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When Resources Are Not Enough: Parental Struggles and
Sacrifices in Advocating for Children with Reading Disabilities

Jaclyn Galbally
Mary E. Sheppard
Katharine Mayer

Despite an uptick in legislative efforts to improve reading achievement, many students continue to fall below
grade-level expectations. It has been widely assumed that families with higher socioeconomic status are advantaged in
navigating the complex special education identification and service provision processes, specifically for language and
reading disabilities. As a result of this perception, the experiences of upper SES families advocating for supports for their
children have been largely ignored in the United States. This pilot study examined the experiences of 48 educated, upper
SES parents who sought support for their child(ren)'s reading disabilities. Parents completed online surveys to report on
their child(ren)'s identification, evaluation, and educational programming. Results indicated that few children received
timely and effective interventions, despite parents expressing concerns early in their child’s development. Parents also
reported that, when provided evaluation reports and educational programming were unsatisfactory. The parent-school
relationship significantly degraded throughout the referral process, with parents expressing distrust in the school's abil-
ity to meet their child(ren)'s needs. As a result, many parents resorted to expensive external supports, including in-
dependent evaluations and specialized tutoring. This process led to increased parental anxiety, financial burden, and
marital discord. The study highlights the challenges faced by parents, who are widely assumed to have optimal resources
for advocacy, demonstrating that substantial societal and financial capital does not guarantee effective support for their

children’s reading needs. It also raises questions about school models that rely on external family support.

Keywords: Identification, parent advocacy, reading difficulties, reading disabilities

Despite the assumption that well-resourced families
navigate special education successfully, emerging evidence
suggests that these families encounter obstacles and
experience adverse procedural outcomes (Nevill et al,
2023). The process of obtaining appropriate identification
and intervention for reading disabilities has been
characterized as a “Rich Man's Game” (Hanford, 2017;
Smith & Topple, n.d.). While the experiences of upper
SES families with these resources have not been studied
in the United States, international studies suggest a “rich
paradox” in which even well-resourced families encounter
significant barriers in securing appropriate identification
and evidence-based interventions for reading difficulties
(Leslie et al., 2025; Nevill et al., 2023).

Studies have reported that parents from dominant
sociocultural backgrounds, such as white, middle
socioeconomic status and educated, are more likely to be
satisfied with services and report better outcomes when
compared to marginalized sociocultural backgrounds

included people of color, low income class and low educated
(Hebbeler et al., 2007). Parents forms of economic, cultural
and social capital facilitate parents ability to utilize both
tangible and intangible resources that families from lower
socioeconomic backgrounds are unlikely to have access
to (Batz & Yadav, 2024). However, parents from across
sociocultural backgounds report difficulties navigating
services, and often feel as though they need to pay out of
pocket for services needed (Batz & Yadav, 2024). The focus
of this study, on the experiences of families from upper
SES) backgrounds, emphasizes the role of family capacity,
while still examining the systemic challenges evident when
resource-rich families encounter difficulties. Recognizing
how systems address families with advocacy advantages
helps clarify whether persistent challenges stem from
structural barriers or family-level issues. Understanding
the experiences of upper SES families can serve a dual
purpose: addressing the needs of this understudied
population within the American context while identifying
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system-level dynamics that influence the experiences of
all families navigating special education. The barriers to
access and supports among families with considerable
advocacy advantages suggests institutional challenges that
extend beyond what resource provision can address.

When families possessing substantial social, financial,
and navigational capital continue to encounter significant
procedural barriers, these outcomes suggest fundamental
structural inadequacies within educational systems that
resource-focused interventions cannot adequately address.
These structural barriers likely affect all families, but may
be obscured when lower-resource families are unable to
sustain advocacy efforts. The persistence of upper SES
families in advocacy may reveal systemic barriers that
would otherwise remain hidden.

Finally, the reliance on families with substantial
resources to supplement school services through private
supports creates a dynamic that may reduce pressure for
systemic improvement. When schools anticipate this,
well-resourced families will seek independent evaluations
and tutoring, which may diminish institutional incentives
to strengthen services. Understanding this dynamic is
important for developing interventions that address
systemic challenges rather than individual resource gaps.

Reading Disabilities

Reading disabilities account for approximately 75% of
all students classified with Specific Learning Disabilities
(SLD) under IDEA, representing a significant portion of
special education services (NCES, 2023). The definition and
operationalization of dyslexia remain inconsistent across
federal and diagnostic frameworks (e.g., IDEA, DSM-5),
which complicates identification and contributes to bias
in the referral and diagnosis process (Nation & Snowling,
1998; Shaywitz & Shaywitz, 2020). The most recent federal
definition, codified in the First Step Act (PL. 115-391,
2018), defines dyslexia as an unexpected difficulty in
reading and spelling, despite average intelligence, typically
linked to phonological processing deficits.

Estimates of dyslexia prevalence range from 5% to
17%. Its multifactorial nature, involving neurological,
behavioral, and environmental influences, adds complexity
to identification and remediation (van Bergen et al., 2014).

Historically, learning disabilities have been identified
using a discrepancy formula (Vaughn & Fletcher, 2021)
that qualified students based on a “severe discrepancy
between the achievement and intellectual ability” (U.S.
Office of Education, 1977, p. G1082). This approach, often
referred to as “Wait to Fail,” has faced increasing criticism
due to concerns about its reliability, validity, and infrequent
identification of younger students in kindergarten and first
grade. In response, many states have moved to Response to

Intervention, a multitiered process that includes universal
screening with increasingly intensive interventions prior
to identification. However, delays in identification remain
persistent (Ozernov-Palchik & Gaab, 2016; Sansavini
et al., 2021). Given the persistence of this challenge, it is
imperative to enhance literacy education and support
mechanisms to ensure that all individuals have the requisite
skills to thrive in our current society.

Identification Challenges

Historically, dyslexia identification relied on the
“discrepancy model,” which required a gap between an
individual's IQ and their achievement (U.S. Office of
Education, 1977). States implemented this model with
inconsistent criteria, often requiring a 1-2 SD discrepancy
(Ozernov-Palchik et al,, 2017). This approach has long
been criticized for poor validity and reliability, and, most
importantly, its tendency to delay identification until
failure is well established (Francis et al., 2005; Shaywitz
et al., 1992). This “wait-to-fail” model delays diagnosis
until second grade or later, missing the window when
interventions are most effective, typically kindergarten or
first grade (Ozernov-Palchik & Gaab, 2016; Stanley et al.,
2018; Wanzek et al., 2018).

Early intervention has a substantial impact: students
who are behind by age 9 rarely catch up, and continue to
experience reduced vocabulary growth and knowledge
acquisition (Quinn et al., 2020; Shaywitz et al., 1999). In
response to these findings, the 2004 reauthorization of
IDEA prohibited reliance on IQ-achievement discrepancy
and promoted the use of Response to Intervention (RTT)
models.

Parent Involvement and Accessing Supports

Federal law, IDEA (IDEA, 2004), mandates that states
provide all children with a Free and Appropriate Public
Education (FAPE). Mandates within the law include
“Child Find,” where the Local Educational Agency (LEA)
is responsible for identifying, locating, and evaluating
children with disabilities (IDEA, 2004; Sec. 300.111). If
children are found eligible to receive services, the LEA must
develop individualized education programs (IEPs) and
educate those children in the least restrictive environment
(LRE).

Protections ensuring parental participation are an
integral part of IDEA. Parents are acknowledged as
child-specific experts who can contribute to the IEP
development for the child (Buss, 2002). While educational
professionals in public schools remain the primary
education experts, IDEA mandates a team-based approach
in which educational professionals and parents collaborate
to determine the best course of action for the unique needs
of each child.
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Federal law acknowledges the diversity of students in
special education as well as the resulting complexities of
mandating one-size-fits-all substantive requirements. As
a result, legislation attempted to provide comprehensive
procedural protections for parents and students. These
protections are intended to provide FAPE to all students
regardless of the heterogeneity of their individual needs
(Thomason, 2007). The procedural protections include
parental notification, easily understandable language, and
the opportunity to meaningfully participate in all phases of
the identification, evaluation, and educational placement
of their child. Furthermore, parents are provided with
three successive avenues of recourse when disagreements
arise, which include mediation, filing a complaint, and, if
the submitted complaint complies with the notification
and form requirements, they may pursue due process.

Many disputes between parents and school districts
arise when there is a conflict over FAPE (Karanxha
& Zirkle, 2014), specifically the interpretation of
“appropriate” (Education For All Handicapped Children
[EHA], 1975). FAPE requires that education be provided
to all students at public expense, mandates that states
implement individualized education programs (IEPs),
and requires states to adhere to state-specific educational
standards. However, ambiguity and disagreement persist
regarding what constitutes an “appropriate” program. As
a result, some have argued that procedural protections in
federal law have been reduced to "mere empty ritual for all
but the most educated and wealthy" (Kotler, 1994, as cited
in Phillips, 2008).

While parental involvement has always been a central
component of FAPE, parents continue to face challenges
in exercising their rights to equal partnership. Though
experiences of parents of children with other disability
categories or of preschool ages are well-documented (e.g.,
Burke & Hodapp, 2016), literature on parent perspectives
of students with language and literacy disabilities is
comparatively sparse. Research indicates that parents
frequently identify concerns about their child's language
and literacy development during preschool or kindergarten
years (Denton et al., 2022). These concerns often center on
foundational literacy skills, including phonemic awareness,
letter naming, and rapid automatized naming (Ziegler et
al., 2010). When communicating these concerns, parents
often report dismissal by schools and face long wait times
for evaluations, resorting to independent assessments that
require financial expenditure or travel. Post-diagnosis,
parents often feel obligated to become “de facto advocates”
(Phillips, 2008; p. 1838). This process exerts a significant
emotional toll, particularly on mothers, who report
feelings of guilt and anxiety over their child's future (Nevill

et al., 2023). Parental education and financial resources
have been identified as protective factors for reading
achievement. However, families that do possess substantial
social, financial, and advocacy capital may still face adverse
outcomes when advocating for their children (Nevill et al.,
2023). By relying on parental affordances to meet their
children's needs, systemic inequities will continue to
persist for marginalized students.

Despite a strong national push to improve early reading
outcomes, policy efforts have yielded uneven results.
The effectiveness of current identification systems varies
based on district implementation of state guidelines and
personnel availability, contributing to identification delays
and inconsistent service delivery (NCIL, 2023; Gearin et
al., 2022). The result is a persistent failure to close literacy
gaps, even for families with high levels of education, access,
and advocacy skills.

Notably, little empirical work has explored the barriers
faced by these highly educated, upper socioeconomic status
(SES) families, who are typically presumed to have the
resources to navigate early intervention systems effectively.
However, emerging evidence from advocacy organizations
and families suggests that even well-resourced families
face challenges in accessing timely and appropriate literacy
screening and support. This evidence raises an important
question: if families with substantial resources struggle to
access effective early identification and intervention, what
doesthisrevealaboutsystemicbarriersaffectingall families?
Given the limited understanding of how well-resourced
families navigate reading disability identification, this study
examined the experiences of educated, upper SES parents
to determine whether financial and social capital facilitate
positive outcomes, or whether institutional barriers persist
regardless of family resources.

Setting

This study was conducted as part of a larger program
evaluation of a community-based organization, Everyone
Reads PA (ERPA). The organization is a grassroots,
community-based nonprofit organization founded by
educators and parents frustrated by the lack of access to
evidence-based literacy instruction in public schools.
ERPA adopts a “one child at a time” (https://www.pareads.
org/) approach, aiming to address individual needs in
hopes that families and educators serving these children
will advocate for systemic change. Parents who utilized any
of ERPA's services were invited to participate in the study.

Research Questions

1.  Whatare parents' experiences with early identification
and intervention for reading difficulties?
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2. How do parents perceive the evaluation and IEP
processes for their child(ren) with reading disabilities?

3. What additional supports do parents seek outside of
school-provided services?

4. How does the process of advocating for children
with reading disabilities impact family dynamics and
relationships with schools?

Methodology

This pilot study employed a cross-sectional descriptive
survey design with retrospective longitudinal elements,
using purposive sampling to explore parental experiences
navigating reading disability services. The study employed
a mixed-methods data collection approach, primarily
quantitative with qualitative components. A key analytic
feature included a paired samples t-test comparing
parents' perceptions of their relationship with schools
before and after participating in the IEP process, providing
longitudinal insight into changes in relationship quality
over time.

The Survey Tool
This survey was developed as part of a program
evaluation by the first and third authors and piloted with

11 respondents. The survey was online (on the Qualtrics

platform). The survey consisted of the following sections:

1) demographic variables; 2) interaction with Everyone

Reads PA Organization; 3) Identifying respondents with

child(ren) having language or literacy concerns, including

the number of affected child(ren); 4a) Parent experience
of identification & evaluation 4b) IEP development,
process, and satisfaction with outcomes 5) home and
school communication throughout the special education
identification process 6) impact of reading disability
on family dynamics and relationship with school and
additional supports parents provide outside of school
based services. Question formats included dichotomous,
numerical response, multiple-choice, multiple-answer,
four-point, and 5-point Likert scale questions.

Examples of questions included:

o How many children do you have language or literacy
concerns for? (Numerical Response)

o When did your concerns over your child’s language or
literacy development begin? (Multiple Choice)

o Which of the following did your family experience
during the process of learning about your child(ren's)
reading struggles and how to support those struggles?
(Multiple Answer).

o Please indicate your level of satisfaction with the
following statement: I trust the school to meet the
needs of (Child 1)'s literacy development (5-point
Likert Scale).

Branching, skip, and display logic and looping were
utilized to display questions that were relevant to the
response patterns for each respondent and child for whom
they were reporting information. Several of the questions
also included an "other" option, allowing participants to
write in additional responses not included in the provided
options.

Participants

We utilized purposive sampling (Palinkas, 2015) to
ensure that participants had direct knowledge about the
topic. We recruited participants through Everyone Reads
PA (ERPA), a community-based organization dedicated
to supporting families with children experiencing reading
difficulties. Inclusion criteria required participants to be
parents of children perceived as struggling with reading
acquisition or mastery. Data were collected at the child
level, resulting in 70 total child records from 48 families.
Families with multiple children (n = 18) who have language
and literacy concerns provided separate responses for each
affected child. While all 48 families reported concerns
about reading, not all proceeded through the complete
special education process. Thirty-eight families (79%)
completed the referral and evaluation process, resulting
in special education classification for their children. At the
child level, 49 of the 70 total children (70%) received IEP
classification and services.

All 48 participants resided in suburban school
districts adjacent to a significant urban center. They were
predominantly white (89.9%), married or in a domestic
partnership (93.9%), college-educated or higher (100%),
females (95.9%), and from households with incomes
over $100,000 (94%). Detailed demographic information,
including education level, income range, and racial/
ethnic background, is presented in Table 1. Twenty-seven
respondents (61.4%) had one child with language and
literacy concerns, twelve (27.3%) had two children, and
five respondents (11.4%) had three children with language
and literacy concerns.

Data Collection

The study received approval from the Institutional
Review Board (IRB) prior to data collection. The
recruitment process spanned 18 months, from February
2021 through August 2023.

Participants were recruited via email through ERPA's
MailChimp distribution list and follow-up invitations after
ERPA presentations. Eligible individuals were those who
had opted to receive ERPA correspondence. Participation
was voluntary, and all participant data were de-identified
to maintain confidentiality.
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Table 1
Demographic Characteristics

Respondent Characteristic

Parent Caregiver Respondents

n %
Gender
Female 46 95.8
Male 2 4.2
Age
35 and under 3 6.2
36-40 9 18.8
41-45 23 47.9
46-50 7 14.6
51+ 6 12.5
Highest Level of Education
Bachelor’s Degree 24 48.9
Master’s Degree 18 38.7
Professional and Doctoral Degree 6 12.2
Marital Status
Single/Unpartnered 1 2.1
Married/Domestic Partnership 45 93.8
Widowed or divorced 2 4.2
Employment Status
Full Time (40 hours or more) 19 39.6
Part Time (39 hours or less) 6 12.5
Homemaker 17 35.4
Other 6 12.2
Median Household Income
Under $100,000 4 8.3
$100,000-$189,000 14 29.1
$190,000-$249,000 8 16.6
$250,000 and above 22 45.8
Ethnic Origin®
White (non-Hispanic) 43 89.6
Black or African American 2 4.2
Other 2 4.2
Number of Children in Family
1-2 19 39.5
3+ 29 60.4
Number of Children with Language and Literacy Concerns
1 30 62.5
2 14 29.2
3 4 8.3
Family History of Reading Difficulties/Disability (RD)
Self or Spouse has positive family history for RD* 25 51.0
Unsure of family history for RD* 5 12.2

“Percentage calculated by number of respondents
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A total of 71 individuals responded to the survey
invitation. The following exclusion criteria were applied: a)
respondents who were not parents (n = 14); (b) respondents
who did not complete at least half (50%) of the survey (n =
9). After applying these criteria, 48 participants remained
for final analysis.

