurately or assess whether the program achieved the intended results. This lack
of evaluation made it challenging to track progress and inform future reforms in EFL
education.

For Korea, the Critical Success Factors included the effective use of both human and
economic resources. The adoption of native English-speaking teachers through the EPiK
program was pivotal for students’ motivation and for easing the economic burden on families.
The program allowed students to interact with native speakers without the need to study
abroad, which greatly enhanced their motivation to practice the language and develop their
communication skills.

However, there were also Critical Failure Factors in Korea’s approach. One significant issue
was the lack of autonomy of EPiK teachers in the class planning. EPiK teachers had limited
or no control over the teaching and learning process, and their role was confined to assist
Korean teachers during lessons rather than leading them. This lack of autonomy hindered
their ability to improve students’ English communicative skills effectively.

Regarding Teaching English in English, the concept of an “English-only” classroom can only
succeed if the teacher uses English exclusively, with little to no reliance on the students’
mother tongue. However, the implementation of this policy faced difficulties when lacked
confidence in using English themselves due to low proficiency. This led to a negative impact
on students, as neither the teachers nor students were able to produce the language as
intended.
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Abstract

This paper explores the challenges faced by Indonesian schools in supporting students with
Autism Spectrum Disorder (ASD) through a narrative literature review framed by the Social
Model of Disability. Despite national efforts to promote inclusive education, significant
barriers remain: (1) insufficient support for educators, (2) inadequate government funding
and operational guidance, and (3) widespread societal stigma. Teachers often lack the
necessary training and resources to manage the diverse learning styles and behaviours of
students with ASD, leading to increased stress and diminished outcomes for both educators
and learners. Limited financial support further restricts the development of inclusive
facilities, assistive technologies, and specialised programs aligned with inclusive curricula.
Compounding these challenges is a lack of community awareness, resulting in
misconceptions and harmful stereotypes of students with ASD in mainstream education.
Synthesising current literature, this review highlights the need for targeted teacher training,
greater government commitment to inclusive curriculum development, and broader
community engagement. Addressing these systemic barriers is essential to creating equitable
educational opportunities for students with ASD in Indonesia and advancing a more inclusive
and socially responsive school system.
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Introduction

Inclusive education has become a key principle in global education reform, ensuring that all
learners, regardless of ability, have equitable access to quality education. In Indonesia,
inclusive education has gained momentum, yet many students with disabilities, particularly
those with Autism Spectrum Disorder (ASD), continue to face systemic exclusion (Riany et
al., 2016; Sheehy et al., 2020). Despite policy commitments, real-world implementation
remains uneven and often inadequate.

Autism Spectrum Disorder (ASD) is a complex neurodevelopmental condition characterised
by varying degrees of difficulty in social communication, interaction, and restrictive or
repetitive patterns of behaviour (Hodges et al., 2020, p. 55; Kistoro et al., 2021; Riany et al.,
2016). Autism prevalence estimates vary significantly across countries and time periods, with
international figures ranging from 0.67% to 1%, while in Indonesia, estimates suggest 1.14%
of the population may be affected (Sheehy et al., 2019). Sidjaja et al. (2017) and Daulay et al.
(2025) reported that one in 833 children born between 1984 and 1991 had an ASD diagnosis,
which rose to 1 in 50 children by 2013. As of 2017, only 30% of Indonesia’s 1.6 million
children with special needs received education, with just 18% enrolled in inclusive settings
(Wibowo et al., 2022).

In response, Indonesia’s constitutional mandate for special education is outlined in Law No.
20 of 2003 on the National Education System, which affirms in Article 5(2) that individual
with physical, emotional, mental, intellectual, or social disabilities have the right to receive
appropriate educational support (Ediyanto et al., 2017; Kistoro et al., 2021). However, despite
the policy to implement inclusive education, misconceptions persist, leading to the exclusion
of autistic children who are often believed to require separate educational systems. The
education system in Indonesia is divided into regular, inclusive, and special schools, each
serving different student populations (Sheehy et al., 2020; Wibowo et al., 2022). Regular
schools often restrict admission to students without behavioural difficulties and with typical
cognitive and mobility functions, while students with more complex needs, such as those
with unique communication and sensory impairments, are typically placed in “Sekolah Luar
Biasa” (special schools), which focus on specific disability types (Sheehy et al., 2019). This
is mainly due to the rooted systemic barriers, stigmatisation, and low awareness in the
Education community. Barriers and segregation in Indonesian schools persist due to gaps in
teacher preparedness, rigid curriculum design, inadequate inclusive strategies, and limited
infrastructure (Latif & Paramita, 2023).

