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Abstract
Although deaf role model and deaf mentor projects have existed for some time and their benefits
and outcomes for deaf children/deaf young people and their parents have been recorded, almost
no attention has been paid to the experiences of the deaf people who take on these roles.
Additionally, the experiences of being a deaf role model have been little explored in the literature.
This paper explores available literature on role models for supporting families of deaf children and
hearing practitioners. Most deaf people (about 95%), all over the world, have hearing parents and
do not come in contact with deaf adults and Sign Language before the age that formal primary
education starts. The majority of hearing parents do not come in touch with deafness even after
their child is diagnosed of being deaf. It may sound as a paradox but this is the case worldwide.
But it’s really crucial for families to have resources that allow them to help their child develop
language and have full interaction with their family. Because many families led by hearing
caretakers may have never met a deaf adult, deaf role models can play a vital role in the
development of deaf children’s knowledge, skills, and perceptions. Further work would be also
required to understand the longer-term benefits and further developments that deaf role models
may wish to initiate.
Keywords: deaf role models, deaf children, families, professionals
Introduction
There are 34 million children with “disabling hearing loss,” which is defined as greater than 30 dB
hearing loss in children (World Health Organization, 2018). If hearing loss is not addressed early,
consequences include the possibility of delayed language development, academic
underachievement, social isolation, higher risk of injuries, and increased poverty (WHO, 2018).
Furthermore, with 90% of deaf babies residing in low-resourced countries where quality health
care and educational opportunities can be challenging, it is important to identify effective ways to
address and improve the quality of life for deaf children (Gale et al., 2019; Storbeck & Young,
2015).
The overwhelming majority of deaf children (90–95%) are born to hearing parents
(Hadjikakou & Nikolaraizi, 2008; Mitchell and Karchmer, 2004; Moores, 2001; Schein and Delk,
1974), most of whom are likely to have had little or no experience with the norms, values or
language of the deaf community (Hindley, 2005; Young, 2003), or lack of information that will
help them open up their deaf child’s world visually and make language available to their child.
This lack of knowledge and contact marginalizes deaf people, their sign language and their deaf
culture.
Many European countries acknowledge the fact that hearing people do not know sign
language at all, and they rarely socialize with deaf adults as well. This lack of communicative
competence is identified as the root of all problems arising in the family and growing with
practitioners, co-workers and the hearing world in general. Furthermore, hearing people also have
misconceptions about deaf people, sign language and the deaf community (Moores, 2001).
Most hearing people do not come in contact with deaf people unless they have deaf
members in the family, at school or as adults in the workplace and the community. When children
are recognized as being deaf, their parents’ opportunities to meet deaf people are often limited, as
professionals who work with deaf children and their families are often hearing. Families of deaf
children come into contact mainly with doctors and speech therapists, after the diagnosis of
deafness hence there is a “pathological” approach of the problem and non-acceptance of sign

4

language and deafness. In general, the family or co-workers of deaf people don’t know and don’t
use sign language in their everyday communication. Although professionals who work with deaf
children and their families will bring in their own values and expertise, give information, and offer
advice, they will not be in a position to relate first-hand experiences or give an insight into what it
is like to be a deaf person and what a deaf person can achieve. These benefits are being slowly
recognized by professional support services (Rogers & Young, 2011).
According to Jackson and Turnbull (2004), further research is needed to examine the
effects of different supports and service delivery models on indicators and domains of family
quality of life. A number of studies in the literature (Holcomb, 2013; Young, 2003) have suggested
the benefits of particular supports, including social support, parenting models, and access to
information and training. In the available literature, no sufficient data exists to indicate supports
that are most beneficial in reducing the perceived stress of decision making and problem solving,
reducing time demands, enhancing mutually accessible communication, and facilitating access to
services and the community. More research is needed to determine the best match between
different supports and methods of delivery (such as direct instruction, coaching, individual
counseling, parent-group meetings) and different child and family characteristics. Additional
research is also needed to consider the impact of different service delivery models as they are
related to deafness and family life (primary provider model, activity-based instruction, and homebased vs. center-based services).
Neverthelesss, because of the absence of any previous experiences with hearing loss,
hearing parents experience a lot of challenges with the upbringing of their children, especially as
regards their language and their social and emotional development (Hadjikakou & Nikolaraizi,
2008; Hindley, 2005). Many hearing parents fear that while they can make informed decisions
regarding their deaf child’s education and/or language choices, they feel at a loss when it comes
to the intangibles, or what it is like to live with deafness. Communication difficulties are also
among the major challenges they encounter (Marschark et al., 1997; Ogden, 1997; Siegel, 2000).
The current research suggests that hearing parents are more likely to use spoken language
as the primary mode of communication with their deaf children (Gravel & Galatioto, 2003) and to
socialise with hearing people (Bat-Chava, 2000; Maxwell-McCaw, 2001). A number of
researchers have reported that deaf children with hearing parents communicate in a manner not
conducive to their optimal cognitive, psychological, or social development (Hadadian & Rose,
1991; Hadjikakou & Nikolaraizi, 2008; Spencer and Gutfreund, 1990). In some other studies,
where hearing parents were signing with their children, positive results regarding family
interaction and acceptance, deriving from the use of sign language by their hearing parents, were
highlighted. More specifically, the participants in the study by Haualand and his colleagues (2003),
stressed the importance of their hearing parents learning sign language when the participants were
young to ensure their acceptance by the family, to achieve effective communication at home, as
well as to prevent personal frustrations and intra-familial conflicts.
Moreover, it has been reported that there is a high correlation between communicative
competence in sign language and quality of interaction between deaf and hearing people
(Kourbetis, Adamopoulou & Ferentinos, 2005). It has been also argued in the literature for decades
now that healthy, realistic expectations for the deaf, positive reactions to deafness, and exposure
to deaf identity, form healthy relationships with deaf and hearing people alike.
Due to the importance of early and accessible language and communication and the
development of positive self-esteem, it is critical that parents have resources that allow them to
help their child develop language and have full interaction with their family. Having deaf adults
connect with families and collaborate with professionals is important (Mitchell & Karchmer,
2004). The early years greatly impact deaf children’s long-term achievement and well-being, and

5

early exposure to fluent linguistic and positive cultural role models are critical in early childhood
settings, as well as in early intervention services for families. Hearing adults having or working
with deaf people of all ages will benefit from contact with deaf adults in terms of understanding
and accepting deafness and deaf culture (Holcomb, 1997; Lane, Hoffmeister, & Bahan, 1996;
Mahshie, 1995; Moores 1996). Moreover, deaf adults can provide a unique perspective from their
own experiences as well as providing culturally-created solutions for effective living (Holcomb,
2013).
When children lack role models with whom they can identify themselves, they are
statistically more likely to have low self-esteem, to have limited social and vocational options, and
are even more likely to drop out of high school (Hintermair, 2008). It is crucial for parents and
educators to recognize the importance of identifying role models who can exemplify living life
with a hearing loss. Deaf children benefit from seeing how deaf adults navigate the day-to-day in
their world – for example, how they request a captioning device at a movie theatre; what strategies
they use to navigate a bank; how they handle rude stares or questions from well-meaning people
at the grocery store. Because students subconsciously develop schemas for their daily lives based
on what they see the adults in their lives do, it is ideal that deaf children have access to deaf adults
on an informal basis. Acquiring a bicultural identity is crucial for most deaf people in developing
a productive and rewarding life.
Defining Role Models
The literature relating to role models draws from a variety of theoretical frameworks, orientations,
and research methodologies (see, e.g., Allen, Eby, Poteet, Lentz, & Lima, 2004; Eby, Allen, Evans,
Ng, & Dubois, 2008; Zand et al., 2009). There are many definitions of role models in the research
literature, both in terms of role models’ personal characteristics and the function of a role model
relationship. These definitions vary from broad, such as informal life coaching, to programmatic,
such as the Big Brothers/Big Sisters program (Thompson & Kelly-Vance, 2001). Some scholars
define the mentoring relationship as one in which the role model provides personal support to an
individual who is in need of a relational infrastructure and guidance (Rhodes, 2005). Domains in
which role models provide support and guidance also vary, and can include academic, workplace,
and community settings (Eby et al., 2008). Programs and structures for role models vary depending
on whether the intention is to enhance specific skills, such as literacy (da Costa, Klak, & Schinke,
2000), or to prevent problem behaviors such as truancy, drug use, or other criminal activity (see,
e.g., the Check and Connect Student Engagement Intervention Model by Sinclair, Christenson, &
Thurlow, 2005).
Additionally, for deaf children, a deaf role model may serve as a mentor for both the child
and the child’s family (e.g., Cawthon et al. 2016). Specifically, Cawthon et al. (2016) identified
several themes related to role models for older deaf children, and the review highlighted key
themes and recommendations applicable to educational settings for younger deaf children. The
themes were: (a) role models address a critical need in the development of the deaf child, (b) they
contribute to important developmental processes for the deaf child, (c) certain elements have been
distinguished as effective in role modeling for the deaf child, and (d) there is a need for
multidimensional cultural affiliations (e.g., race, ethnicity, gender, sexual orientation) in order to
impact the development of the deaf child.
In particular, the literature on role models who work with diverse populations emphasizes
both social and academic benefits for minority youth (Bone & Slate, 2011; Haycock, 2001). For
example, it was found that in school contexts, minority students performed better academically if
they were taught by minority teachers (Meier & Stewart, 1992). Possible explanations include
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reduced negativity around discipline issues, increased student comfort levels in the classroom, and
the perception on the part of students that the minority teachers were strong role models (Tyler,
Yzquierdo, Lopez-Reyna, & Flippin, 2004). Therefore, there may be an opportunity for role
models to have a protective influence on deaf individuals as they navigate barriers to full access at
school and in the workplace.
The role-modelling process: Experiences and perspectives
In a variety of contexts, deaf individuals often must navigate multiple educational, social,
psychological, and physical barriers. It is frequently proposed that role models meet an important
need for successful navigation in such contexts. The role-modeling process includes multiple
elements, and individuals’ relationships with their role models vary widely. Role-modeling
processes may include supporting, guiding, or mentoring the individual as a friend (Thompson &
Kelly-Vance, 2001), teaching or coaching the individual through important life transitions, or
providing empathy (Cawthon et al., 2016; Foster & MacLeod, 2004).
Deaf adults can be excellent role models for deaf children and their families. By drawing
on their own experiences, they can show families that deafness does not need to be a barrier to
achievement. The prospect of meeting and getting to know deaf adults who have experience of
growing up deaf and having opportunities to ask questions about what it is like to be deaf could
challenge the negative stereotypes about deaf people (Sutherland et al., 2003); in other words,
‘seeing is believing’ (Sutherland et al., 2003: 5). Moreover, deaf role models can ease parents’
fears and share positive life experiences; inform families of upcoming deaf events; provide access
to a support network; give ‘real life’ examples about self-advocacy; and to provide authentic
opportunity to practice sign language.
The deaf role models work with deaf children and young people – helping them improve
their communication skills, self-confidence, aspirations, self-advocacy skills and positive deaf
identity. They are expected to share their personal experiences as a deaf young person and serve
as positive role models for the deaf children and young people they work with. Meeting deaf adults
will not only benefit families of deaf children, but also is important in other contexts such as
education. Leeson (2006: 14) emphasized the importance of deaf adults’ input into education; thus,
“… the stigmatization of signed languages in education for the deaf in many countries ignores the
experiences of deaf adults whose experiences must help shape future policy”. This study has
demonstrated, in addition, how significant this opportunity is for deaf people to be role models.
They help the families to identify practical solutions for navigating some of the common
challenges that deaf children and young people face to their transition into adulthood.
There is evidence that deaf children of families who received services from deaf mentors
focusing on bilingual-bicultural programming made more language gains than the deaf peers
without deaf mentors (Watkins, Pittman, & Walden, 1998). Additionally, parents who had
encounters with deaf adults felt a “strong sense of competence in regard to their child’s
upbringing” (Hintermair, 2000, p. 41), felt that their sign language skills, as well as the
communication interactions with their deaf or hard-of-hearing children, improved (Delk &
Weidekamp, 2001), they also felt it was important to connect with deaf adults (Jackson, 2011),
and that their child might have an improved quality of life (Gale et al., 2019; Petersen, Kinoglu,
Gozali-Lee, & MartinRogers, 2016). Furthermore, the deaf adults, who were role models for young
deaf children and their families, felt the families they worked with had “more positive perspectives
on deafness and positive outlooks for their children” (Rogers & Young, 2011, p. 15).
In addition to connecting families with deaf adults, it is also important that deaf and hearing
professionals collaborate throughout the system for practical and ethical reasons. From a practical
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perspective, deaf adults are experts in issues important to deaf people and can adequately describe
what it means to be deaf. From an ethical perspective, infusing deaf adults in the system or with a
family reduces misrepresentations or misconceptions (Benedict & Sass-Lehrer, 2007).
Furthermore, having a diverse representation of highly qualified professionals who happen to be
deaf infused throughout the early intervention system in leadership roles is important for parents
to see that deaf professionals have diverse expertise and professions (Gale et al., 2019; YoshinagaItano, 2014).
Infusing deaf adults in the early intervention system is a way for deaf adults to be ingrained
in the system at all levels providing parents support regarding the health and education systems
assuming diverse roles throughout the system, including educational, leadership, and medical
positions. It is important to infuse deaf adults in early intervention because hearing parents of deaf
child may have little or no experience with deaf people or even expectations regarding their deaf
child (Mitchell & Karchmer, 2004).
Programs that have diverse representation of highly qualified deaf professionals in firstcontact roles simply provide parents with the most qualified professionals who may happen to be
deaf, too. When parents interact with deaf adults, it is “not because they are deaf or hard of hearing,
but because they have a significant service and expertise to provide the family” (Yoshinaga-Itano,
2014).
Specifically, Gallegos and Lawrence (2010) pointed out that establishing and expanding a
deaf role model program involves careful planning, collaborative partnerships, and visionary
leadership. Deaf role models might use the following strategies to implement the mission of this
program:
•
•
•
•
•
•

Share experiences about growing up as a deaf or hard of hearing person
Encourage the family to attend special activities that broaden their community of deaf and hard of
hearing contacts, enhance their communication/language model, and provide opportunities for
interaction using sign language
Share career goals, work experiences, and enthusiasm about the future potential of the child
Model natural communication and teach sign language
Focus on language and communication, making the child’s world accessible, Deaf culture, literacy,
and building community
Encourage the inclusion of all family members in learning to communicate