Each participant was assigned a unique personal
identification number (PIN). The key linking PINs to
identifiable information was stored separately in an
encrypted file.

Data Analysis

Quantitative data were exported from Qualtrics into
SPSS for analysis. Prior to analysis, transformations of
categorical variables were checked for consistency. Survey
datawere analyzed using SPSS (v.27). Quantitative data were
analyzed using descriptive statistics. Categorical variables
were summarized using frequencies and percentages, while
continuous variables were described using means and
standard deviations. This approach enabled us to provide
data on participant characteristics, experiences during the
identification and evaluation process, and satisfaction with
IEP development and implementation.

For children who were classified for special education
services, parents provided retrospective ratings of their
relationship quality with the school both prior to beginning
the evaluation process and following IEP establishment. A
paired samples t-test examined the statistical significance
of changes in perceived relationship quality across these
two time points.

Results

The results were organized into four main sections:
Discovery and Evaluation, Parent Experience of the
IEP Process and Outcomes, Impact of RD on School
Relationships and Familial Dynamics, and Additional
Supports outside School Environment. This organizational
structure aligned with the research questions and allows
for a comprehensive examination of parents' experiences
throughout the special education process.

Discovery and Evaluation of Language and
Literacy Difficulties

Discovery

The majority of respondents (42.8%) expressed
concerns about their child(ren)'s reading development
prior to kindergarten, with an additional 41.4% developing
concerns for their child(ren) while in kindergarten and
first grade. The remaining (15.8%) expressed concern for
their child's reading development and acquisition in grades
2 through high school. Despite 84.3% of parents expressing

concern about their child(ren)'s reading development prior
to or in kindergarten, only 34.3% of respondents' children
received early intervention services.

Parents reported that school-based assessments
frequently confirmed their concerns about their children's
language and literacy development. When asked about
the impact of school-based assessments, 54.7% of parents
reported that their child(ren)'s performance on school-
based assessments confirmed their concerns about their
child(ren)'s reading development. In comparison, 21.9%
reported that school-based assessments initiated concerns
about their reading development. The remaining 23.4%
of parents reported that school-based reading benchmark
assessments were not available to them. The frequency
of confirmation increased with each additional child in
the family: For first or only children, 53.3% of parental
concerns were confirmed. For second children, the
confirmation rate increased to 53.6%. In families with three
affected children, 75% of parental concerns over language
and literacy were confirmed by school-based assessments.

Evaluation

Parents reported that they requested an evaluation
for a total of 75.7% of their child(ren). Of the 53 requests
submitted for their child(ren), 88.8% were granted their
request (See Table 2). Despite the high number evaluations
granted, parents expressed disagreement that they were
satisfied with the evaluation conducted by the school
district (M = 2.0; SD = .83). Similarly, parents strongly
disagreed that the reading assessments in the evaluation
accurately captured their child(ren)’s present levels (M=
1.93; SD = .74). When asked to rate their knowledge of the
assessments utilized by their school, parents reported that
they were “somewhat” able to interpret assessments (M =
1.93; SD = .6).

Parent Experience of the IEP Development,
Process, and Outcomes

IEP Development

Parents reported that a total of 49 (70%) of their
children have or had an IEP in place (See Table 2). A
majority (64%) of the IEPs were initiated in the early
elementary grades, specifically in kindergarten (23%), first
grade (8%), or second grade (33%). The remaining IEPs
were initiated in third grade (24%), with the remaining
24% originating between fourth grade and high school.

The majority (61%) of the children were classified
with Specific Learning Disability, Speech and Language
Impairment (SLI) (10%), or dual classified with SLD and
SLI 20%. The remaining 9% of children were classified
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Table 2
Parent-Reported IEP Histories for Each Reported Child
Child 1 Child 2 Child 3 Total Children
n=48 n=18 n=4 n=70.0
n % n % n % n %
Grade at Parental Concern Onset
Before Kindergarten 19 396 7 389 4 100 30 42.8
Kindergarten 13 271 6 333 0.0 0.0 19 27.1
First Grade 9 18.8 1 56 0.0 0.0 10 14.3
Second Grade 4 83 2 111 00 0.0 6 8.6
Third Grade - High School 3 63 2 111 0.0 0.0 5 7.2
Received EI Services* 17 354 4 226 3 75 24 34.3
Parent Requested Evaluation® 41 854 10 556 2 50 53 75.7
Evaluation Request Granted " 36 878 9 9.0 2 100 48 88.8
Requested IEE” 14 292 4 222 0.0 0.0 18 25.7
IEE Granted® 9 643 3 750 0.0 0.0 12 66.6
Child has/had an IEP?* 38 792 8 444 3 75.0.0 49 70.0
IEP Initiation Grade®
Kindergarten 8 17 1 13 2 67 11 23
First Grade 4 8 0 0 0 0 4 8
Second Grade 15 31 1 13 0 0 16 33
Third Grade 5 10 1 13 0 0 6 12
Fourth - High School 6 13 5 63 1 33 12 24
Disability Category*
SLD only* 25 66 5 63 0 67 30 61
SLI only* 3 8 0 0 2 0 5 10
SLD and SLI* 7 18 2 25 1 0 10 20
Other 3 8 1 13 0 0 4 8

* Reflects the number and percentage of participants answering “yes” to this question

b Reflects the number and percentage of participants who answered the previous question

¢ Reflects the number and percentage of participants who indicated an IEP was or is in place

*Note: EI = Early Intervention; IEP = Independent Education Plan; IEE = Independent Education Evaluation; SLD = Specific

Learning Disability; SLI = Speech and Language Impairment

with other disability categories or had multiple disability
categories.

IEP Process

When asked about their level of agreement regarding
whether educators had used the allotted time wisely
during IEP meetings, parents expressed disagreement
(M = 1.9; SD = 1.3). However, parents reporting on the

meetings of the 2nd and third child(ren) expressed neither
agreement nor disagreement (See Table 3). Parents were
overall neutral in their agreement regarding whether IEP
teams allotted sufficient time for parental input during
IEP meetings. Similarly, parents reported a neutral level of
agreement regarding their role as equal decision makers in
IEP meetings (M = 2.0; SD = 1.3). Parents also expressed
neutral agreement that their input influenced the outcomes
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Table 3
Parental Satisfaction with IEP Process and Implementation

Child 1 Child 2 Child 3 Total
(n=38) (n=9) (n=4) (n=40)
M SD M SD M SD M SD

Indicate Level of Satisfaction with
Instructional Strategies in IEP *
Level of Communication between home and IEP team *
Role taken by district administration *

15 14 17 12 15 10 15 13
17 13 11 11 20 18 16 13
1.5 12 17 10 18 13 16 1.2

Indicate the level of agreement with
I am happy with the educational programming in IEP
Child’s reading progress as a result of IEP decisions
Trust in school to meet child's literacy needs ®
Educators used allotted time wisely in IEP meetings ®
I had a positive IEP experience ®
Sufficient time allotted for parent input in IEP meetings®
I was an equal decision-maker during IEP meetings "
I was comfortable in IEP meetings
IEP meetings benefitted my child ®
My input influenced outcomes of IEP meetings®

1.1 14 11 15 23 17 24 13
15 14 14 13 20 14 21 14
9 13 10 13 15 13 17 14
19 14 23 12 20 16 19 15
12 14 14 13 18 13 24 12
24 13 26 12 23 17 24 13
21 15 20 14 23 17 21 14
1.7 14 17 16 20 14 17 14
19 15 20 13 23 17 19 15
1.7 12 21 13 20 14 24 1.2

¢ 0 = Extremely Dissatisfied; 1 = Somewhat Dissatisfied; 2 = Neither satisfied nor dissatisfied; 3 = Satisfied; 4 = Extremely

Dissatisfied

b 0 = Strongly Disagree; 1 = Disagree; 2 Neither agree nor disagree; 3 = Agree; 4 = Strongly Agree

of the IEP meetings (M = 2.4; SD = 1.3). Despite neutral
feelings toward sufficient time and decision-making,
parents expressed disagreement that they felt comfortable
in the IEP meetings (M = 1.6; SD = 1.4). Overall, parents
expressed disagreement that the IEP process was a positive
one (M =1.2; SD =1.3).

IEP Implementation and Outcomes

While parents were neutral in their appraisal of their
participation and input during the meetings, parents
overall expressed disagreement that their child was making
progress in his/her reading as a result of the decisions made
during IEP meetings for their child(ren) (M = 1.5; SD =
1.4). The lack of perceived progress may have been a factor
in parents' reporting of strong disagreement with their
trust in their school to meet the needs of their child(ren)'s
literacy development (M = 0.9; SD = 1.3).

When asked to express their satisfaction with the
literacy instructional strategies identified in the IEP
meeting, parents reported being “somewhat dissatisfied”
(M = 1.5; SD = 1.3). Parents reported being similarly
dissatisfied” with the level of communication of school
staff and service providers regarding IEP services (M = 1.6;
SD = 1.3) and with the role of the district administration in
the IEP process (M = 1.5; SD = 1.2).

Relationship with School Before and After the IEP
Process

Using a 5-point Likert scale (1 = terrible, 5 = excellent),
parents were asked to characterize their relationship with
their child(ren)'s school before and after the IEP process.
Parental responses for all children were combined. Before
parents participated in the evaluation and IEP process,
parents reported their relationship as high “Average” (M =
3.7; SD = 1.2). However, parents reported a decline in their
perception of their relationship with their chil(ren)'s school
to the high end of "\”poor” (M = 2.8; SD = 1.1). A paired
sample t-test conducted revealed a statistically significant
decrease in parents’ perception of their relationship with
their child’s school (#(48) = 5.1, p < .001).

Impact of Child’s Reading Disability on Family
Dynamics and Relationships with Schools

In terms of impact on the family, 47.9% of families
indicated feeling a financial burden, 66.6% experienced
an increase in anxiety, 14.6% reported feeling depressed,
and 20.8% of those surveyed reported marital discord (See
Table 4). Additionally, 14.6% of parents felt the process
caused sibling rivalry, 18.8% reported feeling parental
isolation.

On a more positive note, 35.4% of parents were able to
identify the academic struggles of other child(ren) in the
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Table 4
Family Impact and Supports Sought
Respondents
n %
Parent Activities to Support child(ren)’s Literacy Development

Changed Jobs 8 16.7
Taken on a second job for additional income 4 8.3
Moved closer to my children’s school 1 2.1
Changed Schools 14 29.2
Sought payment from school district for specialized private school 9 18.8
Sought and paid for an independent evaluation at personal expense 32 66.7
Tutoring outside of school 39 81.3

1 time per week 15 313

2 times per week 15 313

3 or more times per week 7 14.6

Impact on Family During Identification and Programing

Marital Discord 10 20.8
Financial Burden 23 47.9
Increased Anxiety 32 66.7
Depression 7 14.6
Sibling Rivalry 7 14.6
Feelings of validation 12 25.0
Parental Isolation from Friends 9 18.8
Relief 15 313
Other 7 14.6

family. In comparison, 25% reported experiencing feelings
of validation, and 31% reported feeling a sense of relief.

Additional Supports Parents Seek Outside School-
Provided Services

The majority of parents, 66.7%, had sought and
paid for an independent evaluation at their expense for
neuropsychological, psycho-educational, speech and
language, occupational therapy, etc. The vast majority,
81.3%, also employed tutoring outside of the school to
support their child’s reading development, with 38.5%
paying for twice-weekly tutoring, 35.9% paying for once-
weekly tutoring, and 17.9% paying for three or more times-
a-week sessions.

To support their child’s education, 58% of participants
indicated changing schools, 38% sought payment from
their school district for private school, 31% had changed
jobs, 15% took on a second job for additional income, and
4% moved closer to their child(ren)'s school.

Discussion

This study revealed significant insights into the
experiences of parents with children who have reading
disabilities. Although most parents identified concerns

about their child's reading development before or during
the early elementary years, early intervention services
were provided to only a limited number of children.
While parents' requests for school evaluations were
largely granted, they reported being dissatisfied that the
assessments used did not adequately capture their child's
reading ability. IEPs were primarily initiated in early
elementary grades, with the majority beginning in second
grade, and most children were classified with SLD. Parents
reported negative perceptions of the IEP process overall,
expressing discomfort during meetings despite adequate
time allocation and concerns that their input did not
meaningfully influence decision-making.

Although parents acknowledged some benefits from
the IEPs, they expressed dissatisfaction with instructional
strategies and perceived a lack of progress. The study also
found a significant decline in parents' relationships with
schools after the IEP process, coupled with a lack of trust
in the school's ability to meet their child's literacy needs.
Many parents, likely due to their higher socioeconomic
status, sought independent evaluations and tutoring.
Lastly, the majority of parents reported increased financial
burden and anxiety, with over half changing schools to
support their child's learning needs better.
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A Taxing Journey

Parents of children with reading disabilities face a
challenging and often frustrating journey in securing
appropriate support for their children. The discrepancy
model for identifying learning disabilities remains
widely used, despite recognized limitations, which
contribute to identification delays (Lopes et al., 2020).
This model typically postpones identification until third
or fourth grade, creating conditions where students
must demonstrate failure before receiving interventions
(Reynolds & Shaywitz, 2009). A recent survey of special
educators found that it takes an average of 13.5 months
for a student flagged with reading difficulties to receive
changes to their educational plan (Al Dahhan et al, 2021).
This delayed identification results in lost time and missed
opportunities for early intervention, which is known to be
the most effective period for remediation. Our findings
support other research that parents report challenges at
each stage of the identification, evaluation, and educational
programming process, resulting in delayed diagnosis and
service provision.

This study's findings underscore the crucial role of
parental involvement in enhancing outcomes for students
with disabilities. This aligns with previous research
indicating that parents of children with disabilities
experience greater burdens compared to those of children
without disabilities (Werner et al., 2022). However, this
involvement comes at a considerable cost to families.
Parents reported increased financial burdens and anxiety as
they navigated the complex landscape of support services
despite support from a community-based nonprofit
organization.

The Cost of Lost Trust

The degradation of parents' perception of the
relationship with their children's school(s) following the
IEP process and the limited trust they had in the school
to meet the needs of their child's literacy development is
a significant concern. Effective parent/school partnerships
have been established as crucial for student success. Low
levels of trust and weak relationships can lead to decreased
parental involvement in their child's education, reduced
information sharing between parents and teachers, and
missed opportunities for coordinated support between
home and school (Toren, 2025). Furthermore, positive
relationships between families and schools have been
demonstrated to reduce requests for legal avenues to settle
disputes (Feinberg et al., 2002).

The Myth of Well-Resourced Districts
Higher SES levels have been reported to serve as a
protective factor against negative academic and emotional

outcomes associated with difficulties and delays in reading
acquisition (Catts & Petscher, 2022). Federal legislation
requires the provision of evidence-based instruction to
all students, including those with disabilities. However,
as this study and others have demonstrated, even with the
availability of various forms of financial, navigational, and
social capital, parents of students with reading difficulties
experience a range of financial and relational hardships
while seeking and providing effective educational
supports for their child. Families' efforts to locate and/
or design activities to support their children's reading
needs further highlight the pervasive impact of reading
disabilities on family life. The provision of evidence-based
reading instruction is heavily dependent on parental
advocacy, which is influenced by social class and access to
resources and capital. The reliance of this advocacy reveals
a significant myth: that schools independently ensure
equitable, evidence-based instruction for all students.

This study builds upon Silverstein (2015), which
suggests that while identification often leads to special
education services, parents frequently report difficulties
in initiating effective educational programming,
necessitating their increased involvement and advocacy.
As indicated in this study and others (Rosetti, 2021), when
institutional supports are considered inadequate, parents
turn to external resources to address their children's
reading disabilities. Parents frequently resorted to seeking
expensive independent evaluations, specialized private
tutoring and/or reading programs, and educational
technology, as well as additional therapies such as speech
and language services and occupational therapy to support
their children's literacy development. These interventions
can be costly, with many families reporting significant out-
of-pocket expenses.

Furthermore, research has shown that increased
parental involvement and advocacy in high SES districts
result in an increase of due process cases by thirteen times
compared to lower SES districts, where parents may not
have access to forms of capital to support disputes with
their child's school (Chambers et al., 2003). However, while
these parents may be better positioned, research indicates
that parents who engage in higher levels of advocacy
report increased negative experiences with schools
refusing services, acting disingenuously, lacking trained
personnel, and communicating poorly (Burke & Hodapp,
2016). Concerningly, while the procedural safeguards put
in place under the IDEA may have been well-intended, the
outcome has not resulted in establishing the intended legal
precedent (Phillips, 2008). The prohibitive cost of pursuing
disputes through the various levels prevents many parents
from considering this as a viable avenue. Furthermore, the
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outcomes of due process hearings largely favor districts
(Blackwell & Blackwell, 2015; Chambers et al., 2003). As
a result, parents' efforts to engage in advocacy and hold
schools accountable are often unsuccessful and rarely result
in changes that would impact (as evidenced by improved
reading instruction) the broader school community.