Identifying the challenges faced by students with autism in educational settings is essential to
ensuring that all children receive equitable educational opportunities. As a response to these
challenges, inclusive education seeks to eliminate social, economic, and ability-based
distinctions among students, creating an environment where autistic children can learn and
thrive alongside their neurotypical peers (Purbani, 2013). This narrative literature review
explores the barriers to inclusion for students with Autism Spectrum Disorder (ASD) in
Indonesian schools, focusing on three key areas: (1) the role of educators and the barriers
they face, (2) the government’s role and commitment to inclusive education, and (3) societal
attitudes and the persistence of stigma.
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Methodology

This paper adopts a narrative literature review approach to explore the barriers to inclusive
education for students with Autism Spectrum Disorder (ASD) in Indonesia. The review is
guided by the Social Model of Disability as a theoretical framework to critically examine the
institutional, environmental, and attitudinal barriers that hinder inclusion. Relevant literature
was identified through a purposive selection of peer-reviewed journal, books, and other
credible sources published between 2000 and 2025. Sources were selected based on their
relevance to the research focus, particularly studies addressing inclusive education, autism in
the Indonesian context, teacher preparedness, policy implementation, and social attitudes.

Rather than aiming for exhaustive coverage, this review prioritises depth of analysis over
breadth, drawing on key themes across the literature to structure the discussion. The selected
studies were thematically grouped into three major areas of inquiry: (1) the role and barriers
faced by educators, (2) government commitment and policy challenges, and (3) societal
attitudes and stigma. These themes were critically analysed through the lens of the Social
Model of Disability to understand how systemic and cultural structures contribute to the
exclusion of autistic students from mainstream educational settings in Indonesia.

Social Model of Disability

The Social Model redefines disability not as an individual deficit, but as a consequence of
societal failure to accommodate people with impairments (Oliver, 1983). In contrast to the
medical model, which locates the problem within the individual, the Social Model positions
disability as arising from attitudinal, institutional, and environmental barriers that restrict
participation and access (Goering, 2015; Graham, 2024; Oliver, 2023). This shift in
perspective is particularly relevant when considering the experiences of autistic students,
whose challenges often stem not from their neurodivergence but from environments
structured around neurotypical norms (Thacher, 2024). Attitudinal barriers include the
persistence of deficit-based views that portray autistic students as problematic or in need of
fixing, rather than recognising their rights and potential (Oliver, 2023). Institutional barriers
manifest in rigid school policies and professional practices that prioritise standardised
approaches and bureaucratic limitations over inclusive, student-centred support (Oliver,
2023). Environmental barriers refer to inaccessible learning environments, such as sensory-
overloading classrooms or a lack of visual supports, which can significantly hinder autistic
students’ engagement (Oliver, 2023). By using the Social Model, this paper shifts the
analytical focus from perceived student deficits to the systemic and structural conditions that
shape their educational experiences, advocating for inclusive reforms that support dignity,
autonomy, and full participation.

Literature Review
Educators' Role and Barriers

Teachers in Indonesia are expected to play a central role in implementing inclusive education
by employing adaptive pedagogy, building deep understandings of student needs, and
engaging in continuous professional development. This expectation is legally grounded in
Indonesian Law No. 14/2005 on Teachers and Lecturers, which defines teachers as
professional educators responsible for guiding, instructing, and evaluating students across all
formal education levels (Fildzah, 2020). In practice, inclusive teaching requires educators to
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adapt instructional materials to align with students’ cognitive, emotional, and sensory
profiles, employ strategies based on natural learning systems, and develop accessible media
that can support all learners, including those with autism and other disabilities (Rasmitadila et
al., 2022). Teachers must also identify diverse learning characteristics, foster strong student
relationships, and apply inclusive methods such as scaffolding, modelling, and collaborative
learning (Kurniawati, 2021; Ummah et al., 2024). In addition to academic differentiation,
teachers are expected to address non-academic development through culturally relevant
content, including religious education tailored to students’ beliefs (Kistoro et al., 2021).
These expectations reflect a comprehensive vision of inclusive practice in Indonesia that
relies on teachers being responsive, reflective, and equipped to meet the varied needs of every
learner.