Furthermore, deaf adults working as deaf role models or mentors with families and deaf
young people is a growing trend particularly in educational settings. Wilkens and Hehir (2008)
also recommend that deaf students should have access to deaf adults who might be seen as role
models to them, to build deaf students’ social capital, as this could serve to expand their social
network knowledge and reduce the risk of isolation. Deaf adults are sometimes employed in
educational settings with deaf children, where strong emphasis is placed on the importance of deaf
native sign language users’ involvement in sign bilingual approaches to deaf education, as sign
language tutors and teachers (Davies, 1991; Svartholm, 1993; Ahlgren & Hyltenstam, 1994).
However, these researchers were mainly concerned with sign bilingual education approaches,
rather than deaf role models as a family-based intervention approach.
Hence, there are many reasons for introducing deaf adults to parents of deaf children, such
as to educate hearing parents about how to communicate with their deaf children (Mohay et al.
1998; Takala et al., 2001); to promote bilingual–bicultural environments for deaf children
(Watkins et al., 1998); to enhance parents’ knowledge and access to information (Young et al.,
2000); to promote deaf children’s language development including literacy skills (Schimmel &
Monaghan, 1983; Drasgow, 1993); and to connect them to the deaf community (Hulsebosch &
Myers, 2002). Research focusing on parents’ experiences of meeting deaf adults via intervention
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programs is not new (Takala et al., 2001). From parents’ reports, it was found that meeting deaf
adults resulted in several benefits: positive attitudes towards deaf people and deaf culture (Mohay
et al. 1998), feeling more able to parent their deaf children by reducing their feelings of isolation
(Hintermair, 2000), learning more sign language (Takala et al., 2001), and making improvements
to their deaf children’s communication competence (Watkins et al., 1998; Takala et al., 2001).
There has also been some research involving deaf people’s perspectives on deaf role
models for deaf people, such as the work undertaken by Parasnis and Fischer (2005) and De Clerck
(2007). Parasnis and Fischer (2005) advocated the importance of visible role models for minority
ethnic deaf students, noting also the negative assumptions held by the hearing population. They
interviewed some of the academic members of staff from ethnic minorities at a college for deaf
people, some of whom were deaf themselves, about their views on the importance of role models
for minority ethnic deaf people. Although it was reported that none of those participants saw
themselves as role models exclusively for minority ethnic students, it was stated that they were
aware that some students saw them as role models and had contacted them for advice (Parasnis &
Fischer, 2005).
It was noted, however, that this input was surplus to their job descriptions and that some
of them felt overwhelmed by this additional responsibility. In two other studies in Flanders (De
Clerck, 2007) and the UK (Young et al., 2000), the incidental nature of being a deaf role model
was also evidenced among deaf people who were professionals in their own chosen fields and/or
deaf community leaders. In effect, role model status may be something perceived and attributed,
rather than deliberately sought out or created through a job description (Rogers & Young, 2011).
Despite these studies, little is known about the perspectives of deaf adults who have acted
as deaf role models for parents of deaf children, in relation to their experiences of being involved
in deaf role model projects, or their perceptions of how this role has impacted them personally.
Impact of Deaf Role Models
Researchers have identified multiple ways role models can have an impact on the lives of deaf
children and their families. First, they can positively affect parental attitudes, which can then shape
the deaf child’s attitudes (e.g., Rogers and Young 2011). Second, a role model’s fluent sign
language skills and affiliation with the deaf community can encourage the deaf child’s language
and identity development (Cawthon et al. 2016). Having deaf role models affiliated with the deaf
community also helps build their self-esteem and pride about being deaf (e.g., Nikolaraizi and
Hadjikakou 2006).
Cawthon et al. (2016) also argued that deaf role models are most effective when they have
both high expectations for and effective communication with the deaf child (e.g., share a similar
accessible communication mode such as sign language). All of these build up a child’s resilience
against psychopathological perspectives, and resilient deaf children have an easier time navigating
through a hearing world (Hauser 2011). This facilitates a greater sense of self and confidence about
that child’s future success (Foster and MacLeod 2004).
These themes reinforce also the importance of knowledgeable cultural and linguistic
models in early childhood settings. Actually, the early years greatly impact deaf children’s longterm achievement and well-being, and early exposure to fluent linguistic and positive cultural role
models are critical in early childhood settings. Golos et al. (2018) in their research examined the
presence and use of cultural and linguistic role models in early childhood environments,
instruction, and interactions to see whether they aligned with a cultural or psychopathological
perspective of deafness. Their results indicated that classrooms varied in the type and frequency
of cultural and linguistic offerings and that depended, at times, on the primary mode of
communication used in the classroom, the teachers’ hearing level, and their sign language skill
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level. Even though recent research indicates that alternative avenues for providing role models
(e.g., electronic and print media, adults coming into the classroom) are promising, they are not
being utilized to their full potential (Moses, Golos, & Holcomb, 2018).
Moreover, according to Gale et al. (2019), results of their study showed deaf adults serve
as role models and language providers, and typically provide educational and information support.
However, results also showed it is not common for deaf adults to be in roles as a first point of
contact once a child is identified, a health professional, and/or a director. Additionally, in this
research, respondents reported that families do not have a diverse range of deaf professionals to
connect with in early intervention programs. This article concludes with a call to action for infusing
deaf adults in early intervention programs that include formalisation, collaboration, education, and
infusion.
A deaf role model may serve another purpose: this person can be deaf and also represent a
racial or ethnic background or sexual orientation similar to the deaf child. Survey data highlighted
earlier suggest (Gallegos & Lawrence, 2010) that few deaf children interact with adults who share
such backgrounds. Through the same means mentioned earlier (e.g, interacting with deaf role
models), children can witness the capabilities of deaf people from diverse backgrounds succeeding
in relationships, education, work, and beyond. This may be even more important for some deaf
children than the adult simply being deaf (Parasnis, Samar and Fisher, 2005). Thus, role models
can be an influential component of a child’s development and learning.
Specifically, in the study carried out by Rogers and Young (2011), it was shown the
importance of having a wide diversity of deaf role models was not only potentially beneficial for
participating children and families, but also for the deaf role models themselves. Having the
opportunity to meet other deaf people with differing life experiences, backgrounds,
communication preferences, and skills not only led to the widening of their personal experiences,
but also allowed them to access broader perspectives, other than their own, of being a deaf person
and of deafness in general.
Furthermore, Rogers and Young (2011) on their study have highlighted the positive impact
the training had on the deaf role model, including the development of new skills that were seen to
be transferable to other situations. Additionally, the ongoing support given to the deaf role models
was seen to be vital to the success of the project. Such attention to continual structures and
processes of support, rather than simply initial training, has been identified as lacking in other
studies (Parasnis & Fischer, 2005; Sutherland et al. 2003). This also applies to deaf professionals
who work with deaf children and their families and/or professionals working with them; for
example, Parasnis and Fischer (2005) noted the lack of support for the aforementioned staff
members from minority groups and felt that something should have been in place to help them not
to feel overburdened and underappreciated.
Benefits of Role Models
Gale et al. (2019) suggest that when deaf adults connect with young deaf children regularly,
cognitive development is positively impacted in addition to language and social-emotional
development. By extension, the strategies that deaf adults are using with their children can be
shared with and taught to all parents in order to support their own child’s development.
Outcomes of mentoring relationships are often defined in terms of the benefits gained by
the mentee as well as potential amelioration of negative behaviors and outcomes. Evaluations of
role model effectiveness are sometimes targeted toward a performative goal, such as achievement
in school for children classified as “at-risk youth” or progress up a career ladder (Cawthon et al.,
2016; Kram, 1985; Thompson & Kelly-Vance, 2001). Thompson and Kelly-Vance (2001) describe
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a further example from a specific mentoring program: Boys who had mentors from the Big
Brothers/Big Sisters program (who had not previously experienced academic success) had
significantly higher scores in areas of reading and math than boys who did not have mentors. A
meta-analysis of general mentoring outcomes for mentees in hearing populations that investigated
the broader impact of mentoring on attitudes, achievement, and motivation to continue in work
and educational pursuits demonstrated a significant, but small, overall effect size of mentoring
(Eby et al., 2008).
The effect of mentoring appears to vary in strength across settings, with larger effects found
in workplace and academic settings (Eby et al., 2008). Zand et al. (2009) looked more deeply into
these constructs, investigating how the quality of the mentorship relationship, defined as alliance,
affected the strength of mentees’ relationships with adults, family bonding (e.g., attachment and
degree of supervision), school bonding (e.g., degree to which school was valued), and life skills
(e.g., standing up to peer pressure, self-efficacy). Zand et al. (2009) found that the quality of the
mentorship relationship had a positive impact on these measured outcomes after 8 months of the
relationship. Although not explicitly defined as social capital, successfully building and
maintaining relationships is a critical skill in gaining access to those essential networks. These
(and similar) meta-analyses of mentorship outcomes in the general population provide a reference
point for further analysis of these outcomes specifically for deaf individuals.
As Cawthon et al. (2016) state, role models appear to contribute to a multitude of
developmental processes (for example, shifting parental attitudes, language development, identity
development and psychosocial development) not only for deaf individuals but also for their
families.
Parental Attitudes
The literature has suggested that several factors may influence the degree and type of impact of
deafness on family life, including the severity of hearing loss, a family’s ethnicity, the hearing
status of parents, the education of parents, the mode of communication used, the proficiency of
partners in child’s communication mode, and family’s access to social supports and parenting
models. Additional research on assessing and measuring family quality of life is warranted to
identify tools that are sensitive to the unique experiences of families who include members that
are deaf. Measurement tools are needed to examine the effects of deafness on the overall family
well-being (Jackson & Turnbull, 2004).
Furthermore, recommendations to have deaf adults connect with families to provide
support and to collaborate with professionals throughout the system have been published as best
practice principles in the International Consensus Statement (Moeller et al., 2013). The first
explicit best practice focuses on social and emotional support systems for families and
recommends that service providers “support connections between families and adult role models
who are deaf or hard of hearing” (Moeller et al., 2013, p. 435). The intention of this principle is to
connect families to “support systems so they can accrue the necessary knowledge and experiences
that can enable them to function effectively on behalf of their children” (Moeller et al., 2013, p.
435). Supporting evidence includes “parents who have many contacts with hearing-impaired adults
show evidence of a strong sense of competence in regard to their child’s upbringing” (Hintermair,
2000, p. 41). Also, in a study examining supports and resources for families with deaf children,
parents rated connecting with mentors and role models as important (Gale et al., 2019; Jackson,
2011).
The second explicit recommendation focuses on collaborative teamwork and recommends
that early intervention teams include “individuals who are deaf or hard of hearing (role
models/mentors)” (Moeller et al., 2013, p. 440). The intention of this principle is to establish an
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optimal team through transdisciplinary teamwork focusing on the family that “includes
professionals with experience in promoting early development of children who are deaf or hard of
hearing” (Moeller et al., 2013, p. 440). Supporting evidence includes the parents’ needs to have
deaf role models to better understand the capabilities of their deaf children (Rogers & Young,
2011), and includes promoting language development (Gale et al., 2019; Watkins et al., 1998).
The overall findings indicated that parents who had access to mentors or role models
demonstrated a positive shift in attitudes, moving toward a more optimistic perspective on their
deaf child’s potential (Cawthon et al., 2016; Rogers & Young, 2011; Watkins, Pittman, & Walden,
1998). It appears that having a deaf mentor or role model, in particular, may confer those benefits
(see, e.g., Henderson, Johnson, & Moodie, 2014). One study explored differential outcomes that
resulted from families working with deaf mentors as opposed to nondeaf mentors. The study
demonstrated that parents who had a deaf mentor provided better accessible-language models
(both signed and spoken) during home observations and expressed a desire for their children to
read and write well, to learn sign language, and to have deaf friends (Watkins et al., 1998). The
parents who were not matched with deaf mentors were more focused on academic and career
success. Overall, parents who had a deaf role model working with their family demonstrated a
positive shift in attitudes about their child’s future (Rodgers & Young, 2011; Watkins et al., 1998).
In addition, parents who worked with deaf mentors reached an understanding that
developing a deaf identity was an important contributor to their child’s overall well-being
(Selwood, 2005). Yet it is necessary to acknowledge that conflict may occur between families and
their mentors, role models, or the surrounding deaf community, which may result in parents feeling
that they are being ostracized (Luckner & Velaski, 2004). This conflict often surrounds challenging
decisions about communication choices, assistive listening technologies, and educational options,
which are a perpetual presence on the deaf education landscape. These conflicts can also reduce
the positive benefits of a role model in regard to how families are able to tap into social capital
resources for their deaf children. However, the child may grow as a part of this experience and see
different possible alternatives that were not a part of the family dialogue prior to the introduction
of an alternative perspective from the deaf community.
Language Development
In synthesizing the literature, we identified language development as an important and freestanding
developmental process that role models might be able to support for deaf youth. The
communication and language contexts of a deaf child’s development also require that particular
attention be paid to this issue. Yet only one study was found that explicitly made the link between
mentoring activities and subsequent language development (Watkins et al., 1998). As mentioned
previously, the parents who worked with deaf mentors provided more accessible language models
(both signed and spoken) for their deaf children. However, their children also demonstrated greater
language gains in expressive and receptive levels of both languages that were used (both signed
and spoken), a finding that indicates that a deaf role model or mentor can make a direct contribution
to deaf young children’s language development, albeit within a constrained time frame, that of
early childhood. Whether role models can support the language development of deaf individuals
during later developmental periods remains to be explored; the impact those language skills have
on later access to social networks is also yet to be investigated.
Culture and Identity Development
Culture is defined by Parasnis (1996) as a way of life. Culture is an integrated pattern of human
knowledge, beliefs, and behavior that is acquired as a member of society. It includes the ideas,
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assumptions, and values of a group, and shapes all that we do. There are two different ways to
view deafness: deafness as a disability and a medical pathology, or deafness as a culture with its
own values, traditions and customs (Wald & Knutson, 2000). Deaf culture is passed on through
social interactions and language in the deaf community. Being a member of the deaf culture is
contingent on many factors such as knowledge of the language, hearing status of family members,
cultural competence, and personal identification. Being born deaf or hard of hearing does not
automatically mean that one is a member of deaf culture. Indeed, Wald & Knutson (2000) say that
deaf cultural identity is not based entirely on hearing status and instead it is defined as a
combination of self-perceptions and the associated feelings an individual possesses about
him/herself in regards to a cultural group.
Identity is how individuals perceive themselves and how the individual is defined by
others. Thus, while a personal choice, identity is shaped by outside influences as well. Identity
formation continues throughout the life span. Progression of an individual’s self-identity as a
person who is deaf or hard of hearing is a long process of self-discovery and often there is no
diffusion of deaf culture from parents to children unless an individual is born into a deaf family.
Because the majority of children who are born deaf or hard of hearing are born to hearing parents,
they often learn knowledge of deaf culture and its values and beliefs from their peers who are also
deaf or hard of hearing. Parasnis (1996) describes this as a lateral transmission of culture since it
is from peer to peer, rather than vertical, parent to child. The identity of deaf or hard of hearing
individuals develops based on the extent to which being deaf or hard of hearing is most important
in daily life. A person’s deaf identity depends on parental hearing status and often how parents
describe their children (Leigh, 2009).
If the environment and interactions play a substantial role in identity development, then
deaf children need significant time and experiences with adults like themselves who are successful
(e.g., Cawthon et al. 2016). Role models appear to make an important contribution to identity
development for deaf adolescents, providing opportunities to develop, evolve, and “test out” one’s
identity. Social networks are a key mechanism by which individuals develop their identity.
Hintermair (2008) describes a theoretical shift in the field to the concept of “identity work”, in
which individuals seek to bring together different components of their lives into a meaningful,
purposeful whole (Chandler & Roberts-Young, 1998). Identities thus adapt and respond to one’s
daily interactions, a socially constructed process that results in different understandings of self and
agency in different experiences and settings (Baumeister, 1997). Because many of the role models
for deaf individuals come from the deaf community, it is a key resource for both formal and
informal role model relationships for deaf youth.
Acculturation into a community is an important part of how role models shape and support
an individual’s own identity development (Hintermair, 2007, 2008). Like other ethnic groups, the
deaf community has its own language, culture, and societal norms. A deaf role model who is
strongly affiliated with the deaf community appears to be a strong facilitator of social capital,
creating linkages between the deaf youth and other individuals in the community and expanding
the support group available to that individual. A role model who understands that there are multiple
ways of viewing what it means to be deaf—that there are negative views but also positive
sociocultural models of deaf identity, can help raise self-esteem and pride in being a part of such
a strong and diverse community. The development of deaf cultural identity can build self-esteem;
it has to do with knowing one’s self and where one comes from, and represents “ownership and
pride” (Covell, 2006).
Educational contexts in which there are higher numbers of deaf individuals from whom
potential role models may be drawn also appear to be highly salient contexts for the exploration
of deaf identity (Nikolaraizi & Hadjikakou, 2006). Schools can offer a connection to a world
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beyond one’s family, particularly for those deaf youth who do not have access to the deaf
community. The school thus serves as a point of connection for potential role models for deaf
youth. Deaf adults’ educational experiences clearly play a significant formative role in their
identity development, which may be highly dependent on whether or not they attended deaf
schools or had access to deaf role models outside of school (Nikolaraizi & Hadjikakou, 2006).
However, because deaf youth may not have effortless access to a pool of diverse role
models in their immediate community, formalized structures for the provision of role models can
enable necessary representations of possible selves that are attainable and relate to the young
person’s own experience (McKee & Connew, 2001; Selwood, 2005).
Psychosocial Development
The positive benefits of social connections built through interactions with mentors appear to have
broader psychosocial benefits that may carry over to multiple contexts. Deaf youths’ opportunities
to build cultural affiliations with the Deaf community appear to be important contributors to
psychosocial well-being (Hintermair 2008; Jambor & Elliot, 2005). Deaf adults who are more
strongly identified by the deaf community, as indicated by (a) percentage of friends who were deaf
and (b) level of involvement with the deaf community, also had higher self-esteem (Bat-Chava,
1994). The importance of connection to community, as well as potential deleterious effects of
disconnection, is further illustrated by a study by Kent (2003), on self-identification of deaf and
hard of hearing students in mainstreamed settings.
Especially, in a survey of mainstreamed hard of hearing youth, Kent found that over half
(56%) did not identify as having a hearing disability. Those who did identify as having a hearing
loss experienced significantly higher levels of loneliness compared to individuals who did not
disclose, or compared to their hearing peers. The potential negative effects of identity disclosure
among deaf youth in mainstreamed settings spotlight ways in which role models can provide
guidance or ameliorate some of the challenges of being known as or functioning as a deaf person
in a hearing world.
Role models and mentors can be a part of how a deaf individual builds his or her own
personal resources, resiliency, and strength (Hintermair, 2008). Deaf youth who worked with a
deaf mentor or role model demonstrated an increased sense of worth (Rogers & Young, 2011) and
greater confidence than when they did not have a mentor (Selwood, 2005). Deaf adults who had a
mentor in the workplace, whether deaf or not, also reported having an increased sense of
confidence (Foster & MacLeod, 2004).
Deaf youth who worked with deaf mentors also exhibited improvements in peer
relationships and social interaction (Selwood, 2005). We can see that those psychosocial processes,
including an increased sense of worth, self-confidence, acceptance of being deaf, and improved
peer relationships, are all important components of developing resilience and psychosocial health.
These benefits have great potential for making an impact on multiple dimensions of life beyond
adolescence and the young adult years.
In sum, the literature review we conducted showed that role models for deaf individuals
contribute to essential developmental processes across multiple life periods and settings, ranging
from early childhood to the workplace. Understanding how role models prepare individuals to be
thriving members of a strong social network requires a multidimensional approach.
Especially, in the study carried out by Cawthon et al. (2016), five key developmental
processes were identified as highly relevant to role-modeling and mentoring processes with deaf
individuals: shifting parental attitudes, identity development, formation of navigational capital,
language development, and psychosocial development. As opposed to a direct impact on tangible
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outcomes such as academic achievement or successful employment, role models appear to make
a greater contribution to developmental processes such as the development of self-esteem,
confidence, and identity, which become mediators for longer-term outcomes in academics and the
workplace.
Furthermore, the literature review revealed also two key elements involved with effective
role modeling for deaf individuals: high expectations and effective communication. These two
elements cut across contexts, from home to school and to the workplace. The ways in which high
expectations are expressed and affect communication is maintained by role models for deaf
individuals in professional environments may mirror what is seen in analyses of effective
mentoring of minority youth (Allen et al., 2004; Cawthon et al., 2016). For example, formal
programs to recruit, train, and retain professionals from underrepresented backgrounds also
emphasize psychosocial supports within mentor dyads (Yager, Waitzkin, Parker, & Duran, 2007).
Effective mentorship can also include honest discussion of difficult societal issues such as race,
racism, and privilege (Chan, 2008), conversations that both require and build openness and trust
within the dyad. This level of risk taking and safety is essential to getting past the “surface” aspects
of an experience and understanding greater societal norms and challenges that individuals might
face. What is critical is that the role model be able to instill those high expectations and maximize
opportunities, while at the same time building the foundation that will allow that individual to be
successful in the future.
The final theme that emerged as a necessary component to consider when discussing role
models for deaf individuals was that of the multidimensional cultural affiliations of role models.
Although hearing individuals can provide high levels of support, and even advocate on behalf of
deaf individuals as institutional agents, the present synthesis indicates that their function is
complemented by the unique contributions of role models who are deaf themselves. However, a
significant gap in the literature exists in terms of multidimensional cultural affiliations and shared
identities beyond and intersecting with deafness, such as race, ethnicity, gender, additional
disability, and sexual identity.
Hence, the opportunity to have role models who share similar cultural affiliations is crucial
for students who are members of underrepresented groups (Barnett, Gibson, & Black, 2003;
Cawthon et al., 2016; Ensher & Murphy, 1997); these affiliations are also important characteristics
to consider in role models for deaf individuals. Future work in this area will need to expand
concepts of role models for deaf individuals to include multiple identities, including but not limited
to deaf identity.
Finally, we hope that this discussion about role models and deaf individuals will help
families and professionals acquire a deeper and more nuanced understanding of the importance
and function of role models for deaf individuals, particularly as they move towards adulthood.
Actually, when hearing parents of a child with a newly identified hearing loss looks ahead, they
may only be able to focus on what is missing. The deaf role model has an opportunity to present
to the family a perspective of optimism. By sharing stories, experiences and asking questions, the
family may be able to take a step beyond that first awkward moment of how to “talk to a deaf or
hard of hearing person.” The deaf adult can also model effective and meaningful communication
and build a relationship with the family, and support the relationship between the parent and child.
Therefore, realistic expectations for the deaf, positive reactions to deafness, and exposure
to deaf role models will better develop a bicultural identity and form healthy relationships with
deaf and hearing people alike. Hearing adults living or working with deaf people of all ages will
benefit from contact with deaf adults in terms of understanding and accepting deafness and deaf
culture.