Heredity of Reading Disability

Parents possess unique and specialized expert
knowledge of their children, and their input should be
valued. When parents express concern over their child's
language and literacy development, their assessments
are often accurate, indicating that students require more
intensive support than currently provided (Odegard et al.,
2021).

Reading difficulties and disabilities are highly heritable
(Christopher et al., 2016). When schools are engaging with
parents who express concerns about their child's reading
acquisition and development, it would be advantageous
to consider the risk of reading difficulties for other
children in the family. Furthermore, school professionals
should exercise additional caution in the notification and
presentation of evaluations and educational planning for
their child, given that the parent may also have reading
difficulties that could impede their ability to read and
understand the paperwork required in the special
education identification and educational planning process.

Implications and Recommendations Moving
Forward

This disparity in access to resources highlights a
significant equity issue in special education. The reliance on
parents to supplement school-based services with private
resources creates a system where children from families
with greater financial means are more likely to receive
comprehensive support for their reading disabilities.
Furthermore, as indicated by this study and others, despite
parents reporting awareness of potential literacy concerns
well before kindergarten, only a limited number of
students receive early intervention services; furthermore,
most do not receive an IEP until second grade or beyond.
This delayed identification has been reported to limit
the timeline and effectiveness of remediation outcomes
(Ozernov-Palchik & Gaab, 2016).

Over-Reliance on Families Providing External
Supports

While there is an evident and egregious equity concern
in this model, additional concerns may be present that are
often overlooked. Given that resourced parents will likely
resort to supplementing school-based supports, it may
provide an opportunity for schools to neglect evaluating

the success of their current programming and adjust it
to meet the needs of their student population. While
MTSS frameworks have been identified as a means to
improve core curriculum, instruction, and intervention
efforts (Murdoch et al., 2024), effective implementation
of these frameworks continues to be complicated and
fraught with difficulties (Foreman & Crystal, 2015). The
difficulty in successfully implementing these frameworks
may necessitate the use of translational science to advance
methodologies and processes within education.

Early Screening and Effective Evidence-Aligned
Literacy Curricula and Systems

Recently, legislation mandating early language and/or
literacy screeners has increased across the nation (Neuman
et al., 2023). While this is encouraging, schools need to be
able to operationalize this data to improve educational
outcomes for all students, regardless of socioeconomic
or disability status. As students progress through their
educational careers (even from first to fourth grade),
narrowing the gap between poor readers and proficient
readers becomes increasingly challenging (McNamara
et al., 2011). While screening is important, operational,
multitiered systems of support will mitigate overtaxed
special education caseloads, as this requires the provision
of a comprehensive and evidence-based general education
curriculum, paired with aligned interventions of increasing
intensity. While false positives will inherently be an ongoing
issue for continual improvement, preventive educational
interventions, like preventive medical interventions, are
assumed to be less expensive, both financially and in terms
of the child's emotional health and well-being.

Kim and Zagata (2024) recommend three principles to
guide the provision of integrated and effective reading and
writing instruction that include (a) leveraging assessment
data in reading and writing to inform effective integrated
instruction; (b) ensuring the development of lower-order
skills while also supporting the development of higher-
order skills; and (c) making reading-writing connections
visible.

Supporting Families

The pattern of families seeking additional supports
outside school systems indicates that districts should
consider  collaborative  partnerships with  parent
organizations. These collaborations can help address
individual disputes and ensure that schools respond to
the needs of their student population based on assessment
data and parent concerns regarding language and literacy
development. Research indicates that schools should
support parents through collaborative approaches
involving home, school, and community settings (Dreyer,
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2015). Parents face emotional challenges and assume
multiple roles to support their children (DuPlessis, 2012;
Dipeolu et al., 2014), and their support has a significant
impacton students' reading abilities and psychological well-
being. Schools can support parents by providing literacy
assessments, learning centers, and psychological services
(Nichols, 2000), as well as offering emotional support,
sibling support, and resources for stress management.
Additionally, schools should help parents access
community support services and promote educational
advocacy. A systemic model of collaboration among home,
school, and community is crucial for supporting children
with reading disabilities (Dipeolu et al., 2014).

Limitations

This study has several important limitations that
should be taken into consideration. The participant sample
was not representative, consisting primarily of well-
educated, higher-income parents who sought external
support, which likely skewed the data and limited its
generalizability. Participants’ self-selection and potential
dissatisfaction with school services may have influenced
their perspectives. The study focuses solely on parental views
without incorporating educator perspectives, resulting in a
one-sided approach. The analysis highlighted the need for
greater detail about specific school-based assessments that
confirmed parental concerns regarding children's reading
development. While this study contributes valuable
insights into parental experiences with reading difficulties,
caution is warranted in generalizing these pilot findings.
Future investigations should include broader samples and
multiple perspectives to enhance understanding of support
systems for students with reading challenges.
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Twice Othered: Results of a Latent Content Analysis Exploring
Cultural Responsiveness and Learning Disabilities

Eric Shyman

Culturally and Linguistically Diverse (CLD) students with Specific Learning Disabilities (SLD) are overrepresented
in the school population but often receive inconsistent and culturally irrelevant instruction. This paper reports on the
results of a latent content analysis of extant literature to provide four main themes that can be used to better organize,
design, and implement culturally responsive instruction and research for CLD students with SLD. An exhaustive liter-
ature review and latent content analysis was conducted on the extant literature involving CLD students with SLD. Four
major themes were identified from the latent content analysis: (a) the need for a broader concept of culture, (b) general
adoption of a deficit-based perspective, (c) unfair and unrepresentative standards and assessments, and (d) need for
increased professional development for teachers.
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Introduction

A Rapidly Changing Demographic

Itis clear by virtually all measures that the demographic
of American schoolchildren is increasingly diversifying,
especially along ethnic and linguistic lines (Kelly et al., 2023;
NCES, 2022; Wei et al., 2022). White children maintain
the highest representation in American public schools
by a thin margin, though representation of other ethnic
groups, especially Hispanic children, is rapidly increasing.
These “non-White” schoolchildren have commonly come
to be referred to as Culturally and Linguistically Diverse
(CLD) both in the literature as well as in practice (Biagas
et al., 2024; IRIS, 2025; Juarez et al., 2024). According to
the National Center for Education Statistics (NCES), of the
49.4 million children attending American public schools as
of Fall 2020, 22.6 million children (46%) were White, 13.8
million (28%) were Hispanic, 7.5 million (15%) were Black,
and fewer than one million children (11%) consisted of
Native American Indian, Asian-American, Pacific Islander,
mixed race, or unidentified. Compared with earlier findings
from NCES (2013), these data demonstrate a decrease

in White and Black children of 8% and 2% respectively,
and an increase of 6% among Hispanic children, which
are commensurate with other findings (Kelly et al., 2023;
Kieran & Anderson, 2019; NCES, 2022).

English Language Learners (ELLs) are also an
increasingly represented demographic among American
schoolchildren. ELLs are typically defined as children
whose primarily language is not English, or who come
from homes in which English is not the primary language
spoken regardless of their country of birth, therefore
necessitating some level of English language instruction
and/or intervention (IRISCenter, 2025; Piazza et al., 2015;
Premo et al., 2023). The percentage of ELL schoolchildren
in the Fall of 2021 was estimated at 5.3 million, or 10.6% of
students in US public schools, an increase of approximately
600,000 students since the Fall of 2010 (NCES, 2024; Wei et
al., 2022). Of those 5.3 million children, just over 4 million
are speakers of Spanish (USDOE, 2021).

In addition to race and ethnicity, the demographic
of American schoolchildren is also consistently changing
in terms of disability classification (Davison et al,
2024; Young, 2021; Zablotsky et al., 2019). Children
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classified as having Specific Learning Disabilities
(SLD) have historically comprised the largest group of
individuals who receive federally legislated academic
and instructional support through the Individuals with
Disabilities Education Act (IDEA), at times making up
nearly 50% of classified students (Grigorenko et al., 2020).
However, conceptualization and identification of SLD
remains one of the most debated concepts within special
education discourse (Georgan et al., 2023; Maki & Adams,
2018). One widely cited conceptualization of Learning
Disabilities is offered by the National Joint Commission
on Learning Disabilities (NJCLD) as “...a heterogeneous
group of disorders manifested by significant difficulties
in the acquisition and use of listening, speaking, reading,
writing, reasoning, or mathematical abilities” (NJCLD,
2016, as cited by Wei et al., 2022, p. 2). This definition is
often preferred to that offered by the Individualization with
Disabilities Education Improvement Act (IDEIA, 2004) as
it is criticized for being verbose and convoluted.

Representation of CLD students in the special
education population further complicates this discussion
due to the difficulty of pinpointing whether issues with
their academic performance stem from their learning
disabilities or from culturally irrelevant or language
insensitive instructional assessment, materials and
methods. One important result of this problem is the
disproportional representation of CLD students classified
as having Specific Learning Disabilities, especially among
ELLs (Bal, 2018; Biagas et al., 2023; Castro-Villareal, 2016;
Ford et al, 2014; Kelly et al., 2023; Rodriguez & Rodriguez,
2017; Wei et al., 2022). Though research indicates that
disproportional representation of CLD students can be
detected across disability classifications, statistics suggest
that 37% of students in the US receiving special education
services are classified with a Learning Disability (LD), yet
47% of ELLs receiving special education services were
represented in the LD category, as opposed to 36% of native
speakers (Wei et al., 2022). Similar findings confirming
disproportionality of CLD students classified as SLD are
suggested in multiple reports (Biagas et al., 2024; Freeman-
Green et al., 2021; Juarez et al., 2023; Kelly et al., 2023).
Despite the likelihood that CLD students with SLD may be
receiving some academic intervention, it is unclear if and
how the nature of the intervention considers their culture,
language, and/or disability.

Culturally Responsive Pedagogy

Ladson-Billings (1995) coined the term Culturally
Responsive Pedagogy (CRP), defining it as a constructivist
orientation that empowers students intellectually, socially,
emotionally, and politically by including relevant cultural
referents in the curriculum to impact knowledge, skills,

and attitudes of CLD students. Gay (2010) expands on
the definition by suggesting that CRP is the process of ..
using the cultural knowledge, prior experiences, frames
of reference, and performance styles of ethnically diverse
students to make learning encounters more relevant to and
effective for them” (p. 31).

CRP obligates the teacher to develop an understanding
of the cultural basis of behaviors and modes of
communication of their CLD students and devise modes
of instruction, assessment and classroom management
strategies based on these considerations. This process
is especially important when there is a cultural and/or
linguistic mismatch between the teacher and the students,
as evidence suggests there will likely be (NCES, 2022).
Without such understanding, students’ failure to exhibit
the dominant culture’s expected behaviors are likely to be
seen as transgressions resulting from social deficiency and
leading to disciplinary action despite being, more aptly, a
product of differences in social norms and expectations.
This tendency is evidenced by the disproportionate
punishment of CLD students for comparable behaviors is
well-noted in the research (Bal, 2018; Fallon et al., 2022;
Hines et al., 2018; Skiba et al., 2011).

The disproportionality involving the current
demographics of the American student body as compared
to the personnel of schools increases the urgency of CRP.
Whereas CLD students represent roughly half of the student
body, school personnel at all levels are overwhelmingly
White. According to the School Superintendents
Association (2023), 89% of superintendents are White, 4%
are Black, and 3% are Hispanic. According to the National
Center for Education Statistics (NCES, 2022) 77% of
principals are White, 10% are Black, and 9% are Hispanic.
According to the same data source, 80% of teachers are
White, 6% are Black, and 9% are Hispanic. Many scholars
interpret findings representing cultural mismatch between
students and educational personnel as an important factor
in maintaining implicit deficit-based cultural messages as
well as potentially affecting teachers’ sense of self-efficacy
in implementing culturally responsive practices (Greenlees
etal., 2024; Moore et al., 2021). These findings demonstrate
the commonality of a cultural mismatch between school
personnel and the student body, creating the potential for
dominant cultural norms to be preserved to the detriment
of CLD students.

The Current Problem

Effectively addressing the instructional needs of CLD
students with SLD is the main problem addressed in this
paper. Though there are empirical studies emerging that
systematically explore the relationship between CRP and
CLD students with SLD (Biagas et al., 2024; Freeman-
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Green et al, 2021; Kelly et al, 2023), there remains a
shortage of sound theoretical articles on the topic. A
possible explanation for this shortage is the disorganized
and fragmented theoretical framework that exists on the
topic. A latent content analysis (Kleinheskel et al., 2020)
of the extant literature can therefore contribute to a better
organized framework from which further scholarship can
be developed.

Method

I conducted a literature search through academic
databases accessed through a university library system.
Search terms including “Cultural Responsiveness,’
“Culturally Responsive Teaching,” “Learning Disabilities,”
“Specific Learning Disabilities,” and “Response to
Intervention” were entered using a multiple database
search including ERIC via EBSCO, Academic Search Elite,
OmniFile Full Text, Professional Development Collection,
APA PsycArticles, and APA Psyclnfo, and limited to peer-
reviewed articles published from 2011 or later and written
by researchers practicing at US-based universities and/or
writing about the US schooling context. To maximize the
number of relevant articles, the search was filtered to locate
the search termsinall text ofanarticle (e.g., “TX” asalimiter
in ERIC via EBSCO with multiple databases selected). Peer-
reviewed articles published in English were used as the unit
of analysis because such articles represent the major means
of academic communication within and between research
communities in the United States. Articles reporting results
of specific interventions and/or philosophical explorations
were included in the original sample. Articles investigating
college or university-based preservice teacher preparation
or formal diagnosis of learning disabilities among CLD
children were not included. Only articles with full text
accessibility were included in the final sample. I deemed
the search exhaustive when no additional articles that fit
the search criteria could be located by any of the databases
used, leaving a total of 24 articles. A detailed explanation of
the literature review process can be found in Table 1, which
illustrates the criteria for the exhaustive literature review.

I then categorized articles as either empirical articles or
theoretical articles. Theoretical articles were conceptualized
as works delineating theoretical frameworks and/or
commentaries on cultural responsiveness among CLD
students with Learning Disabilities. Empirical articles were
conceptualized as articles reporting results of systematic
research studies directly investigating the effectiveness of
CRP methods for CLD children with Learning Disabilities
in a classroom setting. Out of the 24 articles represented
in the final sample, 21% (6 articles) were categorized as
empirical, addressing interventions for either academic

or social/behavioral skills and 79% (18 articles) were
categorized as theoretical. The 6 empirical articles were
eliminated from the final sample as the focus of the current
analysis was to inform a theoretical framework.

A latent content analysis of the 18 theoretical articles
in the final sample was employed to determine evidence
for textual patterns or thematic constructs. First, general
patterns and constructs were identified. These patterns and
constructs were then revised for parsimony over multiple
iterations by the author using a color-coding process to
identify themes. The analytic iterations were repeated until
the author determined that the patterns represented single
units of meaning that could be categorized as separate
themes (Kleinheskel et al., 2020). Table 2 illustrates the
final list of theoretical articles that were included in the
literature review and corresponding themes.

Before I present the findings, and in the spirit of
self-reflection, I acknowledge my standpoint as a White,
heterosexual American male without lived experience
as a CLD student. I acknowledge that my positionality
influenced this research project to some extent, though I
have made every attempt to bracket my preconceptions
and assumptions as much as possible in the data analysis
(Davis, 2018).

Trustworthiness was addressed in the analysis of
the data. Credibility was considered by relying only on
peer-reviewed articles from reputable journals. “Peer
reviewed” was chosen as a limiter in the initial search as
well as confirmed directly once the article was accessed.
Additionally, triangulation and transferability were
employed to the greatest extent possible by using as many
reliable databases available, as well as reviewing articles
from all available related fields (such as psychology,
speech and communication, etc.). Dependability was
maximized through careful tracking of analysis sessions.
Confirmability was maximized through consistent
attempts at bracketing, as well as persistent self-reflection
on positionality (Ahmed, 2024).

Two main research questions were formulated:

RQI: What are the major themes represented in
the extant theoretical literature investigating Culturally
Responsive Pedagogy for culturally and linguistically
diverse children with Learning Disabilities?

RQ2: How can these themes be used to increase and
advance research?

Results

Major Themes of Articles Exploring CLD and SLD
in the Extant Research

A content analysis of the 18 theoretical articles was
implemented and four main themes were determined.
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Table 1
Literature Review Selection Criteria
Criteria Inclusion Exclusion Rationale
1. Publication Peer-reviewed articles | Non-peer-reviewed Selection of only
Quality articles articles with
scholastic integrity
and rigor
Articles written in
2. Publication English Articles not written in | English is the primary
language English or translated | language of research
3. to English conducted in the US
Articles available as Full-text articles
4. Publication full-text only Summarized articles; | allow more detailed
length Abstract only content analysis
Peer-reviewed Articles that appear
5. Publication journals that publish | Articles from non- in peer-reviewed
type empirical and peer-reviewed publications and have
conceptual articles newspapers, a systematic peer-
magazines, review process are
conference accepted within the
proceedings and/or scientific community
internet publications
Papers addressing Papers limited to the
6. Publication students considered | Papers addressing particular scope of
scope Culturally and teacher preparation intervention and/or
Linguistically Diverse | and/or diagnostic or | philosophical
(CLD) as well as classification methods | exploration allow for
having a Specific more specific content
Learning Disability, analysis
with research conduct
within the US

Note: This table illustrates the selection criteria for the exhaustive literature review including rationales as to
what particular articles were included and excluded and a rationale for each type of decision. The criteria
include Publication Quality, Publication Language, Publication Length, Publication Type, and Publication

Scope.