In classrooms serving students with Autism Spectrum Disorder (ASD), several teaching
methods have been implemented by Indonesian teachers, such as Discrete Trial Training
(DTT) and differentiated instruction (DI) to accommodate complex behavioural, cognitive,
and sensory needs (Padmadewi & Artini, 2017). This often involves designing Individualised
Education Plans (IEPs), using co-teaching models such as shadow or parallel teaching, and
implementing visual-based strategies aligned with structured routines (Padmadewi & Artini,
2017). Moreover, DI is widely applicable in every educational level, including higher
education, where it can help to reduce anxiety by simplifying texts, adjusting workloads, and
using tools like “green cards” to help ASD students anticipate class activities (Sandra &
Kurniawati, 2020). Additional approaches, such as the Picture Exchange Communication
System (PECS) and Applied Behaviour Analysis (ABA), have proven effective in supporting
communication and behavioural development through repetition and one-on-one interaction
(Kistoro et al., 2021). While these strategies aim to promote equity, participation, and
academic success, their application is often hindered by limited resources and systemic
inconsistencies, making inclusive implementation difficult to scale and sustain.

Although several inclusive pedagogies have been introduced, the practical application of
inclusive frameworks remains a significant challenge for many Indonesian educators.
Evidence suggests that the lack of specific competencies and training related to autism leaves
many teachers ill-prepared for inclusive practice (Fildzah, 2020). This experience often leads
to low confidence and difficulties addressing the cognitive and behavioural needs of students
with ASD (Junaidi, 2020; Sheehy et al., 2019). Moreover, with class sizes of up to 35
students and limited physical space, collaborations between general teachers and special
education teachers are lacking, resulting in fragmented or minimal support (Kantavong et al.,
2017; Kurniawati, 2021; Latif & Paramita, 2023). These pressures contribute to withdrawal
or passivity, as some teachers assume that inclusive teaching is the sole responsibility of
specialist staff or believe it is unfeasible under current conditions (Ummah et al., 2024).
Consequently, frameworks like IEPs are often viewed as aspirational but impractical,
reinforcing systemic exclusion of students with autism from full classroom participation.

From the perspective of the Social Model of Disability, these challenges do not arise from the
characteristics of students with autism but from the societal barriers that prevent their full
inclusion. The absence of mandatory autism-related training, the lack of assistive technology,
inadequate infrastructure, and unrealistic workload expectations all represent institutional and
environmental barriers that hinder the development of inclusive learning environments
(Fildzah, 2020; Latif & Paramita, 2023; Rasmitadila et al., 2022). While only 15.1% of
Indonesian teachers are certified in special education, most others rely on informal learning
networks such as Kelompok Kerja Guru (KKG), which lack expert guidance (Kantavong et
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al., 2017; Utami, 2025). Teachers also face logistical challenges, including limited time for
planning, overcrowded classrooms, and inconsistent collaboration with support staff (Kistoro
et al.,, 2021). These conditions reinforce reliance on individual empathy rather than
structured, evidence-based methods (Utami, 2025). Nonetheless, research consistently shows
that Indonesian teachers hold broadly positive attitudes toward inclusion, viewing it as
morally important and emotionally rewarding (Kurniawati et al., 2012). This suggests a
strong foundation upon which inclusive reform can be built if it is accompanied by adequate
policy support, investment in teacher capacity, and the removal of structural barriers that
currently prevent inclusive education from being a practical reality.