15

References
Ahlgren, I., & Hyltenstam, K. (1994). Bilingualism in deaf education. Hamburg: Signum.
Allen, T., Eby, L., Poteet, M., Lentz, E., & Lima, L. (2004). Career benefits associated with
mentoring protégés: A meta-analysis. Journal of Applied Psychology, 89, 127–136.
Barnett, E., Gibson, M., & Black, P. (2003). Proactive steps to successfully recruit, retain, and
mentor minority educators: Issues in education. Journal of Early Education and Family
Review, 10(3), 18–28.
Bat-Chava Y. (2000). Diversity of deaf identities. American Annals of the Deaf, 145(5), 420-428.
Baumeister, R. (1997). The self and society: Changes, problems, and opportunities. In R. Ashmore
& L. Jussim (Eds.), Self and identity (pp. 191-217). New York: Oxford University Press.
Benedict, Β., & Sass-Lehrer, Μ. (2007). Deaf and hearing partnerships: Ethical and
communication considerations. American annals of the deaf 152(3), 275-282.
Bone, J., & Slate, J. (2011). Student ethnicity, teacher ethnicity, and student achievement: On the
need for a more diverse teacher workforce. Journal of Multiculturalism in Education, 7, 1–
22.
Cawthon, S., Johnson, P., Garberoglio, C., Schoffstall, S. (2016). Role models as facilitators of
social capital for deaf Individuals: A research synthesis. American Annals of the Deaf, 161
(2), 115-127.
Chandler, D., & Roberts-Young, D. (1998). The construction of identity in the personal home
pages of adolescents. Retrieved from University of Wales, Aberystwyth, website:
http://visual-memory.co.uk/daniel/Documents/ short/strasbourg.html.
Covell, J. (2006). The learning styles of deaf and non-deaf preservice teachers in deaf education
(Doctoral dissertation). Available from ProQuest Dissertations and Theses database. (UMI
No. 3260507).
Da Costa, J., Klak, R., & Schinke, R. (2000). Mentoring: Promoting inner-city elementary school
student literacy. Paper presented at the annual meeting of the American Educational
Research Association, New Orleans, LA. (ERIC Document Reproduction Service No. ED
439439).
Davies, S. (1991). The transition toward bilingual education of deaf children in Sweden and
Denmark: Perspectives on language. Sign Language Studies, 71, 169–95.
De Clerck, GAM. (2007). Meeting global deaf peers, visiting ideal deaf places: Deaf ways of
education leading to empowerment, an exploratory case study. American Annals of the
Deaf, 152(1), 5–19.
Delk, L., & Weidekamp, L. (2001). Shared reading project: Evaluating implementation processes
and family outcomes. Washington, DC: Laurent Clerc National Deaf Education Centre,
Gallaudet University.
Drasgow, E. (1993). Bilingual/bicultural deaf education: An overview. Sign Language Studies, 80,
243–66.
Eby, L., Allen, T., Evans, S., Ng, T., & Dubois, D. (2008). Does mentoring matter? A
multidisciplinary meta-analysis comparing mentored and non-mentored individuals.
Journal of Vocational Behavior, 72(2), 254–267.
Ensher, E., & Murphy, S. (1997). Effects of race, gender, perceived similarity, and contact on
mentor relationships. Journal of Vocational Behavior, 50(3), 460–481.
Foster, S., & MacLeod, J. (2004). The role of mentoring relationships in the career development
of successful deaf persons. Journal of Deaf Studies and Deaf Education, 13(9), 442–458.
Gale, E., Berke, M., Benedict, B., Olson, S., Putz, K., & Yoshinaga-Itano, C. (2019): Deaf adults
in early intervention programs. Deafness & Education International.

16

Gallegos, R., & Lawrence, C. (2010). Early intervention and school age outreach services
provided by a school for the deaf—National survey, CEASD Conference.
Golos, D., Moses, A., Roemen, B., Cregan, G. (2018). Cultural and Linguistic Role Models: A
Survey of Early Childhood Educators of the Deaf. Sign Language Studies, 19 (1), 40-74.
Gravel, J., & Galatioto, J. (2003). Communication Options for Children with Hearing Loss. Mental
Retardation and Developmental Disabilities Research Reviews 9(4), 243-251.
Hadadian, A., & Rose, S. (1991). An investigation of parents' attitudes and the communication
skills of their deaf children. American Annals of the Deaf, 136(3), 273–277.
Hadjikakou, K., & Nikolaraizi, M. (2008). The communication experiences of adult deaf people
within their family during childhood in Cyprus. Deafness & Education International, 10
(2), 60-79.
Haualand, H., Grønningsæter, A., & Hansen, ILS. (2003). Uniting divided worlds: Identity, family
and education in the life, projects of deaf and hard of hearing people. Disability Studies
Quarterly, 23 (2), 75–88.
Hauser, P. (2015). Effects of Linguisticism and Audism on the Developing Deaf Person [video].
https://www.youtube.com/watch?v=73zUW76OOxg.
Haycock, K. (2001). Closing the achievement gap. Educational Leadership, 58(6), 6–11.
Henderson, R., Johnson, A., & Moodie, S. (2014). Parent-to-parent support for parents with
children who are deaf or hard of hearing: A conceptual framework. American Journal of
Audiology, 23, 437–448.
Hindley, P. (2005). Mental health problems in deaf children. Current Paediatrics, 15, 114–119.
Hintermair, M. (2000). Hearing impairment, social network, and coping: The need for families
with hearing impaired children to relate to other parents and to hearing-impaired adults.
American Annals of the Deaf, 145(1), 41–53.
Hintermair, M. (2007). Prevalence of socioemotional problems in deaf and hard of hearing
children in Germany. American Annals of the Deaf, 152(3), 320–330.
Hintermair, M. (2008). Self-esteem and satisfaction with life of deaf and hard-of-Hearing peoplea resource-oriented approach to identity work. Journal of Deaf Studies and Deaf
Education, 13(2), 278-300.
Holcomb, T. (1997). Development of deaf bicultural identity. American Annals of the Deaf,
142(2), 89-93.
Holcomb, T. (2013). Introduction to American deaf culture. New York, NY: Oxford University
Press.
Hulsebosch, P., & Myers, L. (2002). Minority parents as cultural mediators for education: Deaf
parents mentoring hearing parents of deaf children. The School Community Journal, 12(1),
73–89.
Jackson, C. (2011). Family supports and resources for parents of children who are deaf or hard of
hearing. American Annals of the Deaf, 156(4), 343–362.
Jackson, C., & Turnbull, A. (2004). Impact of Deafness on Family Life: A Review of the
Literature. TECSE 24(1)15–29.
Jambor, E., & Elliott, M. (2005). Self-esteem and coping strategies among deaf students. Journal
of Deaf Studies and Deaf Education, 10(1), 63–81.
Kent, B. (2003). Identity issues for hard-of-hearing adolescents aged 11, 13, and 15 in mainstream
setting. Journal of Deaf Studies and Deaf Education, 8(3), 315–324.
Kourbetis, V., Adamopoulou, A., & Ferentinos, S. (2005). Assessment of Deaf Education from
Deaf Communities of Europe: An Inter-state Comparative Study. Education and Science,
I(2), 169-196.

17

Kram, K. (1985). Mentoring at work: Developmental relationships in organizational life.
Glenview, IL: Scott Foresman.
Leeson, L. (2006). Signed languages in education in Europe – a Preliminary exploration.
Preliminary study. Strasbourg: Language Policy Unit, Council of Europe [consulted
November 2010]. Available at: <www. coe.int/lang>
Leigh, I. (2009). Reflections on Identity. Presented at the EHDI Conference. Dallas,
TX.http://www.infanthearing.org/meeting/ehdi2009/EHDI%202009%20Presentations/39.
pdf
Luckner, J., & Velaski, A. (2004). Healthy families of children who are deaf. American Annals of
the Deaf, 149(4), 324–335.
Mahshie, S. (1995). Educating deaf children bilingually. Washington, DC: Gallaudet University
Press.
Marschark, M., Siple, P., Lillo-Martin, D., Campbell, R., & Everhart, V. (1997). Counterpoints:
Cognition, memory, and language. Relations of language and thought: The view from sign
language and deaf children. Oxford University Press.
Maxwell-McCaw, D. (2001). Acculturation and psychological well-being in deaf and hard-ofhearing people. Doctoral dissertation, George Washington University. Dissertation
Abstracts International, 61 (11-B), 6141.
McKee, R., & Connew, B. (2001). People of the eye: Stories from the deaf world. Wellington,
New Zealand: Bridget Williams Books.
Meier, K., & Stewart, J. (1992). The impact of representative bureaucracies: Educational systems
and public policies. American Review of Public Administration, 22(3), 157–171.
Michell, R., & Karchmer, M. (2004). Chasing the mythical ten percent: Parental hearing status of
deaf and hard of hearing students in the United States. Sign Languages Studies, 4(2), 138–
63.
Moeller, M., Carr, G., Seaver, L., Stredler-Brown, A., & Holzinger, D. (2013). Best practices in
family- centered early intervention for children who are deaf or hard of hearing: An
international consensus statement. Journal of Deaf Studies and Deaf Education, 18(4),
429–445.
Mohay, H., Milton, L., Hindmarsh, G., & Ganley, K. (1998). Deaf models as communication
models for hearing families with deaf children. In A. Weisel (Ed.), Issues Unresolved: New
Perspectives on Language and Deaf Education (pp. 76–87). Washington, DC: Gallaudet
University Press.
Moores, D. (1996). Educating the deaf. Boston, MA: Houghton Mifflin Co.
Moores, D. (2001). Educating the deaf: Psychology, principles, and practices (5th ed.). Boston:
Houghton Mifflin.
Moses, A., Golos, D., & Holcomb, L. (2018). Perspectives on practice: Creating and using
educational media with a cultural perspective of Deaf people. Language Arts, 96 (1), 67–
71.
Nikolaraizi, M., & Hadjikakou, K. (2006). The role of educational experiences in the development
of deaf identity. Journal of Deaf Studies and Deaf Education, 11(4), 477–492.
Ogden, P. (1997). The silent garden: Raising your deaf child. Washington, DC: Gallaudet
University Press.
Parasnis, I. (1996). Cultural and Language Diversity and the Deaf Experience. Cambridge, NY:
Cambridge University Press.
Parasnis, L., Samar, V., & Fischer, S. (2005). Deaf college students’ attitude toward racial/ethnic
diversity, campus climate, and role models. American Annals of the Deaf, 150(1), 47–58.

18

Petersen, A., Kinoglu, S., Gozali-Lee, E., & MartinRogers, N. (2016). Lifetrack’s deaf mentor
family program: An evaluation of the experiences and outcomes for participating families.
Retrieved
from
https://www.wilder.org/sites/default/files/imports/LifetrackDea
fMentorProgram_8-16.pdf.
Rhodes, J. (2005). A model of youth mentoring. In D. DuBois & M. Karcher (Eds.), Handbook of
youth mentoring (pp. 30–43). Thousand Oaks, CA: Sage.
Rogers, K., & Young, A. (2011). Being a Deaf Role Model: Deaf People’s Experiences of Working
with Families and Deaf Young People. Deafness & Education International, 13 (1), 2–16.
Schein, J., & Delk, M. (1974). The deaf population of the United States. Silver Springs, MD:
National Association of the Deaf.
Schimmel, R., & Monaghan, C. (1983). Deaf awareness through literature using deaf adults as role
models. American Annals of the Deaf, 128 (7), 890–93.
Selwood, J. (2005). Perspectives on a deaf mentoring programme: Does it make a difference?
Master’s thesis, University of Canterbury, Christchurch, New Zealand. Retrieved from
University of Canterbury website: http://hdl.handle.net/10092/2867.
Siegel, I. (2000). The educational and communication needs of deaf and hard of hearing children:
A statement of principle on fundamental educational change. American Annals of the Deaf,
145 (2), 64–77.
Sinclair, M., Christenson, S., & Thurlow, M. (2005). Promoting school completion of urban
secondary youth with emotional or behavioral disabilities. Exceptional Children, 71(4),
465–482.
Spencer, P., & Gutfreund, M. (1990). Directiveness in mother-infant interactions. In D. Moores,
& K. Meadows-Orlans (Eds.), Educational and developmental aspects of deafness (pp
350– 365). Washington, DC: Gallaudet University Press.
Storbeck, C., & Young, A. (2015). Early intervention in challenging national contexts. In M. SassLehrer (Ed.), Early intervention for deaf and hard-of-hearing infants, toddlers, and their
families: Interdisciplinary perspectives (pp. 305–328). New York, NY: Oxford University
Press.
Sutherland, H., Griggs, M., &Young, A. (2003). Deaf adults and family intervention projects. In
C. Gallaway & A. Young (Eds.), Deafness and Education in the UK: Research
Perspectives (pp. 5–20). London, England: Whurr Publishers.
Svartholm, K. (1993). Bilingual education for the deaf in Sweden. Sign Language Studies, 81,
291–332.
Takala, M., Kuusela, J., & Takala, E. (2001). A good future for deaf children: A five-year sign
language intervention project. American Annals of the Deaf, 145(4), 366–74.
Thompson, L., & Kelly-Vance, L. (2001). The impact of mentoring on academic achievement of
at-risk youth. Children and Youth Services Review, 23(3), 227–242.
Tyler, N., Yzquierdo, Z., Lopez-Reyna, N., & Flippin, S. (2004). Cultural and linguistic diversity
and the special education workforce: A critical overview. The Journal of Special Education
38(1), 22-38.
Wald, R., & Knutson, J. (2000). Deaf cultural identity of adolescents with and without cochlear
implants. Annals of Otology, Rhinology, and Laryngology, 12(2), 87-89.
Watkins, S., Pittman, P., & Walden, B. (1998). The deaf mentor experimental project for young
children who are deaf and their families. American Annals of the Deaf, 143(1), 29–34.
Wilkens, G., & Hehir, T. (2008). Deaf education and bridging social capital: A theoretical
approach. American Annals of the Deaf, 153(3), 275–84.
World Health Organization. (2018). Deafness and hearing loss. Retrieved from https://
www.who.int/news-room/fact-sheets/detail/deafness-and-hearing-loss.