The four themes were: (a) the need for a broader concept
of culture; (b) general adoption of a deficit-based
perspective; (c) unfair and unrepresentative standards
and assessments; and (d) need for increased professional
development for teachers.

Need for a Broader Concept of Culture

In general, the context of a broader concept of culture
criticized the typical use of racial and/or ethnic identifiers
as the main basis for determining cultural diversity.
Specific identifiers are a necessary component of diversity,
however, multiple authors emphasized the need to include
sociocultural and sociopolitical historical practices as
part of the definition of cultural and linguistic diversity
(Artiles, 2015; Bal, 2018; Cramer et al., 2014; Dennis et al.,

2022; Hernandez Finch, 2012; Hoover et al., 2018; Kieran
& Anderson, 2019; Trainor & Robertson, 2022; Utley et al.,
2011).

One suggestion by Piazza et al. (2015) is replacing
the term culturally and linguistically diverse (CLD)
with socioculturally diverse students, signified as those
who come from groups that have been traditionally
marginalized based on sociocultural factors such as race,
ethnicity, gender, and poverty. In this light Artiles (2015)
suggests “the construct of culture transcends population
traits and it has deep connections to views of learning...
culture contributes to the construction of difference
[italics in original] across contexts...categorical alignment
erases historical nuance and baggage, complexity and
the longstanding interweavings of [cultures]..” (pp.
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Table 2

Alignment of Themes with Articles

Article

Need for a Broad
Concept of
Culture

General
Adoption of a
Deficit-Based

Perspective

Unfair and
Unrepresentative
Standards and
Assessments

Need for
Increased
Professional
Development

Artiles (2015)

v
Bal (2018) v

Castro-Villareal (2016)

Cavendish et al. (2016)

Cramer et al. (2014) v

Cramer (2015)

CKKKKKKK

Ford et al. (2014)

Hernandez Finch (2012)

K

Hoover et al. (2018)

CKK
<

Kieran & Anderson
(2019)

O’Keefe & Medina (2016)

Orosco & O’Connor
(2014)

K

Piazza et al. (2015)

<

Sciuchetti (2017)

CKP SR S KK

<
R

Trainor & Robertson
(2022)

<

Utley et al. (2011)

<

Vincent et al. (2011) v

R

Wei et al. (2022)

v

**Note: Table 2 indicates only the articles categorized as theoretical

Caption: This table indicates the final list of theoretical articles that were included in the literature review and used in the latent content analysis.
The four themes include Need for a Broad Concept of Culture, General Adoption of a Deficit-Based Perspective, Unfair and Unrepresentative
Standards and Assessments, and Need for Increased Professional Development.

2-3). Another example is offered by Hoover et al. (2018)
states “though the literature includes many definitions of
and explanations about CLR instruction, most value the
features [italics added] of diverse students’ backgrounds,
heritages, and ways of learning” (p. 14). Finally, Trainor
and Robertson (2022) contend that “a focus on the literal
meaning of diversity can be problematic, particularly when
the construct of equity remains hidden or underdeveloped
in the contexts of research. Disparate outcomes across
diverse groups of students flag unequal and deeply seeded
issues of status and power. The historical, social, and
political realities that make CLD students vulnerable to
unequitable educational opportunity have multiple sources
that intersect...” (p. 48).

General Adoption of a Deficit-Based Perspective

The idea of contextualizing the experiences of CLD
students in terms of a deficit-based perspective is a
systematic issue that grows directly out of the dominant
cultural narrative, which pervades educational practice as
well as educational research. The deficit-based perspective
characterizes the academic and behavioral performance
of CLD students as being inferior to White students and
locates the evidence for improvement in more equal
outcomes on evaluative measures without regarding the
place of cultural bias of curriculum and assessment itself.
Even amongst researchers that aim to address educational
and/or behavioral “gaps” between White and CLD
students, proposed frameworks often employ a deficit-
based perspective, seeking to “equalize” performance
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on culturally biased evaluations and outcomes (Castro-
Villareal et al., 2016; Driver & Powell, 2017; Kelly et al.,
2023; Utley et al., 2011).

Using the White Eurocentric experience as the
“standard” or “norm-reference” for classroom-based
assessments essentially ensures that the context of
ethnocentrism is preserved in the curriculum and related
assessments, increasing the likelihood that CLD students
will perform incomparably. This theme is made apparent
in multiple ways in the extant literature (Artiles, 2015;
Bal, 2018; Castro-Villareal, 2016; Cavendish et al., 2016;
Cramer et al., 2014; Cramer, 2015; Ford et al., 2014; Kieran
& Anderson, 2019; Sciuchetti, 2017; Trainor & Robertson,
2022; Vincent et al., 2011).

Cramer etal. (2014) state “personal factors such as race/
ethnicity, socioeconomic status, ability/disability, language
proficiency, engagement in school, and student behavior
have continually been used to explain poor academic
performance...Students who internalize negative views of
their group could experience lower than average academic
performance. Group identification also may be linked to
disengagement in other ways” (pp. 112-114). Similarly,
Sciuchetti (2017) suggests “..teachers’ referral decisions
for students from CLD backgrounds may be influenced
by their perceived efficacy and deficit-based thinking and
views. This often occurs in the form of lower expectations
for students from backgrounds that do not fit traditional
school contexts” (pp. 1247-1248).

This category is further divided into two subcategories
that are related but distinct enough to warrant their own
analysis. The first subcategory is the disproportionate
representation of CLD students in special education
classifications resulting in the disproportionate use of
punitive based intervention systems (Bal, 2018; Castro-
Villareal, 2016; Ford et al., 2014; Kieran & Anderson, 2019;
Sciuchetti, 2017; Trainor & Robertson, 2022; Vincent et al.,
2011).

Disproportionate representation of CLD students
in special education classifications. Disproportionate
representation refers to the idea that students of a particular
identifier (in this case CLD) are represented in a higher
proportion than a comparative identifier (in this case
White) (Bal, 2018; Skiba, 2011). This disproportionality
may be interpreted as evidencing the perpetuation of a
Eurocentric view of academic performance and assessment.
Villareal (2016) suggests “disproportionate representation
of culturally and linguistically diverse youths in special
education is considered one of the most critical issues in
the US public school system. Social justice advocates and
policy experts are beginning to take note of the unintended
impacts that federal policies are having on special
education referral and eligibility determination...”(p. 11).

Bal (2018) claims “in the United States, youth from racially
minoritized communities—especially African-American,
Native American, and Latino—disproportionately receive
exclusionary school discipline more severely and frequently
for less objective reasons such as disrespect, dress code
violations, and excessive noise...” (p. 1).

Racialization of behaviors. Evidence cites that CLD
students disproportionately receive intervention for their
behavioral challenges rather than their learning challenges
(Bal, 2018; Fallon et al., 2022; Hines et al., 2018; Skiba et
al., 2011). Vincent et al. (2011) suggests, “disproportionate
discipline outcomes for students from culturally and
linguistically diverse backgrounds, especially students
from African-American backgrounds, are a widely
documented and well-known reality of the US public
school system...compared to White students, African
American students are disciplined at a disproportionate
rate, repeatedly, and more severely...Latino students tend
to be underrepresented among students who are referred
to the office in elementary school but are suspended at a
disproportionately higher rate compared to White students
in secondary school” (p. 219).

Unfair and Unrepresentative Standards and
Assessments

The hallmark of all the legislative efforts of the 21st
century was the centrality of evidence and accountability.
Despite the importance of evidence-based practices as a
component to educational research before No Child Left
Behind (2001), this terminology became commonplace
in virtually all subsequent educational practice and
legislative initiatives. Significant examples included
the reauthorization of the Individuals with Disabilities
Education Improvement Act (IDEIA, 2004) and Every
Student Succeeds Act (ESSA, 2015), as well as the most
sweeping public school federal funding initiative Race to
the Top, implemented as part of the American Recovery
and Reinvestment Act (2009).

Although the purported impetus for these enhanced
accountability efforts was to target the racial and ethnic-
based achievement gap and ensure that all students,
especially those who were considered perpetually
“underperforming,”  were  receiving  high-quality
educational methods, a concerning byproduct was the
reinforcement of dominant cultural ideologies which
were engrained in both the curricular and assessment
initiatives that came with it. Instead of earnestly addressing
the achievement gap from a sociocultural perspective,
these purportedly “cutting-edge” curricular ideas and
materials only deepened the gap by failing to consider the
role that cultural responsiveness plays in acquisition and
assessment of skills. These cultural discrepancies were

Learning Disabilities: A Multidisciplinary Journal 20

2025, Volume 30, Number 2



Shyman

observed most notably in inequitable referral practices,
disconnect between standardized assessments and cultural
norms, and inattention to culturally relevant terms, all of
which disproportionately affected CLD students (Ford et
al., 2014; Hernandez Finch, 2012; O’Keefe & Medina, 2016;
Orosco & O’Connor, 2014; Utley et al., 2011). Though this
idea was alluded to in the previous theme, it warrants its
own outline of evidence.

Ford et al. (2014) suggests “in the United States,
there continues to be an emphasis on norm-referenced
standardized tests which may be culturally and socially
biased and often do not accurately assess the abilities
of CLD students” (p. 57). Further supporting this idea,
Orosco and O’Connor (2014) state “although [diverse
students] bring a wealth of social capital in the classroom,
these students are often faced with (a) limited working
knowledge of the dominant culture, (b) instructional
approaches that mirror a dominant society’s practices and
perspectives, (c) the lack of affirmation and uses of these
students’ rich cultural and linguistic capital in materials
and reading passages, and (d) their teachers’ limited
knowledge of culturally responsive practices and skills
in drawing this knowledge out” (p. 516). Finally, O’Keefe
and Medina (2016) claim “Eurocentric teaching styles,
which rely heavily on narrowed curriculum and exam-
based instruction are used more commonly than culturally
responsive teaching techniques that foster multicultural
strength-based approaches where all students are included
and expected to achieve” (p. 73).

Need for Increased Culture-Based Professional
Development

A pressing issue evident in educational practice and
preserved in many educational policies is the cultural
disconnect between educational personnel, including
administration and teaching staff, and the student body
which they serve in public school contexts (NSA, 2023;
NCES, 2022). This disconnect perpetuates the Eurocentric
norm for both behavior and academic achievement and
creates challenges for implementing culturally responsive
pedagogical methods for teachers who do not match their
students’ cultures (Greenleafs et al., 2024; Moore et al,,
2021; O’Keefe & Medina, 2016). As the aforementioned
statistics demonstrate, while roughly half of the students in
American public schools are not White, the vast majority
of the administration and educational personnel are
White (NCES, 2022, SSA, 2023). Such cultural disconnect
can simultaneously preserve the culturally dominant
perspectives and practices, both tacitly and explicitly, thus
marginalizing those of the other cultures represented in
the community.

Because the influence that culture plays on people’s
thoughts, beliefs, and behaviors can be both highly complex
as well as tacit, this topic deserves attention in both research
and practice that falls beyond the scope of this project, the
overall themes as they are expressed and conceptualized
in the extant literature will be related. In this vein, the
extant theoretical literature is heavily indicative of the idea
that increased availability of professional development
for teachers, specifically programs that focus on allowing
teachers to examine their own cultures as well as their tacit
beliefs and biases about other cultures, are necessary (Ford
et al., 2014; Hernandez Finch, 2012; Kieran & Anderson,
2019; O’Keefe & Medina, 2016; Orosco & O’Connor, 2014;
Piazza et al, 2015; Sciuchetti, 2017; Utley et al., 2011;
Vincent et al., 2011; Wei et al., 2022).

Hernandez Finch (2012) state “an intentionally
culturally responsive educational system must be built to
include intensive professional development on culturally
responsive effective practices that go beyond cultural
appreciation activities....Teachers and psychologists
must examine their own views and practices around
issues of social justice, race, and students from disparate
backgrounds” (p. 287). Further supporting this finding,
Orosco and O’Connor (2014) suggest “many teachers,
who are largely middle-class European American, often
enter the teaching profession with racial, ethnic, and
class prejudices of which they are unaware. Prevalent
among them are the stereotypical beliefs of CLD students,
cultural dissonance and negative perceptions of home
environments, which influence their decision making”
(p. 58). Finally, Kieran and Anderson (2019) contend
“awareness...includes the teacher’s knowledge of their
[own] personal cultural experiences, perspectives, and
biases....The goal of this awareness is to recognize systemic
oppression and understanding one’s role in changing these
patterns to promote social justice and systems change” (p.
1208).

Discussion

The current study culled articles published between
2011 and 2022 addressing Culturally Responsive Pedagogy
and Learning Disabilities to determine trends and themes.
Of the 24 articles, 6 included empirical studies of CRP
methods for CLD children with Learning Disabilities. The
finding that there is a dearth of empirical studies addressing
cultural responsiveness and Learning Disabilities is
consistent with other findings in the literature (Lavin
et al., 2020; Lei et al., 2020; Orosco & O’Connor, 2014).
This research project extended current analyses in the
extant literature by investigating themes in theoretical
frameworks. The content analysis identified four major
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themes from the remaining 18 theoretical articles: (a)
the need for a broader concept of culture; (b) general
adoption of a deficit-based perspective; (c) unfair and
unrepresentative standards and assessments; and (d) need
for increased professional development.

Limitations

There are some limitations that must be considered
regarding this content analysis. First, the researcher was
limited to the articles that were available in full-text format
through subscribed services. Though there were additional
articles that could have potentially been included in the
analysis, some remained inaccessible to the various database
subscriptions available. Second, many of the articles did
not distinguish between the needs of various types of CLD
students. That is, the needs of English Language Learners
were not necessarily distinguished from the needs of
Black, native Latinx, Native American or other potential
CLD students. Additionally, it cannot be assumed that the
specific sociocultural experiences are entirely comparable
between students of a like identifier (for example Mexican
versus Colombian students who are considered Hispanic,
or native versus immigrant Black students) or intragroup
differences (i.e., not all Black students have the same
experiences). Assuming experiential similarity based
on identifier would be employing the same misguided
assumption that was criticized in the research itself.

It is also possible that the empirical articles operated
from a theoretical framework as well, and so the distinction
between empirical and theoretical must be considered
with caution. Further analysis of the empirical articles
to determine if and what theoretical framework was
employed in the intervention would be beneficial to a more
comprehensive understanding of the issue.

Finally, as with any qualitative study, the researcher
is operating from a place of bias as well. As King (2017)
suggests:

[researchers do not] check our identities at our
door; rather moral considerations, or the lack
thereof, linked to our identities and interests
are always already shaping our inquiries...it is
a matter of whether we reflexively acknowledge
that fact or not (p. 217).

Implications for Future Research

Research involving content analyses can contribute
to organizing findings between multiple articles and
generating suggestions about which areas of research
appear to be consistently addressed; however, it is not
empirical. Rather, the role of content analyses is best
suited to informing future empirical research and

instructional methodologies about areas of promise in
which more sophisticated investigations and studies
could be useful and beneficial. Three main suggestions
will be provided: (a) theoretical work developing more
precise and socioculturally relevant definitions of cultural
and linguistic diversity, (b) means of assessing student
progress that are sensitive to and inclusive of multiple
means of responding based on cultural differences, and
(c) the designing and implementation of research-based
professional development programs that effectively target
cultural awareness in terms of authentic critical reflection.
See Table 3 for a visual representation of suggestions.
Though these suggestions are being emphasized in this
work, this emphasis is in no way indicative that there are no
other conclusions that can be drawn from the analysis, nor
should they necessarily be regarded as the most important.

Table 3
Suggestions for Future Research

1. Theoretical work developing more precise and
socioculturally relevant definitions of cultural and
linguistic diversity.

2. Means of assessing student progress that are sensitive
to and inclusive of multiple means of responding
based on cultural differences.

3. The designing and implementation of research-based
professional development programs that effectively
target cultural awareness in terms of authentic critical
reflection.

One challenge that was presented in multiple articles
included in the analysis was the lack of precision with which
the term diversity is defined, and that one major problem
was that it is typically defined in legislation and policy from
an “identity” basis (e.g., skin color, language proficiency,
ethnicity, etc.) rather than in terms of sociocultural
marginalization of particular groups. Identity-based
distinctions may be easier to organize categorically but
they fail to capture the greater social processes that lead
to marginalization and therefore maintain the idea that
decreasing an achievement gap is demonstrated by having
CLD children perform more comparably with White
children on norm-referenced assessments that do not
consider cultural responsiveness.