Government’s Role and Policy Challenges

Government commitment is crucial to the successful implementation of inclusive education
in Indonesia due to the complex challenges faced by schools, which cannot often resolve
issues independently and are left without long-term solutions (Rasmitadila et al., 2023).
Framed through the lens of the Social Model of Disability, the government's role becomes
essential in eliminating institutional barriers that exclude students with disabilities from full
participation in education. A key area requiring government attention is curriculum reform
and financial support for schools. Current curricula and assessment models are inflexible and
do not accommodate the diverse needs of students with disabilities, often forcing them to
follow standards that do not reflect their learning profiles (Latif & Paramita, 2023).
Additionally, inclusive education relies on adequate facilities, infrastructure, and strong
collaboration between schools, families, and external agencies, all of which depend on
strategic government investment and policy coordination to be effectively established and
maintained (Latif & Paramita, 2023).

The Indonesian government has demonstrated its commitment to inclusive education through
legal frameworks, funding for infrastructure, and curriculum reform. This commitment is
evident in the extensive legislative and policy frameworks such as the 1945 Constitution
(Article 31), Law No. 20/2003 on National Education, Law No. 8/2016 on Persons with
Disabilities, and Permendiknas No. 70/2009, all of which guarantee the right of students with
disabilities to access quality education and mandate inclusive classroom practices, training,
and accessible learning environments (Damri et al., 2023; Rasmitadila et al., 2023).
Moreover, financial support has been provided in the form of grants worth 50 million rupiah
for training, infrastructure development, administrative resources, and the dissemination of
inclusive education guidelines (Mulawarman et al., 2022; Yusuf & Yeager, 2011). These
efforts are complemented by the appointment of Special Guidance Teachers and the provision
of teaching aids and training for general education teachers in pilot schools (Kurniawati,
2021). In terms of curriculum, the government introduced differentiated learning through
Kurikulum Merdeka in 2020 to better accommodate diverse student needs, including students
with Autism (Utami, 2025). Additionally, training through the Centre for Development and
Empowerment of Teachers and Education Personnel (PPPPTK TK & PLB) further supports
inclusive pedagogy (Ediyanto et al., 2017). Overall, these coordinated legal, financial, and
pedagogical strategies reflect a growing national commitment to building a more inclusive
education system, although challenges in consistent implementation and teacher training
remain.

Despite government efforts to support inclusive education, the reality of implementation

across Indonesian schools remains fragmented, under-resourced, and often ineffective for
students with Autism. While national policies and funding frameworks have been introduced,
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research shows that 75% of schools still consider themselves far from inclusive, and only half
have attempted to adjust their curriculum to meet student needs (Yusuf & Yeager, 2011).
This gap is largely due to institutional barriers, including unclear policies, delayed fund
disbursement, and limited technical guidance from the government, which leave schools and
teachers to shoulder the responsibility independently (Latif & Paramita, 2023). Inclusive
education is often treated as a school-led initiative rather than a systemic mandate (Damri et
al., 2023), with insufficient operational support to meet the cognitive, behavioural, and
sensory needs of autistic students. Environmental barriers also persist with many schools
lacking resource rooms, adapted media, and quiet sensory-friendly spaces that are essential
for autistic learners (Ummah et al., 2024; Yusuf & Yeager, 2011). These barriers reflect a
broader failure to design schools inclusively, positioning exclusion as a result of inaccessible
systems rather than student deficits.

Based on the Social Model of Disability, these challenges reveal how the schooling system
disables students through structural exclusion. Institutional barriers include inadequate
teacher training, the absence of dedicated institutions for continuous professional
development, and a rigid reliance on standardised curricula that are merely simplified rather
than meaningfully differentiated (Ummah et al., 2024). These practices marginalise autistic
students by failing to accommodate diverse learning profiles. Environmental barriers, such as
overcrowded classrooms, lack of assistive technology, and the physical inaccessibility of
school facilities, further hinder participation (Latif & Paramita, 2023; Rasmitadila et al.,
2022). Geographical and socioeconomic disparities compound the issue, with urban schools
tend to have more resources and trained staff than rural ones, and regional gaps in
infrastructure and funding create unequal conditions for inclusive education (Rasmitadila et
al., 2023; Utami, 2025). Ultimately, these combined barriers undermine the implementation
of inclusive policies and reinforce the marginalisation of autistic students (Damri et al.,
2023).