19

Yager, J., Waitzkin, H., Parker, T., & Duran, B. (2007). Educating, training, and mentoring
minority faculty and other trainees in mental health services research. Academic Psychiatry
31(2), 146-151.
Yoshinaga-Itano, C. (2014). Principles and guidelines for early intervention after confirmation that
a child is deaf or hard of hearing. The Journal of Deaf Studies and Deaf Education, 19 (2),
143–175.
Young, A. (2003). Parenting and deaf children: A psycho-social literature based framework.
London: NDCS.
Young, A., Griggs, M., & Sutherland, H. (2000). Deaf child and family intervention services using
deaf adult role models: A national survey of development, practice and progress. London:
RNID.
Zand, D., Thomson, N., Cervantes, R., Espiritu, R., Klagholz, D., LaBlanc, L., & Taylor, A.
(2009). The mentor-youth alliance: The role of mentoring relationships in promoting youth
competence. Journal of Adolescence, 32(1), 1–17.

Deaf Adults as Role Models for the Hearing World:

Links of the Same
Chain

Document Information
Document
Intellectual Output 7- Academic Scientific Publications:
title
2. The role of Deaf practitioners as Role Models and Sign
Language teachers in three European countries

20

Developed by
Version
Date

The University of Western Macedonia (UWM)
V1.0 (ENGLISH)
28.8.2021

21

The role of deaf practitioners as role models and sign language teachers
in three European countries
Stergiani Giaouri, Marianna Hatzopoulou, Spyridoula Karipi, Anastasia Alevriadou, & Vassilis
Kourbetis (in press). The role of deaf practitioners as role models and sign language teachers in
three European countries. Trends in Psychology.
https://www.editorialmanager.com/tpsy/default2.aspx

View Letter
Date:
08 Oct 2022
To:
"Stergiani Giaouri" sgiaouri@uowm.gr
From:
"Trends in Psychology - Editorial Office" melbert.munieza@springer.com
Subject:
Your Submission TPSY-D-22-00407R2
Dear Assistant Professor Giaouri,
We are pleased to inform you that your manuscript, "The role of deaf practitioners as role models
and sign language teachers in three European countries", has been accepted for publication in
Trends in Psychology.
You will receive an e-mail in due course regarding the production process.
Please remember to quote the manuscript number, TPSY-D-22-00407R2, whenever inquiring
about your manuscript.
After your article has been accepted for publication, you will receive an email with a link to the
MyPublication process pages. Within the MyPublication process, you can opt for your article to
be published open access via Open Choice (with APC or publication charges) or to publish under
the traditional publishing model (no APC or publication charges apply).
With kind regards,
Giuseppina Marsico
Editor in Chief
Trends in Psychology

22

The role of Deaf practitioners as role models and sign language teachers in
three European countries
Abstract
Deaf role models can play a vital role in the development of Deaf/hard of hearing children’s
knowledge, language skills and perceptions. This paper presents perceptions about the importance
of Deaf role models and sign language teachers for hearing practitioners or parents of Deaf/hard
of hearing children. The aim of the study was to investigate the involvement of Deaf practitioners
as role models or sign language teachers, as well as their training for supporting hearing parents
of Deaf/hard of hearing children and hearing practitioners throughout Greece, Bulgaria, and Malta.
The data were collected by an ongoing multilingual survey in the context of the “Sign Links”
European Programme Erasmus+ led by the Hellenic Federation of the Deaf. The results revealed
the need to develop Deaf people’s competence and skills required for teaching sign language and
counseling hearing families as role models as well as to establish training programmes for Deaf
practitioners’ professional development at a national and European level.
Keywords: Deaf adults; role models; sign language teachers; teacher training and support
Introduction
Most Deaf people (about 95%) all over the world have hearing parents and do not meet Deaf adults
and sign language (SL) before the age when formal primary education starts (Hadjikakou &
Nikolaraizi, 2008; Kourbetis & Hoffmeister 1987; Lampropoulou, 1994; Mitchell & Karchmer
2004; Mitchell & Karchmer 2005; Schein & Delk 1974; Van Naarden Braun et al., 2015). Most
Deaf children (90 to 95%), in contrast to most hearing children, are brought up in poor linguistic
environments (Mitchell & Karchmer, 2005), since their parents, caregivers and teachers are not
fluent signers and cannot provide them with natural language input (Golos et al., 2018; Singleton
& Newport, 2004) to support their social, emotional and language needs. This lack of knowledge
and contact marginalizes Deaf people, their SL, and their Deaf culture (Hindley, 2005; Hoffmeister
& Caldwell-Harris 2014; Young, 2003).
International studies have shown that the academic progress, literacy, and social and
emotional growth of Deaf/hard of hearing children are directly related to language acquisition and
development (Hatzopoulou, 2008; Hoffmeister & Caldwell-Harris, 2014; Hrastinski & Wilbur,
2016; Kourmpetis & Hatzopoulou 2011; Kourbetis, Hatzopoulou, Karipi, Boukouras, &
Gelastopoulou, 2017; Niederberger, 2008; Ormel et al, 2012).
Many researchers highlight the fact that hearing people -caregivers and parents of
Deaf/hard of hearing children- do not know SL, and they rarely socialize with Deaf adults (Giaouri,
Karipi, Alevriadou, Hatzopoulou, & Kourbetis, 2022; Kourbetis & Karipi, 2021). The lack of
communicative competence is recognized as the root of most problems are arising in the family,
when a Deaf child is growing up with hearing parents, teachers, or therapists. Additionally, hearing
people still have misconceptions about Deaf people, SL, and the Deaf community (Giaouri et al.,
2022; Moores, 2001). Therefore, the use of Deaf role models is an innovative practice to support
hearing parents and teach signed languages to parents and Deaf children (Hoffmeister, Karipi, &
Kourbetis, 2022; Kourbetis & Karipi, 2021).
Deaf role models
There are many definitions of role models in the research literature, both in terms of role models’
personal characteristics and the function of a role model relationship. These definitions vary from
broad, such as informal life coaching, to programmatic, such as the Big Brothers/Big Sisters
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program (Giaouri et al., 2022; Thompson & Kelly-Vance, 2001). Some scholars define the
mentoring relationship as one in which the role model provides personal support to an individual
who needs a relational infrastructure and guidance (Rhodes, 2005). Domains in which role models
provide support and guidance also differ, and can include academic, workplace, and community
settings (Eby et al., 2008). Programs and structures for role models are divergent depending on
whether the intention is to enhance specific skills, such as literacy to prevent problem behaviors
(Austen, 2010; Sinclair et al., 2005) or supporting families and Deaf young people (Rogers &
Young, 2011; Watkins et al., 1998).
Deaf adults can be useful role models for Deaf/hard of hearing children and their families.
According to Gale et al.’s (2021) study, Deaf adults serve as role models and language providers,
typically offering educational and social support. Additionally, they suggest that when Deaf adults
connect with young Deaf or hard of hearing children regularly, cognitive development is positively
enriched in addition to language and social-emotional development. By drawing on their own
stories and experiences, Deaf practitioners can show to hearing families that deafness does not
need to be a barrier to achievement. The prospect of meeting Deaf adults who have the experience
of growing up Deaf and having opportunities to ask questions about what it is like to be Deaf could
challenge the negative stereotypes and misconceptions about Deaf people (Giaouri et al., 2022;
Sutherland et al., 2003; Wilkens & Hehir, 2008).
Moreover, Deaf role models can ease parents’ fears and share positive life experiences;
inform families of upcoming Deaf events; provide access to supportive networks; give ‘real life’
examples about self-advocacy; and provide authentic opportunities to practice SL (Byatt et al.,
2019; De Clerck & Golos, 2019; Rogers & Young, 2011). Programs that have diverse
representation of highly qualified Deaf professionals in first-contact roles simply make parents
aware of the wide-ranging expertise and professions that Deaf professionals have (YoshinagaItano, 2014).
This paper presents perceptions about Deaf practitioners as role models and SL teachers,
as well as their training and support for counseling hearing parents of Deaf/ hard of hearing
children and hearing practitioners within Europe. The data were collected in the context of the
ongoing “Sign Links” European Programme Erasmus+ led by the Hellenic Federation of the Deaf.
The scientific team of the project had the approval of the institutional ethics committee. The main
aim of the study was to expand our knowledge about the need to advance Deaf people’s
competence and skills as role models and to develop training programmes for Deaf role models at
a national and European level.
Materials and Methods
Participants
A total of thirty-six (36) Deaf, hard of hearing and hearing adults, practitioners, parents of
Deaf/hard of hearing children from the project partner countries answered the survey questionnaire
in this first pilot phase. Twenty-four (24) participants were from Greece, six (6) from Bulgaria and
six (6) from Malta. The participants in the survey were self-selected.
Demographic questions (1-6) were addressed to all participants and revealed information
about their country, gender, age, involvement with the Deaf community, SL knowledge, hearing,
and SL status. Three (3) additional questions (7-9) were addressed especially to the Deaf/hard of
hearing participants selecting information about their school education, their parents’ hearing
status and the environment they first learned to sign (see Table 1).
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Table 1.
Self-Reported Demographic Information of Survey Participants.
Demographics
Participants (n = 36)
Country
Gender
Age

Hearing status
Involvement with the
Deaf community
Sign Language (SL)
status

Greece (GR)
Bulgaria (BG)
Malta (MT)
Female
Male
20-29
30-39
40-49
Above 50
Deaf
Hard of Hearing
Hearing
professionals/practitioners
parents-family members
Native signers
Proficient
Functional communication
No knowledge
Other

24
6
6
26
10
4
7
15
10
13
2
21
26
10
7
20
7
1
1

Deaf/hard of hearing participants
School Education

Parent Hearing status
Environment they first
learned Sign Language
(SL)

Secondary Education-Hearing
School
Secondary Education- School for
Deaf
Primary Education-Hearing School
University
Other
Both parents hearing
Both parents Deaf/hard of hearing
One parent Deaf/hard of hearing
Family (parents and siblings)
Outside of their family (friends and
school)

Participants
(n=15)
5
5
2
2
1
10
4
1
5
10

Measures
The development of the survey questions was based on desk research of previous European
surveys and the project proposal. We needed a basis of comparison from older and more recent
data, and we selected two previous surveys for the development of the questionnaire (Kyle &
Allsop, 1997; Kourbetis et al., 2001) and a more recent one from the Erasmus+ Project Sign First:
http://www.sign1st.eu/en/. The period needed for the development of the questionnaire was from
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01/10/19 - 31/05/20, a total of 8 months, with the participation of all partners. All partners
submitted questions providing feedback to the overall structure and content of the questionnaire.
The questions were a mix of multiple-choice, closed- and open-constructed questions.
Intending to remove language barriers and grant accessibility to question and closed answer
content to our deaf and hearing participants, the questionnaire was developed in three written
languages,
English,
https://forms.gle/tcT8KWF7iHmdp9or5,
Greek
https://forms.gle/rkc2ahM27bEWHqj1A, Bulgarian https://forms.gle/ifQv6WQSZfzMe7pJ7 and
in a multi-clip, multilingual video sign language questionnaire in Greek Sign Language - written
Greek https://forms.gle/vXEB61AVcxCkB62o6 and in International Signs - written English
https://forms.gle/LUnXwsi3jvsXj7zs9. Multi-clip video sign language questionnaires have been
presented as the best mode of administration for sign-friendly survey research (Bosch-Baliarda et
al., 2019). The questionnaire was created on the Open Source and free platform, the Google Forms
as an online survey, with responses collected in an online spreadsheet.
Data Analysis
In this paper apart from the demographic information described above for the survey participants
(1-9 Questions), the data presented is about SL training to hearing adults, practitioners, or parents
of Deaf/hard of hearing children (10-18 Question) and Deaf practitioners as role models/SL
teachers - training programmes and support (40-49 Questions of the total questionnaire).
Quantitative data were analyzed with descriptive statistics. Most of the responses,
depending on their content, were clustered by country. Qualitative data from open answers were
analyzed. Open questions were very helpful in understanding the way the participants construed
the terminology and interpreted our quantitative findings correctly.
Despite careful planning and piloting, we acknowledge methodological limitations of the
survey mainly in relation to the number of participants per country, statistical methodology and
uniformity of content understanding. As we expected, there was significant variation in the
interpretation of the terms used, such as deaf /hard of hearing children, SL, training programmes
and Deaf role models, across the different countries. However, as mentioned above, the ambiguity
created in the interpretation of the data due to the differences in participants’ understanding of the
terminology, most of the times was clarified by the open answers we received.
Results-Discussion
Hearing Adults – SL training
The data about teaching SL to hearing adults, parents and practitioners revealed some
contradictory findings showing the existing significant discrepancies in the not-yet well-developed
SL training programmes in the three participant countries, Greece, Bulgaria, and Malta.
Investigating if SL knowledge is a prerequisite for practitioners involved in the education
of the Deaf/hard of hearing students in the public and private sector (Question 10, 11), most
participants from Greece and Bulgaria answered positively either by choosing “Yes” or “Partially”
(see Table 2). For the public sector, all negative responses, but one, were coming from Maltese
participants. For the private sector half of the negative answers (n=3/6) were from Malta and the
remaining (n=3/6) were from the Greek population. Overall responses indicated that in Greece and
Bulgaria SL knowledge is a requirement for both sectors, whereas in Malta SL is not required as
a qualification for practitioners in the field.
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Table 2.
On SL knowledge as a prerequisite on the public and private sector – level of competence.
Prerequisite SL Knowledge
Participants (n = 36)
Practitioners SL
Knowledge-Public sector

YES
PARTIALLY
NO
YES
PARTIALLY
NO
Required Level of SL
Competence

Practitioners SL
Knowledge-Private sector

27
5
4
20
10
6
Participants
(n=33)

Required level of SL
competence

Proficient
Functional communication

20
13

Most participants, who answered the question about the required level of SL competence (Question
12), reported that among all partner countries, the required level of competence is proficient (see
Table 2).
Regarding the establishment of teaching SL to hearing practitioners in the education of the
Deaf/hard of hearing, answers (Question 13) showed an encouraging situation for Greece, whereas
a rather negative picture is illustrated for Bulgaria and Malta.
Well-established teaching of SL
in GR BG MT
20