Increasing the sophistication of defining diversity will
not only capture its complexity more accurately but will also
potentially allow for multiple means of measuring student
achievement that are more culturally relevant and reflective
of various engagement styles. A clear trend indicated in the
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literature was the pervasive nature of dominant cultural
ideals in educational materials and assessment practices.
This type of approach preserves the ethnocentric focus of
the White middle-class standard as the “norm,” structuring
success to be systematically distinct from other cultures’
educational paradigms and belief systems. This goes
beyond simply using racial and ethnic names in stories
and math word problems, but broadening visual literacies,
embracing multiple types of responding, engagement,
and communication styles, and utilizing multiple means
of family support that are culturally reflective (such as
recognizing the difference between collectivistic and
individualistic educational behaviors).

Finally, because it has been shown in multiple ways
that the influence of one’s culture can be tacit and difficult
to name, it is essential that schools and teachers are given
the opportunity to engage in training that authentically
allows them to explore intersections between their cultural
belief systems and their teaching practices, especially when
they are inconsistent with their students’ cultures. This
type of professional development must include disarming
the notion of biases and must be critically reflective and
inquiry based. It must also consider the sensitive nature of
the topic and allow teachers to engage and approach these
topics incrementally and in their own time. As such, these
professional development programs must not be sporadic
and piecemeal but must be systematic and developmental
to allow for increasingly deeper reflection on the part of
the teacher.

Implications for Practice

While it is important to ensure that practices
proceeding from research are carefully implemented
within the context of the findings, the current study can
offer some insights for practice in addition to research.
First, because the current study implies that teachers often
defer to addressing students” disabilities rather than their
culture, practitioners can use these findings as a means of
critical reflection as to whether they employ this bias and
implement subsequent changes in their practice if they do.
Second, because appropriate and meaningful professional
development programs are essential to implementing
culturally responsive practices, administrators can use
these findings to seek or design meaningful professional
development opportunities. Third, because evidence
suggests that curriculum-based assessment practices
can be deeply steeped in dominant cultural perspectives,
districts can use these findings as a basis for evaluating
their current assessment practices for elements of cultural
unresponsiveness. Based on the findings, curricular and
assessment practices can be revised. Finally, research is
clear that culturally responsive methods are effective at

increasing CLD students’ socioemotional well-being as well
as their academic performance. Because attention to both
of these matters is essential in any effective curriculum,
culturally responsive practices provide an important and
viable framework.

Conclusion

Although it is clear that much additional research
is needed to better understand the experiences of CLD
students with Specific Learning Disabilities, this content
analysis demonstrates that particular themes are evident
in the extant literature. Identifying and developing these
themes can contribute to a more organized and systematic
approach to empirical and theoretical studies. Developing
a better and broader concept of culture, and by extension
cultural diversity, will allow for a more sophisticated
understanding of CLD students’ experiences, including the
commonality of deficit-based perspectives. The increasing
presence of CLD students as well as the maintenance of
a predominantly White school personnel enhances the
urgency of this research. Once these experiences are
more broadly and deeply understood, designing fairer,
more representative, and more effective methodologies
of instruction, assessment, and professional development
for teachers of CLD students with SLD will be increasingly
achievable.
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Learning Strategies, Motivation, and Test Anxiety among Students with
Specific Learning Disabilities, ADHD, and Typical Comparison

Jiyeon Lee

This study examined relations among learning strategies, academic motivation, and test anxiety in elementary
students with or at risk for specific learning disabilities (SLD), attention-deficit/hyperactivity disorder (ADHD),
co-occurring SLD+ADHD, and students without disabilities. Participants were 89 students in Grades 3-5 from two
public schools. Groups included students with formal diagnoses and students identified as at risk for SLD and/or ADHD.
Learning strategies, academic motivation, and test anxiety were assessed using the School Motivation and Learning
Strategies Inventory (SMALSI). Results of this study indicated that students with SLD+ADHD demonstrated the
greatest difficulties, including note-taking strategies, lower academic motivation, and higher test anxiety compared with
peers. Test anxiety in Grade 5 was associated with academic difficulties (SLD and SLD+ADHD), whereas students with
ADHD showed higher test anxiety particularly in earlier grades. Across the groups, higher test anxiety was significantly
associated with less effective study strategies and lower academic motivation. Findings underscore the need to address
cognitive, metacognitive, and emotional factors concurrently. This study highlights the educational implication that
incorporating cognitive, metacognitive, and emotional supports can enhance academic outcomes for students with or at
risk for SLD and/or ADHD.

Keywords: Learning strategies, academic motivation, test anxiety, at risk, ADHD, specific learning disabilities

Introduction and regulate their learning strategies. Metacognition,
the awareness and control of one's cognitive processes,
is particularly important for these students (Boyle et al.,
2016; Fisher et al., 2022). Research indicates that effective
metacognitive strategies can significantly enhance reading
comprehension and overall academic performance in
students with learning disabilities by helping them monitor
and regulate their learning processes (Chevalier et al.,
2017). For instance, explicit instruction in metacognitive
strategies has been shown to help students with learning
disabilities monitor and regulate their learning processes,
leading to improved academic outcomes (Chevalier et

is crucial for developing comprehensive educational al., 2017). Furthermore, Basile et al. (2021) emphasizes

strategies that cater to the needs of students with SLD the ¥mportance Ott csmmdermg both  cognitive apd
and ADHD emotional factors in interventions for students with

ADHD. It highlights the metacognitive deficits in emotion
recognition and suggests strategies to address these issues,

Students with specific learning disabilities (SLD) and
attention deficit hyperactivity disorder (ADHD) face a
unique set of challenges that significantly impact their
academic performance and social development. These
challenges often manifest as difficulties in cognitive
processing, metacognition, learning strategies, academic
motivation, and emotional regulation. The interplay of
these factors creates a complex educational environment
that requires targeted interventions to support these
students effectively. Understanding the nature of these
challenges and the efficacy of various interventions

Cognitive processing and metacognitive skills are
essential components of effective learning. Students with : :
SLD and ADHD often struggle with these skills, which underscoring the need for comprehensive support that

can hinder their ability to process information efficiently combln?s cognitive and emotional components to enhance
academic outcomes.
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Similarly, students with ADHD benefit from
interventions that focus on improving self-regulation
and executive functions. Self-monitoring techniques can
enhance focus and academic performance by helping them
observe and adjust their behaviors. According to Hartung
et al. (2022), cognitive-behavioral interventions (CBI) are
effective in improving executive function such as planning,
organization, impulse control, and self-regulation among
college students with ADHD.

Learning Strategies and Study Skills for Students
with SLD and ADHD

Developing effective learning and study skills is crucial
for students with SLD and ADHD to manage their learning
challenges and achieve academic success. These skills
encompass various strategies and tools that help students
process information, retain knowledge, and perform well
academically.

Note-Taking Skills

Note-taking is a fundamental study skill that
significantly impacts students' ability to retain and
comprehend information. Students with SLD and ADHD
often struggle with traditional note-taking methods due to
slower processing speeds, handwriting difficulties, short-
term memory, and attention difficulties (Boyle, 2010;
Oefinger & Peverly, 2020). The introduction of assistive
technologies has shown promise in enhancing note-taking
efficiency and comprehension. Studies have demonstrated
that assistive technologies such as smartpens can help
students with disabilities record more comprehensive
notes and improve lecture recall, thereby facilitating better
learning outcomes (Boyle & Joyce, 2021; Joyce & Boyle,
2020). The smartpen technology allows students to record
verbal information and sync it with their handwritten
notes, providing an opportunity to amend and complete
their notes after the lecture. This technology is particularly
beneficial for students with slow processing speeds and
writing difficulties, as it reduces the cognitive load during
note-taking and enhances the quality of their notes. Boyle
and Joyce (2021) found that students with SLD using
smartpens recorded significantly more words in their notes
and recalled more information compared to the control
groups, demonstrating the effectiveness of the assistive
technology in enhancing note taking and recall ability for
students with SLD.

Organization Skills

Students with ADHD, especially those with
inattentive subtype, often exhibit deficits in organization
skills, impacting their ability to plan and prioritize
tasks (LaCount et al., 2018). Interventions that focus on

enhancing planning skills through structured activities
and practical tools can help mitigate these deficits and
improve academic performance (Boyer et al., 2018). For
instance, using graphic organizers can assist students in
visualizing and structuring information, making it easier
to comprehend and retain complex concepts (Englert et
al., 2009). Additionally, providing explicit instruction in
organizational strategies, such as creating to-do lists, setting
deadlines, and breaking tasks into smaller, manageable
steps, can help students with SLD and ADHD develop
better organizational habits and improve their overall
academic performance. Furthermore, implementing a
calendar and to-do list system is essential for helping
college students with ADHD develop organizational skills.
These strategies significantly enhance students' ability to
prioritize tasks and improve academic outcomes (Hartung
et al., 2022).

Test-Taking Skills

Students with ADHD face significant challenges in
academic settings due to difficulties with concentration,
time management, and self-regulation, resulting in
poorer learning and study strategies, including test-taking
skills (Reaser et al., 2007). Additionally, Test anxiety is a
significant factor that might impair the performance of
students with ADHD, particularly on high-stakes exams,
as higher test anxiety is consistently associated with
lower performance on individual tests and standardized
achievement test scores (Lewandowski et al., 2015).
Additionally, providing targeted interventions, such as
strategies for managing test anxiety, improving accuracy,
and effective time management during exams, can help
students with ADHD perform better on tests and achieve
higher academic outcomes (Lewandowski et al., 2015).
These test-taking strategies are essential for addressing the
specific challenges faced by students with ADHD, helping
them to perform more accurately and effectively during
exams.

Time Management Skills

Recent research found that students with ADHD have
notable difficulties in managing their time, maintaining
concentration, and self-regulating compared to their peers
without disabilities and those with learning disabilities
(Reaser et al., 2007). These challenges hinder their
ability to plan and complete tasks efficiently, resulting in
lower academic achievements. To address these issues,
incorporating strategies such as maintaining a weekly
planner, setting study goals, and utilizing note-taking
to improve concentration and time management skills
(Reaser et al., 2007, Zentall, 2013). Similarly, LaCount
et al. (2018) reported that college students with ADHD,
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particularly those with the inattentive subtype (ADHD-I),
exhibit significant deficits in planning tasks as part of
broader issues with organization, time management, and
planning (OTMP) skills. These deficits contribute to the
observed difficulties in academic achievement among
these students. Interventions targeting OTMP skills can
potentially improve academic functioning and reduce
ADHD symptomatology (e.g., inattention, hyperactivity/
impulsivity, and academic impairment following an
intervention) (LaCount et al., 2018). Additionally, self-
monitoring strategies, such as tracking time spent on tasks
and reflecting on productivity, are crucial for improving
OTMP skills (Hartung et al., 2022). By incorporating self-
monitoring into their routines, students can enhance their
academic performance and better manage the executive
function deficits associated with ADHD.

Academic Motivation and Emotional Factors
Recent research underscores the importance
of understanding the relationship between ADHD
symptoms, motivation, and learning strategies to guide
effective interventions in educational settings (Simon-
Dack et al., 2016). Students with ADHD tend to favor
surface learning strategies and are less motivated by deep
engagement with the material, which negatively impacts
their academic achievement (Carlson et al., 2002; Daley
& Birchwood, 2010). These students often rely on external
feedback rather than internal motivation, leading to less
effective study habits. To improve academic outcomes,
interventions should focus on enhancing intrinsic
motivation and promoting deep learning strategies, such
as through positive reinforcement, collaborative learning,
and structured study environments (Raggi & Chronis,
2006; Simon-Dack et al., 2016). These methods can help
ADHD students become more engaged and successful
in their educational pursuits. Furthermore, the ability to
accurately recognize and interpret emotions is crucial for
social competence and academic success, particularly for
children with ADHD who often face challenges in this
area. Research indicates that while children with ADHD
exhibit high confidence in their emotion recognition
abilities, their actual accuracy in identifying these emotions
does not align with their confidence levels (Basile et al.,
2021). Specifically, students with ADHD demonstrated
lower resolution in emotion recognition (Chronaki et
al., 2015; Collin et al., 2013). Basile et al. (2021) suggests
that cognitive-behavioral strategies focusing on self-
reflection and performance calibration may be beneficial.
By helping students with ADHD improve their ability
to accurately assess their performance and adjust their
confidence levels accordingly, these strategies can enhance
their social competence and decision-making skills. By

refining their ability to accurately identify and respond to
various emotional cues, these children can improve both
their social interactions and academic outcomes, making
emotional recognition a key area of focus in interventions
aimed at supporting students with ADHD.

Methods

Participants

A total of 89 students (40 boys, 49 girls) from two
public elementary schools participated in this study.
Students were in third grade (n = 25), fourth grade (n
= 41), and fifth grade (n = 23), and ranged in age from
8 to 11 years. Following school administrative approval,
14 general education classroom teachers were asked to
nominate students who had been formally identified
with SLD and/or ADHD, or who were considered at risk
for SLD and/or ADHD based on classroom observations
and instructional history. To maintain confidentiality, the
names of nominated students were not shared with the
research team until written parental consent was obtained.
After parental consent was obtained, nominated students
were further screened for eligibility through a review of
school-records and teacher-completed behavioral ratings
using the Conners 3rd Edition-Teacher Short Form
(Conners 3-T(S); Conners, 2009). All nominated students
were rated by their primary classroom teacher. Students
were included in the study if they met criteria for one of
the following classification groups.

Students With or At-Risk for SLD Group

Students were placed in this group if they had (a) a
formalidentification of SLD or (b) academic performance at
or below the 30th percentile in both English Language Arts
and Mathematics on the state standardized achievement
test. This percentile cutoffis commonly used asabenchmark
for academic risk and is consistent with criteria applied
in Response to Intervention (RTI) identification models
(Fletcher et al., 2007), due to comparable underlying skill
deficits, academic characteristics, and responsiveness to
intervention observed in students with SLD and those at
risk for SLD (Lee & Zentall, 2012; Shaywitz et al., 2008).
19 students met these criteria (11 boys, 8 girls); 57.9% had
a formal diagnosis of SLD, and 42.1% were identified as at
risk.

Students With or At-Risk for ADHD Group

Students were included in this group if they received a
T-score of 60 or higher on either the Cognitive Problems/
Inattention or Hyperactivity subscale of the Conners 3rd
Edition, a cutoff reflecting moderate to clinically significant
concerns (Conners 3-T(S); Conners, 2009). Among the
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19 students in this group (7 boys, 12 girls), 31.6% had a
formal clinical diagnosis of ADHD on record, and 68.4%
were identified as at risk based on elevated teacher ratings.
Including students identified as at risk is supported by
research indicating functional similarities with diagnosed
peers in academic and behavioral challenges (Loe &
Feldman, 2007; Zentall & Beike, 2012).

Students With Combined SLD and ADHD Group

This group comprised students who met both the
academic and behavioral criteria described above.
Specifically, they scored at or below the 30th percentile in
English Language Arts and Mathematics and received a
T-score of 60 or higher on either Conners 3-T(S) subscale.
The final combined group included 28 students (17 boys,
11 girls); 68% had formal diagnoses of SLD and/or ADHD
and 32% were identified as at risk. Within this group, 54%
in the clinical range (=80), 32% had behavioral T-scores in
the borderline-clinical range (70-79), and the remaining
14% scored between 60 and 69.

Students Without Disabilities (ND) Comparison
Group

The comparison group included 23 students (5 boys,
18 girls) who did not meet criteria for SLD or ADHD.
These students scored above the 35th percentile on the
state achievement test in reading or language arts and
had T-scores below 50 on both relevant Conners 3-T(S)
subscales.

Across the groups, students demographic data
including age, gender, race/ethnicity, primary language,

Table 1

Demographic and Descriptive Characteristic of Participants

disability classification, and standardized test scores were
obtained from school records. Group-specific demographic
comparisons are presented in Table 1.

Exclusion Criteria

Students were excluded if school records indicated
a hearing impairment, speech/language impairment,
emotional disturbance, seizure disorder, or another
health-related condition that could interfere with
participation. Students who were English learners
(recorded in school files as ESL) were also excluded to
minimize confounding related to language proficiency.