Societal Attitude and Stigma

Societal attitude towards students with Autism in Indonesia functions as an attitudinal
barrier, a core concept within the Social Model of Disability, which locates the problem of
disability not in the individual, but in the prejudiced attitudes, norms, and social expectations
that exclude and marginalise those with impairments (Graham, 2024; Oliver, 1983). These
attitudinal barriers are especially evident in how autism is misunderstood and stigmatised
across many Indonesian communities. Little et al. (2022) highlight a case study in an
Indonesian primary school where children with disabilities, though enrolled in an inclusive
setting, were labelled as “inclusion children,” excluded from group work, and experienced
emotional distress and public shame. This exclusion reflects broader societal attitudes rooted
in misinformation and a poor understanding of autism. The widespread use of derogatory
terms like “madman” or “mental handicap” reflects the persistence of these beliefs in the
education system (Tri Handoyo et al., 2021).

Cultural beliefs in Indonesia play a significant role in shaping societal attitudes toward
autism, which negatively influences how children with autism and their families are treated.
Riany et al. (2016) argue that cultural understandings of autism influence parenting through
the level of community support or censure that parents receive, which in turn affects the
strategies they adopt to meet their child’s needs. In many Indonesian communities,
particularly in rural areas, autism is not well understood and is often associated with spiritual
causes such as karma, curses, or parental wrongdoing (Riany et al., 2016; Sheehy et al.,
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2020). These misconceptions are deeply embedded in cultural traditions that link disability to
past misdeeds, including broken taboos during pregnancy or immoral behaviour such as
extramarital affairs (Riany et al., 2016). As a result, families may be blamed and socially
excluded, leading to isolation, internalised guilt, and limited support for both the child and
caregivers (Daulay et al., 2025; Sheehy et al., 2020). This cultural context helps explain why
families may still follow traditional behavioural guidelines during pregnancy and believe that
a child with autism is a form of divine punishment or a test from God (Daulay et al., 2025).

Although inclusive education policies have been introduced, societal acceptance remains low,
especially toward developmental disabilities. Sipahutar (2019) found that only 20.9% of
Indonesians support the inclusion of children with developmental disabilities like autism,
compared to those with physical disabilities. This indicates that autism is still widely
misunderstood, making students with ASD more vulnerable to bullying and peer rejection in
schools (Purbani, 2013). Educators may view the inclusion of autistic students as inefficient
due to the challenges of addressing their diverse learning needs (Sipahutar, 2019).

Consequently, students with autism are often bullied, excluded, and denied adequate support,
while teachers struggle to meet their needs due to a lack of understanding and empathy
(Mulia et al., 2022). Because of the persistent stigma, families often choose to hide their
children rather than send them to school out of fear of stigma and mistreatment (Riany et al.,
2016). This environment of exclusion intensifies the emotional burden on caregivers, the
behavioural challenges and social rejection faced by children with ASD significantly raise
maternal stress, leading to depression, anxiety, and exhaustion (Daulay et al., 2025). These
barriers to inclusion are not only systemic but also deeply intertwined with cultural beliefs in
Indonesia, which continue to shape negative perceptions and societal responses toward
autism. The persistence of stigma and cultural misconceptions about autism, therefore,
creates a hostile environment where both children and their families face ongoing
marginalisation, highlighting the urgent need for culturally sensitive education and
community-wide attitudinal change.

Discussion

Based on the investigation and guided by the Social Model of Disability, two crucial
recommendations emerge for Indonesian schools to address the barriers faced by students
with autism. These barriers include: (1) insufficient support for educators, (2) inadequate
government funding and operational guidance, and (3) widespread societal stigma. In
response, two key recommendations emerged by focusing on the implementation of
comprehensive professional learning for teachers and nation-wide support to enable inclusive
practices for students with autism.