No of Answers

16
15
10
6
5

3

2

0

0

3

0

GR

3
0

BG
Yes

No

Partially

2

0

1

MT
I don’t know

Figure 1. Well-established teaching of SL to hearing practitioners per country.
This figure demonstrates that most of the Greek participants are providing a positive picture
about the well-establishment of teaching SL to hearing practitioners by answering either
“Partially” (n=16/24) or “Yes” (n=6/24). On the contrary, the reported answers for Malta and
Bulgaria show that teaching SL to hearing professionals, teachers for the Deaf etc. is not yet wellestablished in these countries.
The encouraging condition reported for Greece may be correlated with the prerequisite SL
knowledge for practitioners’ involvement in the education for the Deaf/hard of hearing in the
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public sector, (Question 10), making the establishment of SL training programmes for practitioners
crucial, as SL is a qualification for working in the field.
Regarding the sector, public or private that SL teaching is better established (Question 14),
the picture is quite different per partner country. In Greece, it is observed that most of the
participants (n=10/23) answered “both”, and the remaining were divided almost half (n=7/23) for
the public sector and half (n=6/23) for the private sector, demonstrating a balance between the two
sectors. These answers come from all the Greek participants (n=22/24) who answered positively
on the question for the well-establishment of teaching SL to hearing adults (Question 13) and one
of the two participants (n=2/24) who answered negatively. This last participant chose the private
sector as the only area that SL teaching is taking place, imposing that the negative responses
recorded for the non-well-establishment of teaching SL in Greece, may denote dissatisfaction
about the lack of SL training courses in the public sector.
For Bulgaria, all participants, who chose “Partially” (n=3/6) for the establishment of
teaching SL to hearing practitioners denoted that it occurs in the public sector. As in Greece, one
Bulgarian participant who answered negatively about the well-established teaching of SL at a
national level, indicated that it takes place only in the private sector.
From the Maltese participants, all those who answered positively by choosing “Partially”
(n=2/6) for the well-established teaching of SL at a national level, one participant supported that
it takes place in both sectors, and another supported the private sector.
Regarding the years of training on SL required for the first diploma to achieve a functional
communication level (Question 15), the findings differ among the partner countries. For Greece,
most of the responses (n=15/21) revealed that the needed years of training are four, although some
of the participants (n=4/21) estimated that two years are enough for acquiring functional
communication and less (n=1/21) estimated that three or more than four years are required.
Discrepancy was observed among the Bulgarian participants which is in alignment with
the findings that teaching SL to practitioners is not well-established in Bulgaria. Almost all the
participants chose a different number of years. Two out of six participants chose one year, one
participant chose two years, two participants chose three years, and one participant chose more
than four years. No one chose four years.
Likewise, in line with the negative answers (n=4/6) that most Maltese participants gave
concerning the well-established teaching of SL to practitioners, for Malta, only one answer was
given instead of six and that was one year of training, clearly indicating that teaching SL to teachers
for the Deaf/hard of hearing, interpreters etc., hardly take place in Malta.
On a question (16) about the existing published materials for teaching SL to adults, findings
seem inconsistent for all partner countries. In Greece, except for those who noted “I don’t know”
(n=6/23), a slightly lower number (n=9/23) answered negatively, and an also lower number
(n=8/23) answered positively, showing that participants’ opinions are divided. For Bulgaria,
contrary to the fact that teaching SL to hearing adults is not well-established most participants
(n=4/6) answered that there are published materials for teaching SL to adults. The same opposing
picture was observed for Malta, where though most participants considered that teaching SL to
hearing adults is not well-established, four out of six of the Maltese participants (n=4/6) denoted
that there are available materials for teaching SL to adults (see Figure 2).
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Figure 2. Published materials for teaching SL per country.
Overall, the findings about teaching SL in each partner country seem to be conflicting. In
Greece, although SL training programmes are reported to be well-established by almost all Greek
participants, there are not published materials on that purpose. On the contrary for Bulgaria and
Malta, data showed that teaching SL to hearing adults is not well-established, but there are
available published materials.
Regarding accessibility to materials ( Question 17), we had only 21 responses out of a total
36 responses we received in most other answers. Only ten (10) answers (n=10/24) were given from
Greece, five (5) from Malta (n=5/6), whereas all six (6) participants (n=6/6) from Bulgaria replied.
On this question, participants could choose more than one answer and they were analysed by
calculating all the different choices that participants made (see Figure 3).
Most of the Greek participant’s responses, agreed that the available SL materials for adult
training are not accessible to the public. Seven out of the eighteen answers (n=7/18) mentioned
that the training centres supply the SL materials only to their students and fewer (n=6/18) that there
are private published materials. Only four answers (n=4/18) stated that there are materials supplied
by the state, being open-source materials and one answer (n=1/18) was “Other”, noting that
materials used in Greece are copied from other European countries.
Correspondingly, for Bulgaria answers showed that the available SL materials for adult
training are mostly supplied by the training centres (n=5/8), two out of eight (n=2/8) responses
were that they are supplied by the state and one case (n=1/8) was for them being privately
published.
For Malta, the answers implied that the few existing materials are equally, either open
source or private. Two out of six participants (n=2/6) equally chose that the available materials are
either open source or “Other”, one referring to an online dictionary and some SL books that include
very basic signs, and one mentioning that they can be bought from a bookstore. The case that SL
materials are supplied by training centres was picked only by one respondent (n=1/6) and the same
was recorded for privately published materials.
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Access to SL materials for Hearing Adults
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Figure 3. Access to SL materials for teaching SL to hearing adults per country.
The inconsistency in participants’ responses on the last two questions probably indicates
that in all three countries, the existing SL materials are scant and not accessible for the public, even
though Greece seems to be in a slightly better situation.
The last question (18) regarding SL training to hearing practitioners and/or parents of Deaf/
hard of hearing children was an open question asking participants to add any information or
comment that would illustrate the status of teaching SL to adults, practitioners, and parents of
Deaf/hard of hearing children in their country. This question was completed by 24 out of 36
participants. We received thirteen (13) answers from Greece, five (5) from Bulgaria and six (6)
answers from Malta. Most of the comments gave additional information to the previously
answered closed questions, broadening our understanding of the situation in each partner country,
and enlightening the way that our participants perceived the used terminology.
Five of the comments from Greek participants were about the need to teach hearing parents
of Deaf/hard of hearing children SL to develop their communication skills. One comment
emphasised the importance of cooperating with the Deaf community. Some others stressed the
need (a) to train SL trainers and develop a curriculum for teaching SL to adults, as well as (b) to
train all hearing teachers working in the field to acquire high SL skills. Finally, whereas some
comments mentioned that in Greece new materials for adults must be developed, others put
emphasis on the fact that the available materials for children and teenagers can also be used for
adults or at least after being slightly modified.
Comments from Bulgaria, (three out of five) highlighted the role of the Union of the Deaf
in Bulgaria (UDB) on teaching SL to hearing adults, and the other two mentioned that “Teachers
in schools for the deaf child[ren] don`t know SL perfectly” pointing out the lack of SL knowledge
even by the professionals in the field.
All participants from Malta commented that learning and teaching SL is still on a basic
level in their country. A comment stressed the lack of awareness of the importance of SL.
Overall, participants’ answers clearly demonstrate that teaching SL to hearing practitioners
and parents of deaf /hard of hearing children have not yet been established in the three partner
counties, Greece, Bulgaria, and Malta, with Greece being in a slightly better developing situation.
Deaf Adults - Role Models /SL teachers
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As was expected, the descriptive statistics of the answers on the section about Deaf practitioners
as role models or SL teachers, and their training (Questions 40-49), showed that in the three
countries, Deaf adults rarely work as counselors/role models, and when it happens, they have no
training at all despite the high qualities and skills needed for this challenging job. More usually
Deaf adults are found to work as SL teachers, for which similarly, there are no sufficient formal
training programmes recorded among the three partner countries.
The question where the qualifications of Deaf adults working as role models in social
welfare services for families of Deaf/hard of hearing children were investigated (Question 40),
was answered by 35 participants (n=35/36). Participants could choose more than one of the five
choices, “University degree”, “On the job training”, “Seminars-Workshops”, “I don’t know”, and
“Other”, to answer the question (see Figure 4).
Findings showed that in all partner countries, there are no specific qualifications to support
Deaf adults to work as role models and their work is not recognized. The choice of the “University
degree”, was found only in eight (n=8/38) answers of the Greek participants and in one answer
(n=1/8) of Bulgarian participants. The choice of “On the job training” prevailed in Greek
participants’ answers whereas most of the Bulgarian and Maltese informants chose “Other”,
showing that Deaf adults whenever functioning as Deaf role models, must depend on their personal
experience to cope with the needs of hearing parents of Deaf/hard of hearing children. Bulgarian
participants who picked “Other”, (n=3/8) noted that “in Bulgaria, there are no Deaf adults working
as counselors in social welfare services” and participants from Malta (n=3/4), similarly pointed
out that “No Deaf adults [are] working as counsellors or role models in social welfare services in
Malta. There are only volunteers from the national Deaf People Association”.
Deaf Adult Qualifications
14

13
12

12

No of Answers

10
8

8

6

5
4

4

3
2

2

1

2
1

1

0

0
GR
University degree

0
BG

On the job training

Seminars- Workshops

0

0

MT
I don’t know

Other

Figure 4. Qualifications of Deaf adults as role models per partner country.
In all partner countries, Deaf adults seem to work occasionally as counselors/role models,
with very limited qualifications to support them in the challenging task of a Deaf role model
confronting hearing parents’ frustration and denial.
Two more questions examine if there are training programmes at any level for Deaf role
models in social services for families of Deaf/hard of hearing children (Question 41) and their
content (Question 42). Regarding the existing training programmes the answers were negative for
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all three countries. For Malta, all participants (n=6/6) selected the “No” answer. For Greece, most
participants (n=16/23) stated “No” and the remaining (n-7/23) selected “I don’t know”. For
Bulgaria, half of the informants (n=3/6) replied negatively, and half noted that they do not know.
None of the three partner countries participating in the survey have any training programme
for Deaf role models for families of deaf/hard of hearing children, at any level, and none of the
participants was able to comment on the content of the training or provide a link to any programme.
Almost all but one participant (n=35/36) answered the question in which the participants’
opinions on the qualities that characterize a good Deaf role model were investigated (Question 43).
Α good Deaf Role Model has to …
Other
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Be passionate

8

Have awareness of his/her personal opinions &…

10

Feel confident about speaking to a group of people
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Have team-working &interpersonal skills
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Be flexible and open minded
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Have good communication skills
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Be able to inspire and motivate
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Develop counseling, good leadership and training…

12

All of the above
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Figure 5. Qualities/attributes of a good Deaf role model per partner country.
This figure shows that “All of the above” was the most chosen option (n=28/35) of
participants. All features were considered equally significant for a Deaf role model to be
successful. Some that stood out from the others were: “Develop counseling, good leadership and
training skills” (n=12/35), “Be flexible and open-minded” (n=11/35), “Have good communication
skills” (n=11/35), “Be able to inspire and motivate” (n=11/35). To “Be proud to be Deaf” follows
in participant choices and so does “Be friendly and approachable”, “Have team-working &
interpersonal skills”, “Feel confident about speaking to a group of people”, “Have awareness of
his/her personal opinions & remain unbiased” (n=10/35). To “Be passionate” was the last attribute
to be picked by some participants (n=8/35) of the partner countries. Few participants, who chose
“Other”, proposed some additional characteristics such as: “A good Deaf role model has to be
educated”, “He/she [should be] constantly evaluated and trained”, “To participate in a scientific
program and to be trained accordingly” emphasising the significance of education and training as
a prerequisite for a good Deaf role model. Finally, a noteworthy comment was about devotion and
commitment: “To dedicate time, to be communicable and to love what one does. Be cool and
focused”.
The necessary knowledge that a good Deaf role model must be familiar with (Question 44)
was also explored. The participants gave their opinion by choosing the topics that they thought
were most significant among the given ones of the questionnaire (see Figure 6).
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Α good Deaf role model has to have a thorough knowledge of...
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Figure 6. Knowledge of a good Deaf role model about different topics per partner country.
This figure shows that nearly all participants agreed that a thorough knowledge of all five
different topics proposed in the questionnaire was critical, i.e., knowledge about: the Deaf
community, the national SL, the education of deaf/hard of hearing children, the technical aids,
hearing aids and cochlear implants and the variety of the communication approaches for deaf/hard
of hearing children. Knowledge about “The Deaf community” and “The wide variety of the
communication approaches” seems to be recognized as more prominent compared to all other
distinct topics. Two out of the 35 participants, who chose “Other” revealed again the issue of
training by stressing that a Deaf role model needs to have thorough knowledge about hearing
parents’ needs and be constantly trained.
The question investigating the beliefs of participants about the likelihood to receive
negative comments or behavior by hearing adults, parents or practitioners when working with them
(Question 45), revealed that most participants were convinced that negative attitudes will
doubtlessly occur towards Deaf adults probably due to our Deaf/hard of hearing and hearing
informants’ previous personal experience with hearing adults.
The question was answered by 35 participants (n=35/36) from all partner countries. Most
of them responded positively by choosing either “Sometimes” (n=20/35) or “Yes” (n=12/35)
expressing certainty. For Bulgaria, all informants replied positively, either by checking
“Sometimes” (n=5/6) or “Yes” (n=1/6), whereas the picture for Greece and Malta was comparable
(see Figure 7). Only three participants (n=3/35), two d/Deaf, one from Greece, one from Malta and
one Greek hearing participant denoted that hearing parents and/or practitioners do not indicate
negative attitudes towards the Deaf role models.
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Figure 7. Negative attitude towards Deaf role models per partner countries.
A thorough examination of the responses about hearing parents or practitioners’ negative
attitude towards Deaf adults in correlation with our informants’ involvement with the Deaf
Community revealed that all hearing participants, parents/family members and practitioners, but
one, with a short experience in the Deaf community, answered positively by choosing one of the
two options “Yes” or “Sometimes”. This indicated that the belief of a potential negative attitude
of hearing adults to Deaf counselors is not biased, coming only from the Deaf participants’
responses. On the contrary, two out of the three negations were given by two Deaf practitioners.
Overall, the findings point out a consensus among hearing and Deaf participants of all partner
countries about the expected attitude of hearing parents and practitioners towards the Deaf role
models.
Continuing the topic of the negative behavior in another question, the most common
negative attitudes that Deaf role models may face in their interaction with hearing parents and/or
practitioners were examined (Question 46). Figure 8 below illustrates the participants’ beliefs from
all partner countries.
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Figure 8. Negative attitudes towards Deaf role models.
More than half of the informants (n=17/ 33) chose all the suggested potential negative
attitudes or behaviors described in the question. Fourteen (n=14/33) equally checked “Feel
insecure about their child’s future” and “Have negative views on deafness” whereas the choices of
“Underestimate their skills”, “Have low expectations of their deaf child”, “Avoid communicating
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with them”, “Talking behind their back” “Asking curious questions” followed in participants’
preference. The option “Other” was chosen by three out of the 33 participants. One was from Malta
and two from Greece. One was a practitioner and the two were parents. Two were hearing and one
was Deaf. The comments they made referred to negative attitudes that participants had probably
experienced in the past mentioning that hearing adults ignored and underestimated Deaf
practitioners.
One question (47) raised the issue of the hearing status of teachers of SL in each partner
country and each participant could choose more than one answer (see Figure 9).
Hearing Status of SL Teachers
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Figure 9. Hearing status of SL teachers per partner county.
Each country presented a different picture. For Greece, considering both answers, “Mostly
Deaf” (n=8/25) and “Deaf” (n=6/25) given by the Greek participants, SL teachers in Greece are
mostly Deaf. The choice “Deaf and hearing” followed (n=11/25) but nobody picked “Hearing” or
“Mostly hearing” or “I don’t know”. These answers either depict the current practice in Greece or
show that Greek informants clearly believe that being Deaf is crucial for teaching SL. Comparing
the answers of the Greek Deaf and hearing participants, an interesting difference in the preferences
between the two groups occurred. Most of the Greek Deaf participants chose “Deaf” and “Mostly
Deaf” (n=5/8, a 62,5%) whereas the same choices were picked, by less of the hearing participants
(n=9/17, a 52,9%), a finding which may indicate that the Deaf participant considered it more
crucial to be Deaf, and to have a Deaf identity to teach SL.
For Malta, all informants chose only the option “Deaf” (n=6/6) for SL teachers, a result
which was further investigated qualitatively by personal communication with two (n=2/6) of the
Maltese participants, one Deaf and one hearing. What emerged from this communication was the
statement that “it is not the audiological difference between a hearing and a Deaf SL teacher, but
Deaf teachers have a better understanding of the Deaf world and SL, which is significant for
teaching the language. In addition, the Deaf identity was considered critical when teaching SL”
showing that for Maltese participants, the hearing status is related to the role of the SL teacher.
On the contrary, choices from Bulgarian participants illustrated a preference to the hearing
teachers for teaching SL, either demonstrating the existing practice in the country or being a matter
of preference, since informants equally picked “Deaf and hearing” (n=4/10) and “Hearing”
(n=4/10), and “Mostly hearing” (n=2/10). Only two Bulgarian participants (n=2/10), additionally
picked the choice in favor of being “Deaf” for being a SL teacher.
The next two questions (48, 49) explored, the participants’ views and knowledge about the
existing training programmes for SL teachers. Results revealed that in all partner countries, there
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are still no sufficient formal training programmes for SL teachers, but some training takes place at
least on a basic level.
Training Programmes for SL Teachers
No of Answers