Motivation and Learning Strategies Assessment

School Motivation and Learning Strategies
Inventory (SMALSI)

The School Motivation and Learning Strategies
Inventory-Child Form (SMALSI-Child) was utilized to
assess various aspects of academic motivation and learning
strategies among the participants. The SMALSI-Child
contains 147 items that evaluate nine key areas including
(1) study strategies (e.g., selecting important information,
memory strategies), (2) note-taking/listening skills (e.g.,
important information, organizing notes, efficiency), (3)
reading comprehension strategies (e.g., previewing texts,
self-quizzing, mapping ideas), (4) writing/research skills
(e.g., organized plan, integrate ideas, revisions), (5) test-
taking strategies (e.g., allocate time, eliminating choice),
(6) organizational techniques and time management (e.g.,
organizing class and study materials, structure assignments,

Variables ND (n=23) SLD (n=19) ADHD (n=19) ADHD+SLD
(n=28)
N % n % N % n % F p
Gender 343 .021
Boys 21.7 11 57.9 7 36.8 17 60.7
Girls 18 78.3 42.1 12 63.2 11 39.3
Grade 13 .943
3 8 34.8 6 31.6 2 10.5 9 32.1
4t 9 39.1 6 31.6 15 78.9 11 39.3
5th 6 26.1 7 36.8 2 10.5 8 28.6
Ethnicity .98 403
African American 5 21.7 6 31.6 6 31.6 10 35.7
Caucasian 15 65.2 10 52.6 8 42.1 6 21.4
Hispanic 0 0 2 10.5 3 15.8 6 21.4
Multi-cultural 3 13.1 1 5.3 2 10.5 6 21.5
M SD M SD M SD M SD F p
Age (Months) 119.09 10.76 123.26 11.12 120.32 8.10 122.25 1044 .73 .537
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assignment completion), (7) academic motivation (e.g.,
intrinsic motivation), (8) test anxiety (e.g., worry and
emotionality), and (9) concentration/attention difficulties
(e.g., maintaining concentration and attention during
academic tasks). The questionnaire ratings range from 1
(never) to 4 (almost always) in the format of a Likert scale.
The majority of alpha coefficients for SMALSI-Child form
was above .75 (Stroud & Reynolds, 2014).

The SMALSI-Child is widely recognized for its
comprehensive assessment of both cognitive and
metacognitive strategies, as well as motivational and
emotional aspects that impact academic performance. Its
robust psychometric properties make it an effective tool
for identifying strengths and areas of need in students with
and without learning disabilities.

Data Collection Procedure

The data collection was conducted outside the
participants’ classrooms in a small group setting. Once
the students were acclimated to the surroundings, the
researcher provided instructions explaining that they
would answer questions about their learning strategies,
feelings, preferences, and frequency of certain activities. It
was emphasized that there were no right or wrong answers
to the questions. The students were informed that they
would follow directions pre-recorded on a tape recorder
and were asked not to talk or share their answers with each
other until all questionnaires were completed.

All questions in the questionnaires were pre-recorded
on a tape recorder, with a 5-second pause between each
question. If specific students needed more than 5 seconds
to finish answering a question, the researcher manually
provided additional time by controlling the tape recorder.

Figure 1
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Students participated in two assessment sessions, each
lasting 45 minutes, to complete the questionnaires.

Results

The Multivariate Analysis of Variance (MANOVA) was
initially conducted to examine the between-group factors
of disabilities (SLD, ADHD, ADHD+SLD, and ND) and
grade levels (3rd, 4th, and 5th) for the dependent SMALSI
variables. These variables included study strategies,
note-taking/listening strategies, reading/comprehension
strategies, writing/research skills, test-taking strategies,
and time management/organizational techniques. When
MANOVA results were significant, univariate analyses
were conducted, followed by post hoc tests. Additionally,
descriptive and correlational analyses were performed. The
means, standard deviations, and intercorrelations among
the SMALSI learning strategy variables were examined.

Significant Variables of SMALSI

Group effects were found for note-taking strategies
[F(3,75)=2.79,p=.046],lowacademic motivation [F(3,75)
=8.70, p <.001], and test anxiety [F(3, 75) = 7.54, p < .001]
(see Table 2). Students with ADHD+SLD demonstrated
lower note talking strategies (Mean Difference = -7.24,
p = .032), lower school motivation (Mean Difference =
11.18, p < .001), and higher test anxiety (Mean Difference
=12.73, p <.001) than comparison group (ND). Students
with ADHD (without SLD) have higher test anxiety (Mean
Difference = 9.12, p = .005) than comparison group (ND)
and it can be significant as early as 4th grade (see Table
3). Students with ADHD were equivalent to students with
ND in test anxiety in 5th grade (see Table 4). Task anxiety
in 5th grade was associate to the groups with academic
difficulties (SLD and ADHD+SLD) (see Figure 1).
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Table 2

ANOVA Table of Significant Between Subjects Effects

SMALSI Variable Df MS ya P Partial"P
Disability
Note-Taking/Listening Skills 3 385.57 2.79 .046 .098
Low Academic Motivation 3 524.66 8.70 <.001 253
Test Anxiety 3 772.51 7.54 <.001 227
Concentration/Attention 3 .78 2.73 <.001 256
Grade
Test Anxiety 2 300.64 2.94 .059 071
Disability * Grade
Note-Taking/Listening Skills 6 346.27 2.51 .029 .163
Reading/Comprehension 6 275.26 2.39 .036 .157
Test Anxiety 6 227.26 2.22 .049 147
Table 3
Post Hoc Multiple Comparisons for Disability
b Mean
Variable Subtype Difference P
Note-Taking/Listening Skills ADHD+SLD ND -7.24 .032
Low Academic Motivation ADHD+SLD ND 11.18 <.001
Test Anxiety ADHD ND 9.12 .005
ADHD+SLD ND 12.73 <.001
Concentration/Attention ADHD ND 8.77 .016
ADHD+SLD ND 14.74 <.001
Table 4
Post Hoc Multiple Comparisons for Interaction
Mean
Variable Disability*Grade  Disability*Grade pifference
Note-Taking/Listening Skills ADHD+SLD *3 ND*3 -23.10 .007
Low Motivation ADHD+SLD *3 ND*3 16.28 .001
ADHD+SLD *4 ND*4 12.51 .010
Test Anxiety ADHD *4 ND*4 16.62 .002
ADHD+SLD *4 ND*4 21.01 000
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Correlations Among Dependent Variables

Intercorrelations among the learning strategy
variables (study strategies, note-taking/listening skills,
test-taking strategies, time management), low academic
motivation, and test anxiety are reported in Table 5. The
descriptive findings indicated that the learning strategy
variables were significantly correlated with each other (p
< .001). Test anxiety was correlated with study strategies
(p = .001) and was significantly associated with low
academic motivation (p < .001) but did not correlate with
other learning strategies (note-taking/listening skills, test-
taking strategies, time management). Notably, academic
motivation was moderately correlated with study strategies
(p = .015) and note-taking/listening skills (p = .017).

Discussion

The present study examined the cognitive,
metacognitive, and emotional characteristics of students
with or at risk for SLD, ADHD, and their co-occurrence,
and how these characteristics relate to learning strategies,
academic motivation, and test anxiety. Findings align
with prior work indicating that students with SLD and
ADHD face multifaceted challenges that impede academic
achievement and self-regulated learning. Collectively, the
results support the need for comprehensive interventions
thataddress cognitive and emotional domains concurrently.
An important contribution of this study is the inclusion of
students with formal diagnoses and students identified as at
risk for SLD and/or ADHD, consistent with school-based
identification practices and RTI frameworks. By combining
school records with teacher-rated behavioral scales, the
sample captured a broader spectrum of academic and
behavioral profiles typical of general education settings.
This approach enhances ecological validity and informs
early identification and tiered supports, particularly for
students who do not yet meet diagnostic thresholds but
nonetheless experience persistent academic difficulties.

Table 5

Significant group differences emerged for note-taking
strategies, academic motivation, and test anxiety. These
findings are consistent with literature documenting
difficulties in processing speed, working memory, and
metacognitive control among students with SLD and/
or ADHD, which can undermine traditional study
methods (Boyle & Joyce, 2021; Chevalier et al., 2017).
Interventions incorporating assistive technologies (e.g.,
smartpens, digital organizers) show promise for improving
note-taking efficiency, review, and summarization; the
present results support continued integration of such
tools to promote access and performance for students
with learning and attention challenges. Moreover, the
study highlights the importance of organizational skills
in managing academic tasks. Students with ADHD,
especially those with inattentive subtype, show significant
challenges in organization, which affects their ability to
plan and prioritize tasks effectively (Boyer et al., 2018).
Evidence-based practices such as explicit instruction in
organizational skills and the use of graphic organizers are
well supported for students with executive-functioning
needs (Englert et al., 2009). The current results further
underscore the importance of embedding these supports
within daily instruction to strengthen self-regulated
learning.

The findings also reveal that low academic motivation
and high-test anxiety are characteristic among students
with SLD and ADHD. These emotional factors significantly
impact their academic performance, consistent with
current research indicating that students with ADHD
often rely on external feedback and exhibit less intrinsic
motivation, leading to less effective study habits (Carlson
et al., 2002; Daley & Birchwood, 2010). The significant
correlations between test anxiety, study strategies, and
academic motivation suggest that interventions should
not only focus on cognitive and metacognitive skills
but also address emotional and motivational aspects to

Correlations and Significance Values of Dependent Variables of Learning Strategies and Test Anxiety

Dependent Variables 1 2 3 4 5

1. Study strategies -

2. Note-taking /listening skills .65 (.000) -

3. Test-taking strategies .76 (.000) .73 (.000) -

4. Time management .72 (.000) .70 (.000) .73 (.000) -

5. Low academic motivation .26(.015) -.25(.017) -.01(.897) .01 (.926) -
6. Test anxiety .36 (.001) .04 (.709) .21(.051) .17(.115) .63 (.000)
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enhance overall academic performance. Additionally, this
study emphasizes the importance of interventions aimed
at enhancing self-regulation and executive functions in
students with ADHD. Self-monitoring is an effective
strategy in enabling these students to observe and adjust
their behaviors, which improves focus and academic
performance, suggesting that integrating these approaches
into educational practices can lead to better academic
outcomes (Hartung et al., 2022).

Limitations and Future Direction

Several limitations warrant consideration. First,
reliance on student self-report for study strategies,
motivation, and test anxiety may introduce response bias.
Second, although the sample included multiple grade
levels and demographic diversity, the overall sample size
and geographic scope may limit generalizability to broader
populations of students with SLD and ADHD. Replication
with larger, more diverse samples is needed to examine
potential subgroup differences and to test the stability of
effects across settings. Finally, classification decisions based
on teacher ratings and school records, while ecologically
valid, may reflect variability in local documentation and
identification procedures.

Future work should evaluate integrated interventions
that jointly target cognitive, metacognitive, and emotional
needs, using longitudinal designs to assess durability of
effects and links to academic outcomes over time. Building
on the present findings, component analyses are needed
to determine which elements of executive-function and
self-regulation interventions yield the strongest benefits
and how they can be adapted across inclusive and
specialized settings. Also, whether test anxiety mediates
the association between executive-function supports and
strategy use, and whether grade level or gender moderate
intervention effects. Research should also examine how
early identification and supports for students identified as
at risk for SLD and/or ADHD prior to formal diagnosis
affect responsiveness to intervention and trajectories of
academic performance within RTT/MTSS frameworks.

In conclusion, this study contributes to evidence
documenting interconnected cognitive, metacognitive,
and emotional challenges among students with SLD and
ADHD. By including students with formal diagnoses and
students identified as at risk for SLD and/or ADHD through
school-based nomination and screening, the findingsreflect
students commonly served in general-education contexts
and underscore the importance of early identification and
comprehensive support. Group differences in learning
strategies, academic motivation, and test anxiety indicate
that educational approaches prioritizing self-regulation
and executive-function supports, explicit instruction in

organizational and note-taking strategies, and assistive
tools, delivered alongside high-quality academic
instruction, may enhance engagement and achievement.
Continued research should refine these approaches,
evaluate their long-term effectiveness across diverse
student populations, and clarify the mechanisms through
which cognitive, motivational, and emotional supports
work together to improve academic outcomes.
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Investigation of the Conceptual Knowledge of Students With and At Risk of
Learning Disabilities on Entrepreneurial Business Ideas
in Their Rural Areas of Residence

Tufan Inaltekin, Arzu Kirman Bilgin, Devrim Erginsoy Osmanoglu,
Senay Ozen Altinkaynak, and Selma Erdag

This study aims to examine the extent of conceptual knowledge of students with and at risk of learning disabilities
on entrepreneurial business ideas in the region where they reside. Clinical interviews were utilized to collect data in this
study, which aims to reveal the current situation. The business ideas discussed in the interviews were regarding cattle
breeding, cheesemaking, beekeeping, goose breeding, kavilca cultivation, greenhouse cultivation, and carpetmaking.
These business ideas are the livelihoods of the rural area where the students live. Semi-structured questions were
administered to a total of 31 senior secondary school students, 20 of whom had learning disabilities and 11 of whom
were at risk of learning disabilities. The data were subjected to content analysis and the resulting codes were presented to
the reader with frequencies. It was observed that the students had more conceptual knowledge about cows and geese than
bees. It was also found that their conceptual knowledge on carpetmaking was insufficient. Their conceptual knowledge

on kavilca wheat and greenhouse was also found to be low.

Keywords: Entrepreneurship, business idea, learning disability, conceptual knowledge

Introduction

Individuals with learning disabilities (LD) are required
to acquire and develop contemporary skills in order to
compensate for their cognitive disadvantages and effectively
solve daily life problems (Lytra & Drigas, 2021). While
students with LD exhibit poorer academic performance,
they also face difficulties in coping with daily problems
effectively (Rogers et al., 2020). Entrepreneurship education
is an important opportunity for individuals with LD to
acquire life skills, meet their needs, and demonstrate their
presence in society (Wiklund etal.,2018). Logan and Martin
(2012) emphasize that the acquisition of entrepreneurial
skills by individuals with LD can be realized at an early age.
Starting entrepreneurship education in secondary school
accelerates the process of becoming an entrepreneur in the
future (Goksen-Olgun et al., 2022). The entrepreneurship
education process also provides personal development in
individuals (Hadley, 2022). However, in order to experience
this development process, it is important that conceptual
knowledge about business ideas is formed during the
secondary school period (Kim et al., 2021). Individuals
with LD are more interested in professions that focus

mainly on communication skills (Taylor & Walter, 2003).
At the same time, since they have effective communication
skills, they are also successful in skills such as risk-taking
in the entrepreneurial process (Logan, 2009; Miller & Le
Breton-Miller, 2017; Wiklund et al., 2018), marketing or
trust in their employees (Logan & Martin, 2012). The study
conducted by Stemple (2020) found that entrepreneurs
with LD are successful in solving problems related to
their ventures and that they need to have psychological
resilience for this process. Being conceptually equipped
will make them psychologically confident and their
conceptual knowledge about entrepreneurship will pave
the way for them to be more skilled.

In the review study conducted by Lin et al. (2023) on
entrepreneurship education, it was found that the majority
of the studies were at the university level and that there
is a need for studies on young entrepreneurs. Hlady-
Rispal and Jouison-Laffitte (2014) emphasize the need
for qualitative studies that require deep examination of
entrepreneurship-related phenomena in authentic ways.
Govindasamy et al. (2022) emphasize the need to examine
different characteristics related to the entrepreneurial
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skills of students with learning disabilities. It is thought
that the present study will provide a different perspective
since the previous studies are on affective characteristics
(entrepreneurial intention, entrepreneurial personality
traits, entrepreneurial tendency) (Eseadietal., 2023; Powers
etal., 2021; Santoro et al., 2020). This is because individuals
require conceptual knowledge on business ideas in order
to generate business ideas and create a business flowchart.
In this study, an answer is sought to the question “What
is the level of the conceptual knowledge of Students with
and at Risk of Learning Disabilities (SRLD) on regional
entrepreneurship business ideas?” The answer to this
question will guide both researchers working on learning
disabilities and researchers working on entrepreneurship
in organizing the content of the educational programs
they will design. Becoming an entrepreneur can be seen
as a process that helps individuals with LD to gain self-
confidence (Logan & Martin, 2012; Powers et al., 2021). If
LD students' interest in becoming entrepreneurs increases,
ways to improve educational processes can be sought
(Pavey et al., 2020). The way to become an entrepreneur
is through conceptual understanding (Hayter, 2013; Rae
& Carswell, 2001). Perhaps, if the focus is on structuring
conceptual knowledge well, it may be possible to bring
more LD individuals into this process.