Firstly, there is a critical need to strengthen training and professional development within
school communities to improve understanding and support for students with Autism
Spectrum Disorder (ASD). In Indonesia, many educators lack adequate knowledge about
autism, which negatively influences teaching practices and interactions with autistic students
(Kurniawati, 2021). A national survey revealed that 42% of teachers explicitly requested
training to improve their skills in behaviour management and the creation of autism-friendly
environments (Sheehy et al., 2020). This demand stems from the fact that many Indonesian
teachers lack familiarity with fundamental interventions such as Applied Behaviour Analysis
(ABA) or the Picture Exchange Communication System (PECS) (Sheehy et al., 2020).
Moreover, Damri et al. (2023) emphasised the need to address the absence of dedicated
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institutions that provide specialised training for teachers in inclusive education. To tackle
these challenges, comprehensive and sustained training programs must be implemented,
focusing specifically on autism-related competencies. These should include modules on
identifying and understanding ASD characteristics, implementing evidence-based
interventions such as ABA and PECS, adapting classroom environments to sensory and
communication needs, and managing challenging behaviours in a respectful and inclusive
manner (Damri et al., 2023). Additionally, training should be delivered through practical
workshops, school-based coaching, and collaboration with autism specialists to ensure that
educators can apply inclusive strategies confidently in real classroom settings. When school
communities have appropriate knowledge and tools, they are better positioned to foster
inclusive environments and reduce stigma through informed and compassionate practice.

Secondly, policymakers and the Ministry of Education must increase funding and provide
consistent, accessible support for inclusive education initiatives. While inclusive education
policies exist at the legislative level, many schools face challenges in translating these
policies into practice due to a lack of clear operational guidance (Damri et al., 2023). This
gap between policy and implementation highlights the need for targeted investment in
infrastructure and the systems that enable inclusive practice. This includes allocating
financial resources for specialised teacher training, hiring additional support staff, and
equipping schools with tools such as fidget toys, visual supports, and therapy rooms.
However, as Latif and Paramita (2023) note, delays in the disbursement of government funds
often hinder implementation efforts, creating inequities in access to inclusive education. In
addition to funding, current policies and assessment standards must be revised to reflect the
diverse needs of autistic students, thereby reducing the burden on both educators and
learners. Ainscow et al. (2000) emphasise the importance of sustained governmental
commitment to funding and policy implementation, which can help overcome barriers to
facilities, resources, and teacher capacity. When schools are motivated to enrol more children
with autism, communities are increasingly exposed to neurodiverse learners, an essential
factor in reducing stigma and fostering empathy. As Sipahutar (2019) suggests, familiarity
with inclusive education, whether through policy, media, or training, is linked to more
positive societal attitudes. Thus, government-led initiatives play a dual role in strengthening
school readiness and reshaping public perceptions of autism and inclusion in the long term.

Conclusion

This paper has explored the barriers to inclusive education for students with Autism
Spectrum Disorder (ASD) in Indonesia using the Social Model of Disability, which locates
disability not within the individual but within the systemic, institutional, and attitudinal
structures that exclude (Graham, 2024; Oliver, 1983). Despite progressive legal frameworks,
the implementation of inclusive education remains fragmented, with many schools lacking
operational guidance, timely funding, and adequate resources (Damri et al., 2023; Latif &
Paramita, 2023). Teachers face large class sizes, minimal collaboration with special
educators, and insufficient training in autism-specific strategies, leaving them ill-prepared to
support neurodiverse learners (Kurniawati, 2021; Sheehy et al., 2020). Cultural stigma further
compounds these issues, as autism is often misunderstood or attributed to supernatural
causes, leading to social exclusion and emotional distress for both students and families
(Daulay et al., 2025; Riany et al., 2016; Sipahutar, 2019). To address these challenges, two
key strategies are recommended: first, the development of sustained, autism-focused
professional development for educators—including training on Applied Behaviour Analysis
(ABA), PECS, and sensory-responsive teaching methods (Handayani & Paramita, 2020); and
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second, increased government investment in infrastructure and inclusive curriculum reform,
coupled with public awareness campaigns to shift societal attitudes (Ainscow et al., 2000). As
familiarity with inclusive education correlates with more positive views (Sipahutar, 2019),
these combined efforts can transform current exclusionary practices into environments that
uphold equity, dignity, and full participation for autistic learners in Indonesian schools.
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