12
10

10

9

8
6

5

4

4

3

2

0

0
GR

1

BG
Yes

No

3
0
MT

I don’t know

Figure 10. Existing training programmes for SL teachers per partner county.
This figure presents participants’ responses about the existing SL teachers’ training
programme at any level, among the partner countries. For Malta and Greece, the answers illustrated
a contradictory picture, Maltese answers were equally divided between “Yes” (n=3/6) and “No”
(n=3/6) and almost the same was observed for Greece, ten Greek informants (n=10/23) replied
positively and nine (n=9/23) answered negatively. Findings appeared to be clearer for Bulgaria,
where contrary to what was expected, there were five (n=5/6) positive answers. The inconsistency
recorded for Malta and Greece again brought up the issue of how informants read the questions
and what is a training programme, which was clarified on the last open question (49) in which
participants were asked to specify the current training programmes for SL teachers in each country.
This question was answered by 20 informants, six (n=6/6) Bulgarian, five (n=5/6) Maltese
and nine (n=9/23) Greek and it was very helpful in interpreting the contradictory answers that were
given in the previous question. For Bulgaria, in contradiction to the fact that previously all
informants supported that there are training programmes for SL teachers, the additional given
information pointed out that there is no formal training for SL teachers.
From the specifications that all the Maltese participants gave, we gathered some further
information: (a) there are only two SL teachers in Malta, and (b) there are no formal training
programmes for training SL teachers.
For Greece, this question was answered by half (n=5/10) of the informants that answered
positively about the training programmes of SL teachers and by four informants who answered
negatively. All the comments of those who answered positively, made it clear that informants
referred to seminars and workshops that take place occasionally, organised by universities and by
the SL teachers' association.
Answers from all three partner countries drive to the assumption that although Deaf adults
may work more as SL teacher compared to the extent that they work as Deaf role models, either
regarding this occupation there is still no sufficient formal training to support them in developing
their skills and acquiring proper professional qualifications.
Conclusion
Overall, this study provides a clear understanding of the situation about the need for raising hearing
adults’ awareness, practitioners, and parents of Deaf/hard of hearing children, on the Deaf
community, which still constitutes a crucial issue, after more than five decades of research on
signed languages and on the education of the Deaf/hard of hearing (Moores 2001). The importance
of developing Deaf people’s competence and skills in teaching SL and supporting hearing families
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as role models, is highlighted as well as the establishment of formal training programmes at
university level for Deaf adults’ professional development. In addition, the significance for Deaf
adults to have the opportunity to be role models is revealed.
Information about the existing practices on SL training, demonstrated that in all three
countries, programmes for teaching SL to parents of Deaf/hard of hearing children and hearing
practitioners are not well-established. SL courses for parents of Deaf/hard of hearing children are
extremely limited and for Greece their establishment in the private sector usually constitutes a
serious obstacle to overcome by hearing parents who at the same time have to exceed their denial
for deafness (Nikolaraizi & Hadjikakou, 2006).
Deaf practitioners’ training for teaching SL and support of hearing adults, practitioners,
and parents of Deaf/hard of hearing children hardly exists. Likewise in Malta, Greece and Bulgaria,
there are no proper training programmes for training SL teachers, or Deaf role models for hearing
parents of Deaf/hard of hearing children.
Further work would be required to understand the long-term benefits and further advances
that Deaf role models may wish to initiate on all aspects and especially on Deaf/hard of hearing
children’s psycho-social and language development. Therefore, realistic expectations for the Deaf,
positive reactions to deafness, and exposure to Deaf role models and SL will better develop a
bicultural identity and form health and positive relationships with Deaf and hearing people alike,
within families or even in the workplace. Deaf role models’ involvement in educational settings
and social welfare services for young Deaf/hard of hearing children is crucial. Hearing adults living
or working with Deaf people will benefit from this contact in terms of accepting deafness and SL
as a variant approach based on the visual aspect of the mutual communication and social inclusion.
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Abstract
Accessibility of Massive Open Online Courses (MOOCs) platforms is a revolutionary approach to
distance teaching and learning. However, there is limited research on the accessibility barriers of
MOOCs for learners with disabilities. Recent research has manifested the need for implementing an
inclusive approach regarding MOOCs accessibility, thus meeting the requirements of the UN Convention
on the Rights of Persons with Disabilities and the national Law for accessing ICTs and knowledge.
The main purpose of this paper is to present a newly designed and implemented accessible MOOCs
platform for the training of Deaf adults as Role Models in Greece, Bulgaria and Malta.
The OpenpediaX platform was developed on the popular open source EDX platform built by Harvard
and MIT, which fully complies with the legal requirements of the US and follows international standards
and principles for web accessibility and Universal Design for Learning.
Specifically, we present additional accessibility formats for the needs of our target population with the
use of Signed language videos that incorporate open and closed captions with downloadable
transcripts, native signer presentations in three national Signed Languages, as well as in International
Sign and online sign language support. The primary goal is to meet not only the diverse needs of our
Deaf learners in the three countries involved but also the needs of Deaf learners from other countries
around the world.
All accessibility features are to be focused upon the areas of certification and completion of studies,
assignments, discussion forums and progress reports. Personalization options will be evaluated in order
to adapt the educational environment to Deaf adults individual learning needs.
Keywords: massive open online courses, inclusive training, openpediax platform, deaf role models.
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1. Introduction
Accessibility is a human rights issue that the United Nations has addressed. The United Nations
Convention on the Rights of Persons with Disabilities (CRPD, 2006) recognizes and promotes the use
of signed languages and establishes accessibility as a prerequisite to enjoying the rest of the rights
protected by the Convention.
The CRPD, the first international treaty that explicitly mentions sign language, is a human rights
instrument with great importance for Deaf people. Article 24 (Education) (5), mandates that
«...persons with disabilities are able to access general tertiary education, vocational training, adult
education and lifelong learning without discrimination and on an equal basis with others. To this end,
States Parties shall ensure that reasonable accommodation is provided to persons with disabilities.».
Massive Open Online Courses (MOOCs) offer openness, structured learning, minimal financial
burden, individual planning of time, pace and place, and lower participation barriers in comparison to
other online or formal learning. Accessible content is a major requirement towards a successful path
to universally accessible e-learning (Spyropoulos et al., 2020). Nevertheless, limited progress has
been made, so far, in producing universally accessible MOOCs or producing MOOCs to meet specific
accessibility needs of learners with disabilities, such as adaptive interfaces for the Deaf (Iniesto et al.,
2016).
Recent research has illustrated the need for adopting a holistic approach regarding MOOC
accessibility and thus meeting the requirements of the UN Convention on the Rights of Persons with
Disabilities and national Laws (Bozkurt et al., 2020; Kourbetis & Gelastopoulou, 2017; Kourbetis,
Karipi, & Boukouras, 2020; Kouroupetroglou, 2015; Sanchez-Gordon, & Lujan-Mora, 2016; Zhang et
al., 2020).
Therefore, the development of accessible interfaces in digital resources for the adult education of
Deaf Role Models (DRMs) using information technology offers solutions to support Deaf adults’
maximum learning. We argue that using digital, open and accessible resources will enhance inclusive,
effective and accessible learning in the field of Deaf adult education.
1.1

The need to train Deaf Role Models

Most Deaf people (about 95%) all over the world have hearing parents and do not come in contact
with Deaf adults and Sign Language (SL) before they enter primary school education (Hadjikakou &
Nikolaraizi, 2008; Mitchell & Karchmer, 2005). Besides, most deaf children (90 to 95%), in contrast to
most hearing children, are brought up in poor linguistic environments (Mitchell & Karchmer, 2004,
2005), since their parents, caregivers and teachers are not fluent signers and cannot provide them
with natural language input to support their social, emotional and language needs (Golos et al., 2018;
Singleton & Newport, 2004). This lack of knowledge and contact marginalizes Deaf people, their SL
and their Deaf culture (Hindley, 2005; Hoffmeister & Caldwell-Harris, 2014; Young, 2003).
This state of affairs mandates the need to train Deaf adults to act as Role Models for hearing parents
of Deaf children. Due to the importance of early and accessible language and communication and the
development of positive self-esteem, it is critical that parents have resources allowing them to help
their child develop language and cherish full interaction with their family. According to theoretical
and field research findings, exposing children early to Sign Language, proper teaching tools leads to
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gradual maturation of the language and corresponding developmental milestones of Deaf children
are achieved (Hatzopoulou, 2008).
There are many definitions of Role Models in the research literature, both in terms of role models’
personal characteristics and the function of a role model relationship. These definitions include
informal life coaching (Thompson & Kelly-Vance, 2001), personal support and guidance (Rhodes,
2005), enhancement of specific skills, such as literacy and preventing dysfunctional behaviors
(Austen, 2010; Sinclair, Christenson, & Thurlow, 2005) or supporting families and d/Deaf young
people (Rogers & Young, 2011; Watkins, Pittman, & Walden, 1998).
Deaf adults can be excellent Role Models for Deaf/hard of hearing children and their families for
providing social-emotional and language support (Gale et al., 2021). By drawing on their own
experiences, Deaf practitioners can show to hearing families that deafness does not need to be a
barrier to achievement. The prospect of meeting and getting to know Deaf adults who have the
experience of growing up Deaf and having opportunities to ask questions about what it is like to be
Deaf could challenge the negative stereotypes about Deaf people (Wilkens & Hehir, 2008). Moreover,
Deaf Role Models can ease parents’ fears by sharing positive life experiences; informing families of
upcoming Deaf events; providing access to supportive networks; giving ‘real life’ examples about selfadvocacy; and providing authentic opportunities to practice SL (Byatt, Dally & Duncan, 2019; De
Clerck & Golos, 2019; Rogers & Young, 2011). Programs that have diverse representation of highly
qualified Deaf professionals in first-contact roles simply make parents aware of the wide-ranging
expertise and professions that Deaf professionals have (Yoshinaga-Itano, 2014). With a view of
enhancing the role of Deaf practitioners as Role Models and Sign Language teachers (Giaouri,
Hatzopoulou, Karipi & Alevriadou, in preparation) we have developed a training program for Deaf
adults, the OpenpediaX Training platform which educates them to become Role Models. The training
of Deaf adults as Role Models practitioners aims at supporting and empowering hearing adults
(practitioners, family members, coworkers) to work and associate with Deaf people from their early
years to adulthood.

2. The OpenpediaX Training platform
The OpenpediaX is an innovative, online-learning platform that promotes accessibility for everyone,
including Deaf learners and learners with or without other disabilities. The open source platform of
Open edX (https://open.edx.org/) was used for our MOOCs platform. This platform was founded by
Harvard University and Massachusetts Institute of Technology (MIT) in 2012 and it fully complies to
the legal requirements of the US and follows international standards and principles for web
accessibility and Universal Design for Learning.
Open edX is an online learning destination and MOOC provider, offering high-quality courses from
the world’s best universities and institutions to learners everywhere. Open edX is the only leading
MOOC provider that is both nonprofit and open source and most importantly accessible to Deaf
learners. Our innovative project «Sign Links» (https://signlinks.eu/) provides a shared resource for
our partners and participants, with access to higher-level learning using only a computer and an
Internet connection. The Open edX platform was adapted so as to enable us reach thousands of Deaf
learners, some of whom may lack the typical backgrounds and resources of hearing learners.
The use of the OpenpediaX Training platform includes two strands:
a) The associations of the Deaf in Greece, Bulgaria and Malta (partners of «Sign Links») will be
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delivering professional development within the context of Deaf users and in turn b ) the
participants will be developing peer (or coaching) networks to facilitate implementation of new
knowledge.
b) The use of the platform will result in the reduction of spending costs for professional
development since all training material will be archived, thus providing utility to more trainers
and trainees. In the development process we have followed international standards and
principles for web accessibility (W3C WCAG 2.0, https://www.w3.org/WAI/) and Universal Design
for Learning (https://udlguidelines.cast.org/), accessible by everyone, to the greatest extent
possible, without the need for any additional adaptation. Every effort has been made to comply
with all national and European applicable accessibility laws.
2.1

The platform capabilities

The learners only need adequate internet access and an e-mail. The platform provides:
•

Easy access to and navigation in the training material with Modules per week (sectors).

•

Easy course creation by trainers Multiple types of questions.

•

Easy / automatic evaluation of closed-ended responses that offers flexibility and convenience.

The openpediaX platform includes fully accessible videos with control of captions, speed, volume,
screen size, and languages to create a more engaging and rewarding online learning environment.
Trainers can use tools that encourage collaboration and communication among trainees.
Furthermore, all users can join discussion forums, use peer assessments as well as social media sites
to connect with other students and get support from the course staff. Trainees can chat with other
learners and trainers via an asynchronous communication forum that enhances the sense of
community and enriches interactive learning.
OpenpediaX platform hosts three main courses, and one Demo course for the use of the platform
(Fig.1) all in Greek and English with Greek Sign Language and International Signs and under
development in Bulgarian with Bulgarian Sign Language and Maltese with Maltese Sign Language as
follows:
1. DemoX (http://www.openpediax.com/courses/course-v1:OpenpediaX+Op1+2021_D1/about)
2. Role Models Teaching Guide for Parents (http://www.openpediax.com/courses/coursev1:OpenPediaX+RMP1+2020_R1/about)
3. Teachers Guide of Deaf Role Models-Teaching Sign Language to hearing adults

(http://www.openpediax.com/courses/course-v1:SignLinks+SL01+2021_T1/about)
4. Deaf Role Model Guide: From the Deaf for the Deaf
(http://www.openpediax.com/courses/course- v1:SignLinks+DDG101x+2021_T4/about )
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Figure 1: The openpediaX training courses.

3. The development and production
The development and production of the openpediaX platform for Deaf learners follows the basic
accessibility technological requirements proposed by Kouroupetroglou (2015) and Zhang et al. (2020).
Specifically, the aforementioned researchers have recommended four accessibility attributes that
researchers should focus on when providing Open Educational Resources (OER):
Perceivable Content: Information is presented to users in modalities they can perceive—in Signed
Languages and in written languages. We use Deaf native signers and professional Signed Language
interpreters for the signed content of the platform, making in this way the content even more
meaningful and useful for the majority of Deaf and hearing adults that have limited access to native
sign language input.
Operable Platform and Software: The interface components, navigation, browsing and searching
require simple interactions that Deaf adults can easily perform, even with minimal technological
skills.
Understandable Content: Content is fully understandable and tested with end users. The levels of
content are differentiated according to the needs of all language users.
Robust Content: The educational material meets the training needs of Deaf Role Models. All
interfaces are interrelated, open, and accessible to a wide variety of users, including parents and
teachers of Deaf children.
In the post- production phase of our project we offer online sign language support to meet the
diverse needs of our Deaf learners in the three countries involved, as well as Deaf learners from other
countries of the world. All courses were developed and implemented with the involvement of Deaf
Role Models that are native or near native signers of their national signed language and international
signs.
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4. The use of Signed Languages as an accessibility feature
Spoken languages are articulated by the mouth and vocal area and sensed mainly acoustically, even
though manual gestures and mouth movements are also vital for spoken languages. Signed languages
are articulated by the hands, face, and body and they are perceived visually. Signed languages are
complete, natural languages of the Deaf communities all over the world. Signed Languages, in
contrast to spoken languages, are particularly suited to the visual nature of the Deaf, with "their
ability to see", and this makes them perfectly accessible to any Deaf person (Hill, Lillo-Martin &
Wood, 2019; Lane, Hoffmeister & Behan,1996).
The socio-linguistic analysis of natural Signed languages revealed that Signed languages have the
same characteristics as those observed in spoken languages in terms of change, linguistic diversity,
social and cultural use (Kourbetis & Hatzopoulou, 2010).
International Sign (IS) is a pidgin- signed language, which is used mostly at international meetings,
conferences, etc. Besides, IS is used between signers who lack a common Signed language or is
broadcasted for viewers internationally (Supalla, & Webb, 1995). The use of three Signed Languages
(Greek, Bulgarian and Maltese), as well as International Signs is the ultimate accessibility feature of
the openpediaX platform (Fig 2).

Figure 2: . Native Signers and hearing interpreters for accessibility through a Signed language.

5. Captions and interactive transcripts
The National Association of the Deaf requires ensuring access through quality captioning when
developing video content in the Internet after a landmark settlement of the National Association of
the Deaf (US) with Harvard University (with MIT is the developer of the edx platform) to improve
online accessibility. Particularly, «Captioning video content is a basic form of access that opens up
academic learning to not only deaf and hard of hearing people but the world.» (NAD, 2019).
Deaf learners are not able to access audio content and they need the presented information in a
screen- reader- accessible alternative format, such as captions (closed or open) and interactive
transcripts, preferably downloadable text- only, without time codes (Fig3). The openpediaX platform
supports the use of interactive transcripts and can be downloaded in an either .txt or .srt format.
Interactive transcripts are necessary for presenting audible and signed content to all learners, Deaf or
hearing, native or not native signers or readers.
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Transcripts corresponding to video content appear alongside the video and allow all learners to
better comprehend the video content and navigate to a precise segment of the video by clicking on
the transcript text. Captions and interactive transcripts can either be shown or hidden by the user.

Figure 3: . Interactive transcripts and functions of the video player of the platform.

6. Training with practice
We have developed alternative or complementary modes of assessment of courses, including self,
formative and peer assessment. Assessment of courses is based on responses to multiple-choice
questions (assessed automatically) and writing an essay describing an educational activity (assessed
by the instructors). The platform enables training to be tailored to DRMs needs, their tracked learning
and course or trainee reports produced for the certification.
We encourage and support collaborative practices among DRMs, such as joint preparation of lessons
in order to observe and learn from peers, regular team meetings to obtain meaningful feedback on
self-efficacy and satisfaction, peer mentoring to share and reflect on their experiences, thus fostering
learner autonomy.
We have also organized the training of regional trainers (Deaf Role Models) as well as coordinators
for support and guidance promoting an informal self-directed active learning through collaboration
and creativity.
Deaf Role Models that have not yet undergone digital competence training may not find the courses
on offer that attractive. To overcome this barrier, we have adopted and developed an additional
introductory accessible course, named DemoX (in Greek, English, with Greek Sign Language and soon
in International Signs). This short demo shows the user how to take a course in OpenpediaX, learn
how to navigate the platform, complete assessments and contribute to course discussions.
Finally, our training includes practical experiences in groups of parents of deaf children and hearing
professionals who work with the Deaf. The groups meet on Saturdays, usually from 5 to 8 pm in
Athens. Additional practicums are implemented in Thessaloniki (northern Greece), in Bulgaria and
Malta from the partners of Sign Lings project.
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7. Impact and potential
The MOOCS OpenpediaX platform, having a transferability potential, is expected to have a
considerable impact on the education of the Deaf. Organizations of the Deaf Communities will have a
platform providing a network of Deaf and hearing learners, allowing them to discuss specific content
tailored to their needs. All training material will be archived and hopefully be accessed and used by
more trainers and trainees. In sum, the OpenpediaX training platform, will better support not only
the Deaf adult education and training but also Hearing people in a learning environment that
promotes equity, diversity and inclusion. As such, materials, documents and media produced will be
made freely available and promoted through open licenses. This capacity of the OpenpediaX training
platform will continue to have an impact and will be producing results even after the EU grant has
been used up.
The Covid-19 crisis has presented us with an opportunity to rethink and improve our training
practices to meet the new challenges that we are all faced with. We continue our educational process
with effective practices for online teaching and learning using the online learning platform designed
and operated by Open Pedia, a partner of the Sign Links project and develop tree courses: 1) Role
Models Teaching Guide for Parents, 2) Teachers Guide of Deaf Role Models - Teaching Sign Language
to hearing adults and 3) Deaf Role Model Guide: From the Deaf for the Deaf.
Six months after the start of phase II of the sign links project, the Covid-19 pandemic caused major
disruption, affecting our project, too. Both schooling and the project continued, even though in both
cases with a dependence on digital environments. The pandemic is likely to have long-lasting and yet
unforeseeable consequences. It has presented a major test for education systems across the world. In
Greece, according to a report in late 2020, ‘it worked as an accelerator in order to introduce eLearning to a larger scale. In addition, measures such as the introduction of mobile learning
challenged traditional formal education practices to adapt to this new reality’ (Bozkurt et al, 2020,
p.58).
The European Union Digital Education Action Plan (2021-2027) aims at supporting the development
of a digital education ecosystem in all EU Member States that requires “infrastructure, connectivity
and digital equipment; effective digital capacity planning and development, and high-quality learning
content, user-friendly tools and secure platforms which respect e - privacy and ethical standards.”
(European
Commission,
2020).
https://ec.europa.eu/education/education-in-the-eu/digitaleducation-action-plan_en