The Importance of Conceptual Knowledge in
Creating Business Ideas

Future-oriented education literature focuses on
the development of life skills. Especially today, through
entrepreneurship skills, individuals can both create an
independent business area for themselves and make
significant contributions to the economy of the geography
they live in. This situation is especially valuable for
individuals residing in rural areas. This is because
these regions are disadvantaged in terms of economic
development and unemployment. Moreover, in these
regions, individuals with LD are much more vulnerable to
unemployment and economic weakness compared to their
peers. These individuals are not preferred by employers in
the business lines in the regions where they live, they can
be employed under very poor working conditions, they
can be marginalized and become economically dependent
on others (Ekmekg¢ioglu, 2023). Entrepreneurship is an
opportunity for these individuals to survive and live
economically independent lives in their homelands
(Govindasamy et al., 2021; Govindasamy et al., 2022).
If this is not done, these individuals may become a lost
generation and engage in antisocial behaviors. In this
respect, it is necessary from the early educational stages
to provide students with the understanding that they can
become entrepreneurs in the future and come up with new

business ideas for themselves. Century-specific skills are
defined as the process of becoming an expert in a particular
field (Huber & Kuncel, 2016). In other words, these skills
emerge in domain-specific contexts (Sweller et al., 2019).
Today, particularly in science education, it is the main goal
of curricula to provide not only ways of accessing scientific
knowledge but also life skills such as entrepreneurship
(MoNE, 2018). Therefore, it should be aimed to make
science education useful for students to gain life skills to
solve future economic problems (Muhammad, 2018). The
way for these students to become successful entrepreneurs
in the future is to gain the right conceptual knowledge
in science and use it to come up with original business
ideas. Fullan et al. (2018) suggest that effective learning
can contribute significantly to a strong sense of identity
around a purpose or passion, creativity and mastery of
a worthwhile endeavor. In order to be able to identify
business opportunities in entrepreneurship, students need
tolearn subject knowledge specific to the field in which they
will acquire skills (Department of Basic Education, 2011).
Vygotsky (1978, cited in McPhail, 2021) defined learning
as the development of the ability to apply conceptual
thinking in various contexts in the sociocultural world.
Experts in the field of century-specific skills and cognitive
science literature agree that accurate conceptual learning
should be the most fundamental goal of education (Naidoo
& Mabaso, 2020). This is because it is argued that having
domain-specific subject matter knowledge is the starting
point for demonstrating these skills (McPhail, 2021). Only
in this way can innovative solutions be produced about
real-world problems in various disciplines. Because the
ability to transfer knowledge to new situations or apply it in
different contexts stems from conceptual learning (Naidoo
& Mabaso, 2020). Ark and Schneider (2016) argue that
skills and competencies stem from a deep understanding
of the academic content used to solve problems in the
classroom and in work contexts. For example, it could
be argued that if teachers ignore their students' lack of
conceptual knowledge of animals and plants in science
classes, they will be a barrier to their future development
of a life skill such as entrepreneurship in animal husbandry
in their geography and culture. Therefore, Jensen and
Nickelsen (2008) suggest that meaningful learning occurs
when learners understand concepts and are able to apply
this conceptual knowledge in different contexts.

Purpose and Significance of the Study

This study aims to reveal the conceptual knowledge
levels of SRLD regarding business ideas that are commonly
encountered in their local environment. SRLD face various
challenges in acquiring conceptual knowledge compared
to their peers. This situation limits not only their academic
achievement but also the development of skills related
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to everyday life. Therefore, understanding their existing
conceptual knowledge of business ideas frequently
encountered in their surroundings (cattle breeding,
cheesemaking, beekeeping, goose breeding, kavilca wheat
cultivation, greenhouse farming, and carpet weaving) is
essential for making educational processes more effective
and meaningful. These business ideas represent an integral
part of the economic and cultural fabric of the students’
geographical context. Learning accurate conceptual
knowledge and skills through these local business ideas
can make students’ learning processes more meaningful
and their future lives more sustainable. However, a notable
gap has been identified in the form of the absence of a
guidebook that could serve as a foundation for activities
and practices aimed at enhancing the conceptual
understanding of these students. Thus, there is a need for a
guidebook that enables them to comprehend the business
ideas of their local environment in ways that address their
genuine learning needs in classroom settings. The main
rationale of this study is to help students overcome the
challenges of learning abstract concepts by connecting
them with business ideas that they encounter and can
make sense of in their daily lives. The findings of the study
are expected to directly contribute to the content of a
guidebook, enabling it to be structured according to the
students’ real learning needs. Such a guidebook, supported
by applied activities and modules, will be locally relevant
and serve as a resource that promotes students’ conceptual
development. Moreover, identifying students’ existing
knowledge, misconceptions, and conceptual weaknesses
will directly inform the design of the content and modules
of the guidebook, ensuring that they are aligned with
the students’ genuine learning needs. In this respect, the
study not only introduces an innovative approach to the
education of students with special needs but also provides
an original contribution by strengthening the integration of
education with everyday life. Determining the conceptual
knowledge levels of students regarding local business ideas
will directly shape the structural content of the guidebook
to be developed. The types of activities to be included
and the ways in which the modules will support students’
actual learning needs can only be designed through
a detailed understanding of their current conceptual
knowledge levels. Thus, the study does not merely aim
to identify students’ conceptual knowledge but also to
create, in light of this knowledge, an instructional material
that will foster life skills, facilitate learning processes,
and align with the socioeconomic context of their local
environment. In doing so, the research addresses a critical
gap in the education of students with special needs while
making a distinctive contribution by establishing a strong
connection between education and daily life. Furthermore,

the existing literature includes only a limited number of
studies examining the conceptual knowledge of students
with special needs in disadvantaged regions. In this regard,
the present study holds originality within the field of
educational research. In this context, the research question
addressed in the study is as follows:

RQ: To what extent do SRLD accurately
understand the fundamental concepts related
to local business ideas (cattle breeding,
cheesemaking, beekeeping, goose breeding,
Kavilca wheat cultivation, greenhouse farming,
and carpet weaving)?

Method

This study employs a qualitative research design,
specifically utilizing the case study approach. The study
constitutes a part of the project work conducted by
the researchers. In this context, the researchers aim
to design an educational module intended to enhance
the entrepreneurial potential of SRLD as well as their
conceptual knowledge regarding local business ideas.
Accordingly, the primary aim of this study is to examine
the conceptual knowledge levels of SRLD students
concerning the livelihood products of their local region,
thereby contributing to the development of a guidebook
containing activities and implementation modules based
on selected business ideas for use in middle school
education with similar students. Understanding students’
conceptual knowledge of the business ideas under study
thus provides a significant contribution to the preparation
of this guidebook. Considering these students’ conceptual
weaknesses regarding the business types addressed, the
modules were designed to include more visual, experiential,
simplified, and concretized content to ensure accurate
concept acquisition. In addition, the analysis of students’
conceptual knowledge allows the developed modules to be
more closely aligned with the local context, as reflecting
children’s conceptual understandings, shaped by their
everyday life experiences, into the modules is highly
valuable. For this reason, it is necessary to determine the
conceptual knowledge of SRLD students regarding local
entrepreneurship business ideas. Consequently, the results
of the baseline assessment will guide the design of the
educational module.

Participants

This study was conducted in a rural province of the
North Eastern Anatolia Region, where Caucasian culture
is dominant, with 31 senior secondary school students (8th
grade/12-13 years old) from a total of 19 schools, including
20 students with LD and 11 students at risk of LD. In
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Tiirkiye, LD students are identified by taking the following
steps: 1. school stakeholders become aware of them and
refer them to the guidance and research center with the
approval of the family, 2. the guidance and research center
makes an assessment and refers them to the hospital, and
3. the necessary procedures are carried out in the hospital
and they are returned back with or without a diagnosis.

Students at risk of learning disabilities were identified
by subject teachers and school guidance teachers, but were
not included in other diagnostic processes because they
did not have parental consent. In this rural area where the
application was carried out, people's livelihoods are based
on agriculture and animal husbandry. On agriculture and
animal husbandry, students study reproduction, growth
and development in plants and animals in the 7th grade,
and physical-chemical change and photosynthesis in the
8th grade. The reason for working with senior students
is that they have studied these subjects before. Of these
students, 14 were female and 17 were male. Twenty-four
of the students live in the city, and seven of them live in
villages close to the city. The mothers of all participants
were unemployed. The fathers of 10 students were civil
servants, and 11 were construction workers. The fathers of
eight students are engaged in cattle breeding and two in
agriculture.

These students reside in socioeconomically
disadvantaged regions in eastern Tiirkiye. They experience
limitations both in access to educational opportunities and
in the development of their conceptual knowledge. As such,
they require additional support in developing conceptual
understanding during lessons. Therefore, understanding
their knowledge levels and developing supportive materials
makes a significant contribution to ensuring equity in
education. Cattle breeding, cheesemaking, beekeeping,
goose breeding, Kavilca wheat cultivation, greenhouse
farming, and carpet weaving are activities frequently
encountered in the daily lives of students in these regions
and constitute the primary sources of income for their
families. Examining students’ conceptual knowledge in
relation to these locally relevant fields not only provides
more realistic findings but also enables the design of
more effective instruction. Accordingly, the primary
reason for selecting SRLD from a socioeconomically
disadvantaged region in eastern Tiirkiye is that they face
both restricted access to educational opportunities and
a greater need for supportive materials to enhance their
conceptual knowledge. For this reason, choosing this
group contributes to the preparation of a guidebook that is
contextually relevant, realistic, and responsive to the actual
learning needs of these students.

Data Collection and Analysis

In this rural area where Caucasian culture is dominant,
cattle breeding, cheesemaking, beekeeping, goose
breeding, kavilca cultivation, greenhouse cultivation, and
carpetmaking are the main sources of livelihood. These
business ideas were determined by taking into account
the economic activities of the students' place of residence
and its surroundings and the professions developed in
connection with these activities in the 5th grade of the
social studies course, and the investment and marketing
subjects according to the geographical characteristics of
Turkey in the 6th grade. Among these, cattle breeding,
cheesemaking, beekeeping and goose breeding are among
the more common business ideas. While developing
semi-structured interview questions for these business
ideas, science and social studies curricula were taken into
consideration. In these curricula, the topics emphasized in
the conceptual framework of business ideas (production-
distribution-consumption/reproduction, growth and
development in plants and animals/photosynthesis) were
taken as basis. The questions developed by all researchers
were revised with the opinions of eight science teachers and
three social studies teachers. Prior to the study, interviews
were conducted with three 8th-grade students with LD
and the questions were prepared for use. In this study,
individual and semi-structured interviews were conducted
with SRLD. Necessary permissions were obtained from
parents and school administrations, and students were
informed prior to participation. During the interviews,
open-ended questions were employed to elicit students’
conceptual knowledge. The researchers deliberately
used simple and comprehensible language, ensuring
that the interviews were short and focused. Considering
students’ attention and motivation, the sessions were
conducted in multiple brief segments when necessary. All
interviews were documented through audio recordings.
The researchers paid particular attention to avoid leading
the students, which facilitated the expression of their
authentic conceptual knowledge. A brief introduction
and relaxation phase was planned before each interview
to make the students feel comfortable. Based on expert
recommendations from special education specialists,
it was determined that 15- to 20-minute sessions were
most appropriate for these students, and therefore, the
interviews were divided into multiple short segments and
interviews with one student were completed in seven days.
Table 1 shows the questions developed to determine the
conceptual knowledge regarding these business ideas and
how they were analyzed.
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Table 1
Semi-Structured Interview Questions and Analysis
Business Interview questions Analysis HPS
Idea
1- How do cows breed? The answer that states that sexual reproduction exists, i.e. it occurs by the 2
union of egg and sperm, is awarded 2 points. An answer that includes part
of this answer is awarded 1 point.
2- How many calves are produced 1 point is awarded for the answer stating that 1 offspring is obtained. 1

;éo from a cow in a year?

§ 3- How do we care for a cow? 1 point is awarded for each of the nutrition, health, and shelter codes. 3

2 4- What products are derived 1 point is awarded for each of the codes for meat, milk, leather, and

5 from cows? fertilizer.

© 5- What do cows feed on? Answers that list only 3 items among grass, fodder, hay, and food that cows 3

can consume are awarded 1 point each.
6- What are the characteristics of Only three of the codes (birth rate is high, ease of delivery is high, milk 3
the cows in this region? yield is high) are given 1 point each.
1- How should we store milk to 1 point is awarded for the answer "in a cold environment or refrigerator”. 1
prevent spoilage?

= 2- How is cheese made? The answer stating that yeast is added to warm milk, mixed and left to 3

= stand for a few hours is awarded 3 points (for warm milk, fermentation and

E standing codes). An answer that includes part of this answer is awarded 1

8 point.

5 3- What are the plants that grow The codes of legume forage crops (either clover or sainfoin is accepted) and 2
in this region and increase milk wheat forage crops (either barley, wheat, oat, or corn is accepted) are given
productivity? 1 point each.

1- What types of bees are found in ~ The codes for queen, worker and drone are given 1 point each. 3
a beehive?
2- What are the tasks of these bee 1 point each is awarded to answers stating that the queen's job is to lay eggs, 4
species? the drone's job is to mate, the worker bee's jobs are cleaning (feeding the
queen, building combs, and caring for the young are also accepted) and
making honey.
3- How do bees reproduce? 2 points are awarded for answers that state that there is sexual 2
reproduction, i.e. the union of egg and sperm. An answer that includes part

oD of this answer is awarded 1 point.

& 4- How do we care for bees in the Codes stating that should be in a ventilated and moisture-free environment, 3

% winter? and honey must be left for the bees is given 1 point each.

@ 5- How do bees feed? For each of the codes for nectar, honey, and pollen, 1 point is awarded. 3
6- Which products are made from  For each of the codes for honey, royal jelly, pollen, propolis, and beeswax, 1 5
bees? point is given.

7- What species of bee lives in this 1 point is awarded for the answer Caucasian bee. 1
region?
8- What are the characteristics of ~ For each of the answers cold-resistant, hardworking, high offspring yield, 4
this species? and long proboscis, 1 point is given.
9- What are the characteristics of 1 point is awarded for each of the following answers: It is flower honey, its 3
honey from this region? consistency is dense, it is yellow in color.
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Table 1 (cont.)

1-How do geese breed? 2 points are given for the answer that there is sexual reproduction, that s, it 2
is formed by the union of egg and sperm. For an answer that includes part
of this answer, 1 point is awarded.

2-What time of the year do geese For the answer that they lay eggs from winter to early summer, 2 points are 2
lay eggs? awarded. For an answer that includes part of this answer, 1 point is
awarded.
oo 3-How many days does a goose 1 point is awarded for an answer between 28 and 30. 1
.= incubate?
E 4-What months of the year do For the answer that they start in late winter and continue until late spring, 2 2
% geese incubate? points are awarded. For an answer that includes part of this answer, 1 point
3 is awarded.
5-What do geese feed on? The codes for grass (clover is accepted) and grain (barley-wheat is 2
accepted) are awarded 1 point each.
6-How do we care for the goose For each of the codes for nutrition, dry, clean, and warm environment, 1 4
chick so that it grows up healthy? point is awarded.
7-What products are obtained 1 point each for meat, feathers, fat, and eggs. 4
from geese?
8-How is goose meat stored in this 1 point each for refrigerated or dried. 2
region?
9-What are the characteristics of 1 point for each of the answers cold-resistant, small size, high-calorie meat. 3
the goose of this region?
1-What types of wheat grow in Bread wheat and kavilca are awarded 1 point each. 2
this region?
2-What are the characteristics of For each of the answers: genetically intact, resistant to cold climates, 4
. kavilca wheat? healthy food source, resistant to drought, 1 point each.
;g 3-How does kavilca wheat For the answer that sexual reproduction is present (pollen fertilizes the egg 1
g reproduce? is accepted), 1 point is awarded.
5; 4-How is kavilca cultivated? For each answer that the field to be planted with kavilca should face the 4
s northern slopes - the soil is plowed in October - animal manure is spread
E and sown in April, 1 point is awarded.

5-What can be done to increase The answers fertilization and irrigation are awarded 1 point each. 2
the productivity of kavilca?

6-What products are obtained 1 point is awarded for only three of the answers: flour, starch, bulgur, and 3
from kavilca wheat? animal feed.
1-What is a greenhouse? In answers stating that the greenhouse is an environment for the growth of 3

plants where suitable conditions are provided by covering the environment
with materials that transmit light such as glass and plastic, 1 point is given
for each of the codes of the material used - light transmission and covering.

=
'5 2-Is this region a suitable area for For the answer that it is suitable because there are more sunny days in 2
.E greenhouse cultivation? Why? summer, 2 points are awarded. For an answer that includes part of the
% answer, 1 point is awarded.
§ 3-How do we care for the plantsin 1 point is awarded for each of the answers that attention should be paid to 4
4? the greenhouse? soil temperature, irrigation, weeding, and aeration.
§ 4-What can be done to increase For each of the codes for soil rest, adequate irrigation and fertilization, 1 3
5 yield? point is awarded.
5-How do greenhouse plants 1 point each for the answer that there is sexual reproduction (pollen 2
reproduce? fertilizes the egg is accepted) or asexual reproduction (vegetative

reproduction is accepted).
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Table 1 (cont.)

1-How is a carpet woven? For the answer "It is made by tying knots in threads that are perpendicular 2
from top to bottom" 2 points are awarded. For an answer that includes part

of this answer, 1 point is awarded.

oD 2-How are different patterns For the answer that pictures are drawn on squared paper and each square is 2
= (motifs) made? considered a knot, 2 points are awarded. 1 point is awarded for part of this

E answer.

j% 3-What kind of yarn is used in the 1 point is awarded for the answer "Wool yarn is used". 1
]

carpets of this region?

4-How is carpet yarn obtained?
5-What are the motifs specific to
this region?

1 point is awarded for the answer "It is obtained from sheep's wool".
1 point is awarded for each of the following codes: four-legged animal 3
figures, geometric shapes, dragon figures.

HPS: Highest Possible Score

For each ambiguous answer given within the scope of each question in Table 1, 0 points are given. Therefore, the lowest score that can be
obtained from the interview questions for each business idea is 0 (zero) points. Table 2 shows the scores received for the business ideas and

information on how they were evaluated.

Table 2
Evaluation of the Scores Obtained from the Students

Score Intervals by Business Ideas

Cattle Cheese-

lassificati
Classification Breeding making

Good conceptual knowledge 16-12  6-5
Moderate conceptual knowledge 11-6 4-3
Poor conceptual knowledge 5-0 2-0

Bee- Goose Kavilca  Greenhouse Carpet-
keeping Breeding Cultivation Cultivation making
30-21 20-14 16 - 12 14 - 10 9-7
20-11 13-7 11-6 9-5 6-4
10-0 6-0 5-0 4-0 3-0

The scores that the students received from the
interviews were evaluated at the levels of good—moderate
—poor conceptual knowledge within the scope of business
ideas. Audio recordings were made of the interviews. The
audio recordings were transcribed and analyzed separately
by all researchers. The qualitative data obtained from these
students were independently scored by the researchers
using a rubric developed for the study. For the analysis of
the data, a rubric developed by the researchers was used
to assess students’ conceptual knowledge levels regarding
each business idea (cattle breeding, cheesemaking,
beekeeping, goose breeding, kavilca wheat cultivation,
greenhouse farming, and carpet weaving). This rubric
served as a practical assessment tool for identifying
students’ conceptual deficiencies concerning the topics
under study. In preparing the rubric, the researchers first
determined the scientifically accurate answers expected
for each interview question related to the business ideas,
through consultations with subject-matter experts and by
reviewing relevant scientific sources. Once the conceptual
content representing the knowledge structure of each

business idea was defined, a systematic scoring scheme
was constructed for each conceptual component. Drawing
upon rubrics used in their prior research as well as those
found in the literature, the researchers created a draft
version of the rubric. The structure of the rubric allowed
for separate scoring of ideas corresponding to different
conceptual knowledge questions for each business idea. For
example, in the section concerning “the roles of bee species,”
students were awarded one point for each correct role
identified. Thus, if a student responded only with “worker
bees produce honey;” the total score obtained for that item
would be one. To ensure content validity, science teachers
specializing in the subject reviewed the rubric in relation
to each business idea. Subsequently, based on evaluations
by special education experts, the conceptual codes were
simplified to align with the knowledge that these students
were likely to demonstrate, making the rubric more suitable
for data analysis. The key feature of the rubric was that each
correct piece of information provided by the student was
scored separately, and the total score for each variable was
determined according to the maximum number of correct
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responses possible. The rubric was piloted using interview
data from two participating students as a preliminary test.
The results indicated that the rubric yielded highly reliable
outcomes for analysis. The preliminary scoring, conducted
independently by two researchers, demonstrated inter-
rater consistency above 90% in analyzing the responses of
the two students. Throughout the entire scoring process,
the researchers acted independently and in accordance
with the blind review system. To determine inter-rater
reliability, Cohen’s Kappa coefficient was calculated. The
obtained value (Cohen’s Kappa = .92, p < .001) indicated
a high level of agreement among the researchers (Cohen,
1960). For instance, in the analysis of student responses
related to the “goose breeding” business, the consistency
between the first and second researcher was remarkably
high (r = .94, p < .01). The resulting ratings were compared
and discussions were held on the inconsistent ratings.

Figure 1

Moreover, only a very limited number of discrepancies
emerged during the scoring process, and for these cases,
the researchers engaged in comprehensive discussions and
reached a consensus. In the findings, the frequencies of
students at these levels were included. At the same time,
students were coded as S1, ... S31 and excerpts from the
interviews were also presented.

Findings

Figure 1 shows the findings obtained from the present
study, which investigated the conceptual knowledge of
SRLDs on business ideas in the region where they live.

Figure 1 shows that the students do not have a
satisfactory level of conceptual knowledge on all business
ideas, while all of the students have a poor level of
conceptual knowledge on the business ideas of beekeeping
and carpetmaking. Itis notable that some of the participants

The SRLDs' Level of Conceptual Knowledge about Business Ideas in the Region Where They Live
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Table 3
The Students’ Statements on Business Ideas

Business Ideas  Student Statements

S§2: cows must be vaccinated (scored 1 point for question 3)

g:etgging S$25: they eat everything (scored 0 point in question 5)
§30: their meat and milk are abundant (scored 1 point in question 6)
S1: we boil it (scored 0 points for question 1)
Cheesemaking  S12: We boil the milk, ferment it when it warms up, it becomes cheese (received 2 points
from question 2)
S3: warrior bees (scored 0 in question 1)
Beekeeping S14: all bees make honey (received 0 points from question 2)
§27: light colored (received 1 point from question 9)
G S5: in spring (scored 1 point for question 2)
oose . .
breeding S8: barley, whgat, water (scored 1 point fOF question 5) .
§20: feather, pillow and meat (scored 2 points for question 7)
Kavilca S11: winter-tolerant (1 point from question 2)
Cultivation S§13: could be flour and starch (received 2 points from question 6)
Greenhouse S5: the soil is covered (scored 1 point for question 1)
S6: This region is hot in summer (scored 1 point for question 2)
Carpetmaking §29: sheep wool (scored 1 point in question 3)

§30: crystal-like shapes (scored 1 point for question 5)
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have moderate conceptual knowledge on the business
ideas of goose and cattle breeding. Table 3 presents some
noteworthy statements from the students’ interviews.

It is observed that the students were mostly able to
answer the questions on the products obtained from
these animals, how they are fed and how they are cared
for in the questions on cattle breeding, goose breeding and
beekeeping business ideas. It is noteworthy that they do not
possess conceptual knowledge on the reproduction and
local characteristics of these organisms. It is seen that they
have almost no conceptual knowledge on carpetmaking.
On greenhouse plants and kavilca, it is noteworthy
that students do not possess conceptual knowledge on
reproduction and increasing productivity as in animals.
Table 4 shows the alternative conceptions that emerged as
a result of the interviews.

Table 4 shows that the students generally have
alternative conceptions about plants. It is noteworthy that
there is emphasis on sowing more, especially in increasing
the yield of plants. It is also notable that the students
comprehend the subject of reproduction in animals better,
but they form alternative conceptions about reproduction
in plants.

Discussion

This study examined the conceptual knowledge
levels of SRLD regarding local business ideas in a socio-
economically disadvantaged region in eastern Tiirkiye. The
findings revealed the extent to which students possessed
accurate conceptual knowledge in areas such as cattle
breeding, cheesemaking, beekeeping, goose breeding,
Kavilca wheat cultivation, greenhouse farming, and
carpet weaving, as well as the concepts in which they
demonstrated deficiencies or misconceptions. Within
this framework, the discussion focuses on students’ levels
of conceptual knowledge, providing insights into their
cognitive development processes. In the present study,
which investigated the conceptual knowledge of SRLDs on
business ideas in the region where they live, it was observed
that the conceptual knowledge of the students is limited to

Table 4
Alternative Conceptions of the Students

the subjects they have learned in science and social studies
courses in secondary school. As a result of the study, it was
revealed that the conceptual knowledge of the participants
on regional business ideas was limited. Following the study
conducted by Hewes (2020) in Singapore, it was pointed
out that it is necessary to focus on the skills of students with
learning disabilities rather than academic achievement
and to reveal their potential. However, this study shows
that teaching conceptual knowledge within the scope
of business ideas, which is tried to be taught within the
scope of science and social studies courses in Turkey, is
not sufficient. However, students with learning disabilities
have entrepreneurial potential and necessary educational
processes should be provided for them to become
entrepreneurs (Pavey et al., 2020). There may be several
reasons why students have more conceptual knowledge
about goose and cattle breeding than other business ideas.
One of these reasons may be that the environmental
observations of the surroundings of the house where the
students live and the livelihoods of their family members
on these business ideas are more prominent. Demographic
or cultural characteristics of individuals can play a role in
the effectiveness of entrepreneurship education (Celik &
Solmaz, 2023). Therefore, having conceptual knowledge
about business ideas in the region where students live
is important for them to demonstrate entrepreneurial
tendencies.

Logan (2008) points out that the mentor has an
important role for students with dyslexia and how
entrepreneurship is taught should be investigated. In
Turkey, at the secondary school level, entrepreneurship
skills are taught implicitly, especially in science and social
studies courses. Therefore, SRLD mentors are the relevant
subject teachers. The fact that science and social studies
teachers do not use enough examples on topics related to
business ideas in the region may be another reason why the
students' conceptual knowledge is insufficient. The limited
class hours may have prevented teachers from going
beyond the textbooks. To summarize, the importance
of teachers enriching the lesson with examples from the

Business Idea Alternative Concepts Frequency
Beekeeping All bees make honey 18
If we sow more, the yield of crops increases 6
Greenhouse Cultivation Plants reproduce by seed 4
Plants reproduce by photosynthesis 1
If we sow more, the yield of kavilca will increase 3
Kavilca Cultivation Breeds by sowing kavilca 8
Kavilca reproduces by seed 3
Kavilca breeds with fertilizer 1
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environment in which the students live becomes more
important. Another reason may be that the teachers did
not follow the examples of daily life in the region where
they work in relation to science and social studies subjects.
Saranza et al. (2023) emphasize the need to examine the
competencies of secondary school teachers. The result of
this study also invites researchers to follow what science
and social studies teachers do conceptually within the
scope of business ideas in their lesson processes. In Turkey,
the importance of associating with daily life is emphasized
in the science curriculum. However, when the science
teaching undergraduate program is examined, it is seen
that there are no practices for teaching the context-based
learning approach.

Thelack ofknowledge about the tasks of bee species may
have caused the students to form an alternative conception
that all bees make honey. Adults' general conversations
about bee species or news about honey production
may have led to the emergence of such an alternative
conception. Another alternative conception that emerged
in both greenhouse cultivation and kavilca cultivation is
that the yield of plants will increase with more cultivation.
This result can be seen as an indication that the subject
of reproduction, growth and development in plants is not
well structured in the minds of the students. The fact that
students think that plants will reproduce by planting seeds
and fertilization processes can be seen as an indicator that
they have not learned the subject of sexual reproduction.
This is because students accepted reproduction and growth
as the same process in plants. They describe germination
as reproduction. The reason why students comprehend the
subject of reproduction in animals better than the subject of
reproduction in plants may stem from their observations.
The fact that the subject of reproduction in animals can
be observed more concretely than in plants may have
led to the emergence of this situation. Entrepreneurial
individuals are required to possess conceptual knowledge
regarding their business ideas as conceptual knowledge
is important for solving the problems that will arise in
the entrepreneurship process (Venesaar et al., 2022). It is
possible for entrepreneurs to create a business flow chart
for their business ideas and make business plans with
the presence of such knowledge (Zimmerman, 2012).
Logan (2008) states that the entrepreneurial skill is used
quite well by individuals with LD. If their conceptual
knowledge is improved, perhaps more LD students can
become entrepreneurs. Lack of conceptual knowledge may
be one of the barriers for individuals with LD to become
entrepreneurs.

This study has revealed important findings regarding
the conceptual learning weaknesses experienced by SRLD
in their learning processes. These difficulties can be

considered to be closely linked to students’ information
processing and learning strategies both inside and outside
the classroom. Supporting this, Gokool-Baurhoo and
Asghar (2019) reported similar results in their study.
Furthermore, the conceptual knowledge levels of these
students can largely be associated with their everyday
life experiences, as their lifestyles and environmental
interactions directly shape the formation of their conceptual
understanding (Grigorenko et al., 2020; Kaya et al., 2022).
The findings regarding the conceptual knowledge gaps of
these students are highly valuable for the development
of effective resources aimed at enhancing the conceptual
understanding of students with similar characteristics
in relation to local business ideas. This is because their
potential to become self-sufficient in the future is closely
linked to acquiring accurate conceptual knowledge and
transforming it into practical skills. Accordingly, this
study provides important insights into which activities
and applications should be prioritized in the modules of
the guidebook to be developed. Research emphasizing the
importance of understanding conceptual knowledge in the
creation of supportive materials for students with learning
disabilities corroborates this result (Coruhlu & Pehlevan,
2021; Er Nas et al., 2019).

Conclusion

In this study, it was determined that the majority of
the SRLDs had poor conceptual knowledge within the
scope of cattle breeding, cheesemaking, beekeeping, goose
breeding, kavilca cultivation, greenhouse cultivation and
carpetmaking business ideas. Especially in beekeeping and
carpentry, it was revealed that the conceptual knowledge
of all participants was at a low level. It is seen that there
are very few students with moderate knowledge in kavilca
cultivation, greenhouse cultivation and cheesemaking.
In cattle breeding and goose farming business ideas, the
conceptual knowledge of the students was found to be
higher than the others. In addition, it was determined that
teaching entrepreneurship business ideas with the courses
given in secondary school was conceptually insufficient
for the SRLDs. The present study also aims to draw
attention to the fact that possessing conceptual knowledge
is an effective variable on developing business ideas. This
study revealed the conceptual knowledge levels of SRLD
regarding local business ideas in a socio-economically
disadvantaged region in eastern Tiirkiye. The research
determined the extent to which students possessed accurate
conceptual understanding of each business idea (cattle
breeding, cheesemaking, beekeeping, goose breeding,
Kavilca wheat cultivation, greenhouse farming, and
carpet weaving) and identified the concepts in which they
demonstrated deficiencies or misconceptions. The findings
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provide valuable insights for addressing conceptual gaps in
classroom practices for these students. Furthermore, the
study offers important guidance for designing activities
and modules that are aligned with students’ current
knowledge levels. In particular, the research emphasizes
the significance of integrating economic and cultural
activities from students’ local environments into the
learning process and contributes to the development of
guidebook modules that are tailored to the local context.
For future research, this study establishes a foundation for
similar investigations in regions with comparable socio-
economic conditions or in studies focusing on different
business ideas. Moreover, it provides new data regarding
the conceptual knowledge of SRLD, revealing the level of
understanding these students have about business ideas
they frequently encounter in daily life. This study is among
the first to examine the conceptual knowledge levels of
students with special educational needs in the context of
local business ideas. It also lays the groundwork for future
research aimed at testing the effectiveness of instructional
methods and materials (e.g., hands-on modules) that
support conceptual development. In summary, this
research offers original data on the conceptual knowledge
levels and deficiencies of SRLD and provides concrete
recommendations for instructional materials and
classroom practices.

Suggestions

The ease or difficulty of an entrepreneurship process
affects whether students become entrepreneurs (Autio
et al., 2001). It can be said that students' conceptual
knowledge will facilitate the entrepreneurial activity.
Franks and Frederick (2013) emphasize that the inquisitive
and insightful personality traits of individuals with LD
allow them to become entrepreneurs, but they also need
conceptual (technical) knowledge regarding the business
idea. Therefore, considering the results of the present study,
it is recommended that the professional knowledge for
entrepreneurship education in teacher training programs
in the fields of science and social studies be reviewed
and improved to meet today's needs. This study also
aims to draw attention to the fact that having conceptual
knowledge is an effective variable on business idea
development for SRLDs. In future studies, the experiences
of LD entrepreneurs toward conceptual knowledge can be
revealed. Thus, the importance of possessing conceptual
knowledge can be revealed from different angles. To support
the conceptual knowledge development of these students,
various adjustments can be implemented in classroom
practices. In the instructional process, concretizing
concepts, supplementing them with visuals and hands-
on activities, and incorporating materials related to local

business ideas into the classroom can facilitate connections
with daily life. In addition, group activities with short and
comprehensible instructions related to business ideas, as
well as technology-supported teaching methods, can be
employed as elements that enhance conceptual learning.
For example, within the theme of cheesemaking, students’
conceptual knowledge can be reinforced through practical
classroom activities. The teacher may introduce the basic
stages of cheesemaking using visuals and materials and
then ask students to dramatize the process. Furthermore,
through small experimental practices, students may
test the transformation of milk into cheese by observing
processes such as fermentation and solidification. During
this process, students make multiple observations and
acquire related concepts, such as “it was liquid first, then
it solidified” Alternatively, concept cards may be prepared
to present the names, functions, and symbolic visuals of
the materials used in cheesemaking, which can serve as the
basis for designing various games. Students may also be
asked to create a process flowchart on the question “How
is cheese made?” Through these activities, students will
both concretely grasp the process and gain opportunities
to accurately learn the associated concepts. Such practices
enable students with learning disabilities to acquire
complex processes in simpler, more visual, and experiential
ways, thereby supporting their conceptual development.

Limitations

In the present study, students who attend school
in the city center of a rural province were investigated.
Reaching LD students living in villages far from the
provincial center with more opportunities for observation
may provide different results that will contribute to the
literature. Students at risk of learning disabilities were also
included in this study. Reaching more diagnosed students
may produce different study results. The type of learning
disabilities of the diagnosed students who participated in
the study is not officially accessible. Therefore, the study
results could not be customized according to the type of

learning disability.
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