8. Conclusions
Our aim is to enable a large section of the population of Deaf adults to engage in quality education of
real value, which would otherwise be missed. The accessible, user-friendly multimedia based,
openpediaX platform is used as a standard in our training program to support primarily the main
procedures of distance, open, lifelong and continuing training for Deaf people.
The set of the telecommunication and information services, adjusted to Deaf people’s special needs
via the means of Signed Language, is a certain method towards the general improvement of the
educational and training services provided for Deaf adults.
The training is designed to be fully inclusive and accessible and covers evaluator skills, safeguarding,
confidentiality, communication, information gathering and reporting. Further training in human
rights, theory of participation, deaf identity, safeguarding and equality would hugely benefit the
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DRMs and enable them to advocate more effectively for the Deaf children and the families they work
with.
The transferability potential is great, since the training program can be used in all three countries
(Greece, Bulgaria and Malta) and potentially in other countries as well. This training program will be
fully certified after a thorough evaluation process. The Sign Links Project aims at training a workforce
of DRMs and making them available both for Deaf people, hearing adults, practitioners, co-workers
and families with deaf children.
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Abstract
Considering Deaf children and adults as bilingual - their first language is a Signed Language
(SL) and the second language is learned via print - provides professionals with a paradigm to be
used for creating better learning opportunities. In this paper, Greek Sign Language ((G)SL)) [1] as
a first language (L1) is the base language we use to present certain bilingual methodological
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teaching and learning considerations. This work is the result of a long journey from the initial
thinking of the American Sign Language Curriculum and its influence on the development of the
(G)SL curriculum in Greece. The paper offers discussion of innovative educational multimedia
material that are easily accessed via online web portals, developed for teaching (G)SL as an L1
to pre-school and primary school Deaf children. In this work, SL as L1 is a resource that fully
enables Deaf children to learn an L2 via print, supporting their bilingual acquisition capabilities.
In developing curricula and supporting materials, we consider two important foundational
components: Deaf native signers and near native signers as language role models for Deaf
children, parents and teachers; and the development and interaction with digital educational
materials. Thus, collaboration between educational and technology professionals and members of
the Deaf community is critical. This bilingual model can be incorporated into any SL. (G)SL) is
used as a model to display innovative practices merging SL (L1), print (L2), technology and
creative instructional and assessment materials, maximized by understanding the visual nature of
SL and its advantages for school learning. The penultimate goal is Deaf students to become
successful bilingual learners to fully function in the world today and tomorrow.
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Materiais Curriculares Bilíngues Que Apoiam a Língua De Sinais Como Primeira Língua Para
Alunos Surdos
Hoffmeister, R. J., Karipi, S., & Kourbetis, V. (2022). MATERIAIS CURRICULARES BILÍNGUES QUE APOIAM A
LÍNGUA DE SINAIS COMO PRIMEIRA LÍNGUA PARA ALUNOS SURDOS: a integração da tecnologia,
aprendizagem e ensino. Momento - Diálogos Em Educação, 31(02), 225–254.
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Palavras-chave:
Língua de Sinais como primeira língua, Currículo de Língua de Sinais, Aprendizagem de
Línguas de Sinais, Material didático para Surdos bilíngues, Modelos de Língua de Sinais Surdos.
Resumo
Considerar as crianças e adultos Surdos como bilíngues - sua primeira língua é a Língua de
Sinais (SL) e a segunda língua é aprendida via escrita - fornece aos profissionais um paradigma a
ser utilizado para criar melhores oportunidades de aprendizagem. Neste artigo, a Língua de
Sinais Grega ((G)SL)), como primeira língua (L1), é a língua base que usamos para apresentar
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algumas considerações metodológicas de ensino e aprendizagem bilíngue. Este trabalho é o
resultado de uma longa jornada desde o pensamento inicial do Currículo de Língua de Sinais
Americana e sua influência no desenvolvimento do currículo de (G)SL na Grécia. O artigo
discute materiais multimídia educacionais inovadores que são facilmente acessados por meio de
portais online, desenvolvidos para o ensino de (G)SL como L1 para crianças surdas da pré-escola
e do ensino fundamental. Neste trabalho, a LS como L1 é um recurso que permite que crianças
surdas aprendam uma L2 via escrita, apoiando suas capacidades de aquisição bilíngue. Ao
desenvolver currículos e materiais de apoio, consideramos críticos dois importantes componentes
fundamentais: a importância de sinalizadores nativos Surdos e quase nativos como modelos
linguísticos para crianças surdas, seus pais e professores; e o desenvolvimento e interação com
materiais educativos digitais. Esse modelo bilíngue pode ser incorporado em qualquer LS. A
(G)SL) é usada como um modelo para exibir práticas inovadoras mesclando a LS (L1), a escrita
(L2), tecnologia e materiais criativos de instrução e avaliação para aprimorar o aprendizado. Para
tais desenvolvimentos, é fundamental a colaboração entre profissionais de educação e tecnologia
e membros da Comunidade Surda. Descrevemos material multimídia bilíngue inovador
maximizado pela compreensão da natureza visual da LS e suas vantagens para implementação
nas escolas. O penúltimo objetivo é que os alunos Surdos se tornem aprendizes bilíngues bemsucedidos que possam funcionar plenamente no mundo de hoje e de amanhã.
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Глухите като ролеви модели за света на чуващите

Глухите като ролеви модели за света на чуващите
Резюме
Въпреки че от известно време съществуват проекти за глухи ролеви модели и ментори и
са регистрирани ползите и резултатите от тях за глухи деца/глухи младежи и родителите
им, почти не е обърнато внимание на опита на глухите, които поемат тези роли. В
допълнение към това опитът да си глух ролеви модел е слабо изследван в литературата.
Настоящата статия изследва наличната литература за ролеви модели за подпомагане на
семейства на глухи деца и чуващи специалисти практици. Повечето глухи (около 95%) по
целия свят имат чуващи родители и не влизат в контакт с глухи възрастни и жестов език
преди да навършат възрастта, в която започва официалното начално образование. Поголямата част от чуващите родители не влизат в контакт с глухотата дори след като детето
им е диагностицирано като глухо. Може да звучи като парадокс, но в световен мащаб е
така. Но наистина е от решаващо значение семействата да разполагат с ресурси, които да
им позволяват да помогнат на детето си да развие езика и да има пълно взаимодействие
със семейството си. Тъй като много семейства, водени от чуващи грижеши се за тях
гледачи, може би никога не са срещали глух възрастен, глухите ролеви модели могат да
играят жизненоважна роля в развитието на знанията, уменията и възприятията на глухите
деца. Ще е също така необходима допълнителна работа, за да се разберат дългосрочните
ползи и по-нататъшното развитие, което ГЛУХИТЕ ролеви модели могат да пожелаят да
започнат.

Ключови модели: глухи ролеви модели, глухи деца, семейства, професион

Въведение
Има 34 милиона деца с „увреждаща загуба на слуха“, което се определя като по-голяма от
30 dB слухова загуба при деца (Световната здравна организация, 2018). Ако загубата на
слуха не се адресира по-рано, последиците включват възможността за забавено езиково
развитие, академично изоставане, социална изолация, по-висок риск от наранявания и
увеличена бедност (СЗО, 2018). Освен това, тъй като 90% от глухите бебета живеят в
страни с ниски ресурси, където качествените здравни грижи и образователните
възможности могат да са предизвикателни, е важно да се определят ефективни начини за
справяне и подобряване на качеството на живот на глухите деца (Gale и други al., 2019;
Storbeck & Young, 2015).
По-голямата част от глухите деца (90–95%) се раждат от чуващи родители (Hadjikakou &
Nikolaraizi, 2008; Mitchell и Karchmer, 2004; Moores, 2001; Schein and Delk, 1974), повечето
от които вероятно са имали малко или не са имали изобщо никакъв опит с нормите,
ценностите или езика на общността на глухите (Hindley, 2005; Young, 2003), или липса на
информация, която да им помогне да отворят визуално света на своето глухо дете и да
направят езика достъпен за детето си. Тази липса на знания и контакт маргинализира
глухите, жестовия език и глухата култура.
Много европейски държави признават факта, че чуващите изобщо не знаят езика на
жестовете и рядко общуват с глухи. Тази липса на комуникативна компетентност се
определя като корен на всички проблеми, възникващи в семейството и нарастващи при
специалисти-практици, колеги и света на чуващите като цяло. В допълнение към това
чуващиге също така имат погрешни представи за глухите, езика на жестовете и общността
на глухите (Moores, 2001).
Повечето чуващи не влизат в контакт с глухи, освен ако нямат глухи членове в
семейството, в училище или като възрастни на работното място и в общността. Когато
децата са признати за глухи, възможностите на родителите им да се срещат с глухи често
са ограничени, тъй като специалистите, които работят с глухи деца и семействата им често
чуват. Семействата на глухи деца влизат в контакт предимно с лекари и логопеди, след
диагностицирането на глухотата, следователно има „патологичен“ подход към проблема и
неприемането на жестовия език и глухотата. Като цяло семейството или колегите на глухи
хора не знаят и не използват жестовия език в ежедневната си комуникация. Въпреки че
професионалистите, които работят с глухи деца и семействата им, ще внесат собствени
ценности и опит, ще предоставят информация и ще дадат съвети, те няма да могат да
обменят опит от първа ръка или да си създадат представа за това какво е да си глух и
какво може да постигне глухият. Тези предимства бавно се признават от професионалните
служби за подкрепа (Rogers & Young, 2011).
Според Jackson и Turnbull (2004) са необходими допълнителни изследвания, за да се
проучат ефектите на различните модели за подпомагане и предоставяне на услуги върху
показателите и областите на качеството на семейния живот. Редица проучвания в
литературата (Holcomb, 2013; Young, 2003) предполагат ползите от конкретна подкрепа, в
това число социална подкрепа, модели на родителство и достъп до информация и
обучение. В наличната литература не съществуват достатъчно данни, които да показват
подкрепата, която е най-полезна за намаляване на възприемания стрес от вземането на
решения и решаването на проблеми, намаляването на изискванията за време, подобряване
на взаимно достъпната комуникация и улесняване на достъпа до услуги и общността.
Необходими са повече изследвания, за да се определи най-доброто съответствие с
различните подкрепи и методи на предоставяне (като директни инструкции, обучение,
индивидуално консултиране, срещи на групи родители) и различни детски и семейни
характеристики. Необходими са и допълнителни изследвания, за да се разгледа
въздействието на различните модели за предоставяне на услуги, тъй като те са свързани с

глухотата и семейния живот (модел на основния доставчик, инструкции, базирани на
дейности, и услуги, базирани вкъщи по отношение на базирани в центъра такива).
Въпреки това, поради липсата на предишен опит със загуба на слуха, чуващите родители
срещат много предизвикателства при възпитанието на децата си, особено по отношение на
езика и социалното и емоционалното им развитие (Hadjikakou & Nikolaraizi, 2008; Hindley,
2005). Много чуващи родители се страхуват, че макар да могат да вземат информирани
решения относно образованието и/или езиковия избор на глухото си дете, те се чудят,
когато става въпрос за нематериални неща или какво е да живееш с глухота. Трудностите
в комуникацията също са сред основните предизвикателства, с които те се сблъскват
(Marschark и други, 1997; Ogden, 1997; Siegel, 2000).
Настоящото изследване предполага, че чуващите родители са по-склонни да използват
говоримия език като основен начин на комуникация с глухите си деца (Gravel и Galatioto,
2003) и да общуват с чуващи (Bat-Chava, 2000; Maxwell-McCaw, 2001). Редица
изследователи съобщават, че глухите деца с чуващи родители комуникират по начин,
който не способства за оптималното им когнитивно, психологическо или социално
развитие (Hadadian и Rose, 1991; Hadjikakou и Nikolaraizi, 2008; Spencer и Gutfreund,
1990)). В някои други проучвания, при които чуващите родители общуват с децата си с
жестове, бяха подчертани положителни резултати по отношение на семейното
взаимодействие и приемане, произтичащи от използването на езика на жестовете от
чуващите си родители. По-конкретно, участниците в проучването на Haualand и други
(2003) подчертаха значението на чуващите родители да учат жестов език, когато
участниците са млади, за да се гарантира приемането им от семейството, за постигане на
ефективна комуникация у дома, както и за предотвратяване на лични фрустрации и
вътрешно-семейни конфликти.
В допълнение към това се съобщава, че има висока корелация между комуникативната
компетентност в жестовия език и качеството на взаимодействие между глухи и чуващи
(Kourbetis, Adamopoulou и Ferentinos, 2005). В литературата също се твърди от
десетилетия, че здравословните, реалистични очаквания за глухите, положителните
реакции на глухотата и излагането на глуха идентичност формират здрави
взаимоотношения, както с глухи, така и с чуващи.
Поради важността на ранния и достъпен език и комуникация и развитието на положително
самочувствие, е изключително важно родителите да разполагат с ресурси, които да им
позволят да помогнат на детето си да развие езика и да има пълно взаимодействие със
семейството си. Важна е възможността на глухите да се свързват със семейства и да си
сътрудничат с професионалисти (Mitchell и Karchmer, 2004). Ранните години оказват
значително влияние върху дългосрочните постижения и благосъстоянието на глухите
деца, а ранното излагане на плавни езикови и позитивни културни ролеви модели е от
решаващо значение в условията на ранна детска възраст, както и в услугите за
интервенция в ранна детска възраст и за семействата. Чуващите, които са работили или
работят с глухи от всички възрасти, ще се възползваг от контакта с глухи по отношение на
разбирането и приемането на глухотата и глухата култура (Holcomb, 1997; Lane,
Hoffmeister и Bahan, 1996; Mahshie, 1995; Moores 1996). Освен това, глухите могат да
предоставят уникална перспектива от собствения си опит, както и да осигурят културно
създадени решения за ефективен живот (Holcomb, 2013).
Когато на децата им липсват ролеви модели, с които да се идентифицират, статистически
е по-вероятно да имат ниско самочувствие, ограничени социални и професионални
възможности и дори е по-вероятно да отпаднат от гимназията (Hintermair, 2008).
Изключително важно е родителите и преподавателите да осъзнаят важността на
идентифицирането на ролеви модели, които могат да илюстрират начин на живот със
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слухова загуба. Глухите деца извличат полза от това да виждат как глухите се справят
ежедневно в света около тях - например как искат устройство за поставяне на надписи в
киносалон; какви стратегии използват, за да се справяг с дадена ситуация в банка; как
боравят с груби погледи или въпроси от добронамерени хора в хранителния магазин. Тъй
като учениците подсъзнателно разработват схеми за ежедневието си въз основа на това,
което виждат как правят възрастните в живота си, е идеално глухите деца неформалто да
разполагат с достъп до глухи възрастни. Придобиването на бикултурна идентичност е от
решаващо значение за повечето глухи при развитието на продуктивен и ползотворен
живот.
Определяне на ролеви модели
Свързаната с ролеви модели литература се основава на различни теоретични рамки,
ориентации и изследователски методологии (вж. например, Allen, Eby, Poteet, Lentz и
Lima, 2004; Eby, Allen, Evans, Ng, и Dubois, 2008; Zand и други, 2009). В
изследователската литература има много определения на ролеви модели, както по
отношение на личните характеристики на ролевите модели, така и по отношение на
връзката между тях. Тези определния варират от широки, като неформален коучинг на
живот, до програмни, като програмата Big Brothers/Big Sisters (Големи братя, големи
сестри) (Thompson & Kelly-Vance, 2001). Някои учени определят менторската връзка като
такава, при която ролевият модел предоставя лична подкрепа на човек, който се нуждае от
релационна инфраструктура и насоки (Rhodes, 2005). Домейните, в които ролевите модели
осигуряват подкрепа и насоки, също варират и могат да включват академични, работни
места и общностни среди (Eby и други, 2008). Програмите и структурите за ролеви модели
варират в зависимост от това дали намерението е да се подобрят специфични умения, като
например грамотност (da Costa, Klak и Schinke, 2000), или да се предотврати проблемно
поведение като бягане от училищеа, употреба на наркотици или друга неправомерна
дейност (вижте например Модел за проверка и свързване на ангажираността на студентите
от Sinclair, Christenson, и Thurlow, 2005).
В допълнение към това, за глухите деца, глух ролеви модел може да служи като ментор,
както за детето, така и за семейството на детето (например, Cawthon и други, 2016). Поконкретно, Cawthon и други (2016) идентифицира няколко теми, свързани с ролеви
модели за по-големи глухи деца, и прегледът подчертава ключови теми и препоръки,
приложими към образователните условия за по-малките глухи деца. Темите бяха: (а)
ролевите модели отговарят на критична необходимост в развитието на глухото дете; (б) те
допринасят за важни процеси за развитие на глухото дете; (в) някои елементи са отличени
като ефективни в ролевото моделиране за глухото дете и (г) има нужда от многоизмерни
културни принадлежности (например, раса, етническа принадлежност, пол, сексуална
ориентация), за да се окаже влияние върху развитието на глухото дете.
По-специално, литературата за ролеви модели, които работят с различни популации,
подчертава както социалните, така и академичните ползи за младежта на малцинствата
(Bone & Slate, 2011; Haycock, 2001). Например, беше установено, че в училищния контекст
учениците от малцинствата се представят по-добре в академичен план, ако им преподават
учители от малцинствата (Meier & Stewart, 1992). Възможните обяснения включват
намален негативизъм по въпросите на дисциплината, повишени нива на комфорт на
учениците в класната стая и схващането от страна на учениците, че учителите от
малцинствата са силни ролеви модели (Tyler, Yzquierdo, Lopez-Reyna, & Flippin, 2004).
Следователно може да има възможност ролевите модели да оказват защитно влияние
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върху глухите, докато преодоляват бариери за пълен достъп в училище и на работното
място.
Процесът на ролево моделиране: Опит и перспективи
В различни контексти глухите често трябва да преодоляват множество образователни,
социални, психологически и физически бариери. Често се предлага ролевите модели да
отговарят на важна нужда от успешно справяне в такъв контекст. Процесът на ролево
моделиране включва множество елементи, а взаимоотношенията на лицата с ролевите им
модели значително варират. Процесите на ролево моделиране могат да включват
подкрепа, насочване или менторство на лицето като приятел (Thompson & Kelly-Vance,
2001), обучение или менторство на индивида чрез важни житейски преходи или
осигуряване на съпричастност (Cawthon и други, 2016; MacLeod, 2004).
Глухите могат да са отлични ролеви модели за глухи деца и семействата им. Позовавайки
се на собствения си опит, те могат да покажат на семействата, че глухотата не трябва да е
пречка за постижения. Перспективата за среща и опознаване на глухи, които имат опит да
останат глухи и имат възможности да задават въпроси за това какво е да си глух, може да
оспори негативните стереотипи за глухите (Sutherland и други, 2003); с други думи, „да
видиш означава да повярваш“ (Sutherland и други, 2003: 5). Освен това глухите ролеви
модели могат да облекчат страховете на родителите и да споделят положителен жизнен
опит; да уведомят семействата за предстоящи събития за глухи; да предоставят достъп до
мрежа за подкрепа; да дадат примери за „реалния живот“ за защита на собствените права;
и да предоставят автентична възможност за упражняване на жестовия език.
Глухите ролеви модели работят с глухи деца и младежи - помагат им да подобрят своите
комуникативни умения, самочувствие, стремежи, умения за защита на собствените си
права и положителна глуха идентичност. Очаква се те да споделят личния си опит като
глухи младежи и да послужат като положителен пример за глухи деца и млади хора с
които работят. Срещата с глухи не само ще е от полза за семействата на глухи деца, но е
важна и в други контексти, като например образованието. Лийсън (2006:14) подчертава
важността на приноса на глухите в образованието; по този начин, „... стигматизирането на
жестовите езици в образованието на глухите в много страни игнорира опита на глухите,
чиито опит трябва да помогне за формирането на бъдещата политика“. В допълнение към
това, това проучване показа колко важна е тази възможност глухите да са ролеви модели.
Те помагат на семействата да намерят практически решения за ориентиране в някои от
често срещаните предизвикателства, пред които са изправени глухите деца и младежите
при прехода им в зряла възраст.
Има доказателства, че глухите деца на семейства, които са получавали услуги от глухи
ментори, фокусиращи се върху двуезично-бикултурно програмиране, са постигнали
повече езикови придобивки от глухите си връстници без глухи ментори (Watkins, Pittman
и Walden, 1998). Освен това родителите, които са се срещали с глухи, са усетили „силно
чувство за компетентност по отношение на възпитанието на детето си“ (Hintermair, 2000,
стр. 41), смята, че езиковите им жестови умения, както и комуникационните
взаимодействия с глухите или с увреден слух деца, са се подобрили (Delk & Weidekamp,
2001), те също смятаха, че е важно да се свържат с глухи хора (Jackson, 2011) и че може да
се подобри качеството на живот на детето им (Gale и други, 2019; Petersen, Kinoglu,
Gozali-Lee и MartinRogers, 2016). Освен това глухите, които са били ролеви модели за
малки глухи деца и семействата им, смятат, че семействата, с които са работили, имат „поположителни перспективи за глухотата и позитивни предвиждания за децата си“ (Rogers
& Young, 2011, стр. 15).
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В допълнение към свързването на семейства с глухи, е важно също да си сътрудничат
глухите и чуващите специалисти в цялата система от практически и етични съображения.
От практическа гледна точка, глухите са експерти по важни за глухите въпроси и могат
адекватно да опишат какво означава да си глух. От етична гледна точка включването на
глухи в системата или в семейство намалява погрешните представи или заблуди (Benedict
& Sass-Lehrer, 2007). Освен това наличието на разнообразно представителство на
висококвалифицирани специалисти, които са били глухо включени в цялата система за
ранна интервенция в ръководни роли, е важно за родителите да видят, че глухите
професионалисти имат разнообразен опит и професии (Gale и други, 2019; YoshinagaItano, 2014).
Включването на глухи в системата за ранна интервенция е начин за вграждане на глухите
да се включат в системата на всички нива, като осигуряват подкрепа на родителите по
отношение на здравните и образователните системи, поемат различни роли в системата, в
това число образователни, лидерски и медицински позиции. Важно е да се включат глухи
при ранна интервенция, защото чуващите родители на глухи деца могат да имат малък или
никакъв опит с глухи или дори очаквания относно глухото си дете (Mitchell & Karchmer,
2004).
Програмите, които имат многообразно представяне на висококвалифицирани специалисти
за глухи в ролите за първи контакт, просто предоставят на родителите найквалифицираните специалисти, които може да се окажат и глухи. Когато родителите си
взаимодействат с глухи, това е „не защото са глухи или с увреден слух, а защото
получават значително обслужване и разполагат с опит и компетентност да се погрижат за
семейството“ (Yoshinaga-Itano, 2014).
По-конкретно, Gallegos и Lawrence (2010) посочват, че създаването и разширяването на
програма за глухи ролеви модели включва внимателно планиране, партньорство за
сътрудничество и визионерско ръководство. Глухите ролеви модели могат да използват
следните стратегии за изпълнение на мисията на тази програма:
Споделят опит за израстването си като глух или с увреден слух човек
Насърчават семейството да присъства на специални дейности, които разширяват
общността им на глухи и контакти с лица с увреден слух, подобряват
комуникационния/езиковия им модел и предоставят възможности за взаимодействие с
използване на жестовия език
Споделят кариерни цели, трудов опит и ентусиазъм относно бъдещия потенциал на детето
Моделират естествена комуникация и преподават жестов език
Фокусират се върху езика и комуникацията, като правят света на детето достъпен, с
култура, грамотност и изграждане на общност за глухи
Насърчават включването на всички членове на семейството в обучението за общуване
Освен това, глухите, работещи като глухи ролеви модели или ментори със семейства и
глухи млади хора, е нарастваща тенденция, особено в образователните условия. Wilkens и
Hehir (2008) също препоръчват на глухите ученици да имат достъп до глухи възрастни,
които могат да се разглеждат като пример за подражание, за изграждане на социален
капитал на глухите ученици, тъй като това би могло да послужи за разширяване на
знанията им в социалната мрежа и намаляване на риска от изолация. Глухите възрастни
понякога са наети в образователни среди с глухи деца, където силен акцент се поставя
върху важността на участието на глухите потребители на родния жестов език в двуезични
подходи за обучение на глухи като преподаватели и учители по жестови езици (Davies,
1991; Svartholm, 1993; Ahlgren & Hyltenstam, 1994). Тези изследователи обаче се
занимаваха предимно с подходи за двуезично образование, а не с глухи модели за
подражание като семеен подход.
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Следователно има много причини за запознаване на глухи с родители на глухи деца, като
например да се научат чуващи родители как да общуват с глухите си деца (Mohay и други,
1998; Takala и други, 2001); да насърчават двуезична бикултурна среда за глухи деца
(Watkins и други, 1998); за подобряване на знанията и достъпа на родителите до
информация (Young и други, 2000); за насърчаване на езиковото развитие на глухите деца,
в това число умения за ограмотяване (Schimmel & Monaghan, 1983; Drasgow, 1993); и за
свързване с общността на глухите (Hulsebosch & Myers, 2002). Изследванията, фокусирани
върху опита на родителите при среща с глухи възрастни чрез интервенционни програми,
не са нови (Takala и други, 2001). От докладите на родителите беше установено, че
срещата с глухи води до няколко предимства: положително отношение към глухите и
културата на глухите (Mohay и други, 1998), чувството за по-добра способност да се
грижат за глухите си деца с намаляване на чувството им за изолация (Hintermair, 2000),
изучаване на повече жестов език (Takala и други., 2001) и подобряване на
комуникативната компетентност на глухите си деца (Watkins и други, 1998; Takala и
други, 2001).
Има и изследвания, включващи перспективите на глухите за глухи ролеви модели, като
например, работата, извършена от Parasnis и Fischer (2005) и De Clerck (2007), Parasnis
иFischer (2005), които защитават значението на видимите ролеви модели за
малцинствените етнически глухи студенти, като отбелязват и негативните предположения,
поддържани от чуващото население. Те са интервюирали някои от академичните
служители от етническите малцинства в колеж за глухи, някои от които са били глухи
самите те, относно вижданията им за значението на ролевите модели за етническите глухи
от малцинствата. Въпреки че беше съобщено, че никой от тези участници не се възприема
като ролеви модел единствено за ученици от етническите малцинства, беше заявено, че те
са наясно, че някои ученици ги възприемат като ролеви модели и са се свързали с тях за
съвет (Parasnis & Fischer, 2005).
Беше отбелязано обаче, че този принос е излишък в длъжностните им характеристики и че
някои от тях се чувстват съкрушени от тази допълнителна отговорност. След две други
проучвания във Фландрия (De Clerck, 2007) и Обединеното кралство (Young и други,
2000), случайният характер на това да си глух ролеви модел също е доказан сред глухите,
които са били професионалисти в избраните от тях области и/или лидерите на общността
на глухите. Всъщност статутът на ролевия модел може да е нещо, което се възприема и
приписва, а не умишлено се търси или създава чрез длъжностна характеристика (Rogers &
Young, 2011).
Въпреки тези проучвания, малко се знае за перспективите на глухите, които са действали
като глухи ролеви модели за родители на глухи деца, във връзка с опита им от участието в
проекти за глухи ролеви модели или възприятията им за това как тази роля е оказала
лично влияние върху тях.
Влияние на глухи ролеви модели
Изследователите са идентифицирали множество начини, по които ролевите модели могат
да окажат влияние върху живота на глухите деца и семействата им. Първо, те могат да
повлияят положително на нагласите на родителите, които след това могат да формират
нагласите на глухото дете (например, Rogers и Young 2011). На второ място, плавните
умения на жестовия език и принадлежността към общността на глухите могат да насърчат
развитието на езика и идентичността на глухото дете (Cawthon и други, 2016). Наличието
на глухи ролеви модели, свързани с общността на глухите, също помага да се изгради
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тяхното самочувствие и да изпитат гордост от това, че са глухи (например, Nikolaraizi и
Hadjikakou 2006).
Cawthon и други (2016) също твърдят, че глухите ролеви модели са най-ефективни, когато
имат както високи очаквания, така и ефективна комуникация с глухото дете (например,
споделят подобен достъпен режим на комуникация като жестовия език). Всичко това
изгражда издръжливостта на детето срещу психопатологичните перспективи, а
издръжливите глухи деца по-лесно се ориентират в света на чуващите (Hauser 2011). Това
улеснява по-голямото чувство за самочувствие и увереност относно бъдещия успех на
това дете (Foster и MacLeod 2004).
Тези теми също така засилват значението на добре осведомените културни и езикови
модели в детските среди. Всъщност ранните години оказват значително влияние върху
дългосрочните постижения и благосъстояние на глухите деца, а ранното излагане на
плавни езикови и позитивни културни ролеви модели са от решаващо значение в
условията на ранно детство. Golos и други (2018) в изследването си разглеждат наличието
и използването на културни и лингвистични ролеви модели в среда от ранна детска
възраст, обучение и взаимодействия, за да видят дали те са в съответствие с културната
или психопатологичната перспектива на глухотата. Резултатите от тях показват, че
класните стаи се различават по типа и честотата на културните и лингвистични
предложения и това зависи понякога от основния начин на комуникация, използван в
класната стая, нивото на слуха на учителите и нивото на уменията им в жестовия език.
Въпреки че последните изследвания показват, че алтернативните пътища за предоставяне
на ролеви модели (например, електронни и печатни медии, възрастни, които влизат в
класната стая) са обещаващи, те не се използват до пълния им потенциал (Moses, Golos и
Holcomb, 2018).
Освен това, според Gale и други (2019), резултатите от тяхното проучване показват, че
глухите служат като ролеви модели и доставчици на езици и обикновено предоставят
образователна и информационна подкрепа. Резултатите обаче също така показват, че не е
обичайно глухи да играят роли като първа точка за контакт, след като детето бъде
идентифицирано, здравен специалист и/или директор. В допълнение към това, в това
изследване, респондентите съобщават, че семействата не разполагат с разнообразна гама
от специалисти за глухи, с които да се свържат в програмите за ранна интервенция. Тази
статия завършва с призив за действие за включване на глухи в програми за ранна
интервенция, които включват формализация, сътрудничество, образование и интеграция.
Глух ролеви модел може да послужи за друга цел: този човек може да е глух и също да
представлява расов или етнически произход или сексуална ориентация, подобна на
глухото дете. Данните от проучването, посочени по-горе в настоящото показват (Gallegos
& Lawrence, 2010), че малко глухи деца общуват с възрастни, които са с подобен
произход. По същия начин, упоменат по-горе в настоящото (например, взаимодействие с
глухи ролеви модели), децата могат да станат свидетели на възможностите на глухите от
различни среди, които успяват във взаимоотношения, образование, работа и извън тях.
Това може да е дори по-важно за някои глухи деца, отколкото възрастният просто да е
глух (Parasnis, Samar и Fisher, 2005). По този начин ролевите модели могат да бъдат
влиятелен компонент на развитието и ученето на детето.
По-конкретно, в проучването, проведено от Rogers и Young (2011), беше показано, че
значението на наличието на голямо разнообразие от глухи ролеви модели е не само
потенциално полезно за участващите деца и семейства, но и за самите глухи ролеви
модели. Наличието на възможност да се срещнат с други глухи хора с различен жизнен
опит, произход, комуникационни предпочитания и умения не само доведе до разширяване
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на личните им преживявания, но и им позволи да получат достъп до по-широки
перспективи, различни от техните собствени, да са глухи и глухотата като цяло.
В допълнение към това Rogers и Young (2011) в проучването си подчертават
положителното въздействие на обучението върху глухия ролеви модел, в това число
развитието на нови умения, които се считат за прехвърляеми към други ситуации. Освен
това непрекъснатата подкрепа, предоставяна на глухи ролеви модели е от жизненоважно
значение за успеха на проекта. Такова внимание към непрекъснатите структури и процеси
на подкрепа, а не просто към първоначалното обучение, е установено като липсващо в
други проучвания (Parasnis & Fischer, 2005; Sutherland и други, 2003). Това се отнася и за
глухи специалисти, които работят с глухи деца и семействата им и/или специалисти,
работещи с тях; например, Parasnis и Fischer (2005) отбелязват липсата на подкрепа за
горепосочените служители от малцинствени групи и смятат, че е трябвало да има нещо,
което да им помогне да не се чувстват претоварени и недооценени.
Ползи на ролевите модели
Gale и други (2019) предполагат, че когато глухите се свързват редовно с малки глухи
деца, когнитивното развитие се повлиява положително в допълнение към езиковото и
социално-емоционалното развитие. Освен това, стратегиите, които глухите използват с
децата си, могат да бъдат споделяни и преподавани на всички родители, за да
подпомогнат развитието на собственото им дете.
Резултатите от менторските взаимоотношения често се определят от гледна точка на
ползите, получени от менторства, както и потенциалното подобряване на негативното
поведение и резултатите. Оценките на ефективността на ролевия модел понякога са
насочени към перформативна цел, като постижения в училище за деца класифицирани
като „младежи в риск“ или напредване по кариерна стълба (Cawthon и други, 2016; Kram,
1985; Thompson & Kelly-Vance, 2001). Thompson & Kelly-Vance (2001) описват
допълнителен пример от конкретна програма за менторство: Момчетата, които са имали
ментори от програмата Big Brothers/Big Sisters (които преди това не са имали академичен
успех) са постигали значително по-добри резултати в областта на четенето и
математиката, отколкото момчета, които не са имали ментори. Метаанализът на общите
резултати от менторството за наставляваните в популациите, които разследват поширокото въздействие на менторството върху нагласите, постиженията и мотивацията за
продължаване на работата и образователните занимания, демонстрира значителен, но
малък общ размер на ефекта от менторството (Eby и други, 2008).
Ефектът от менторството изглежда варира в силата на различните среди, като по-големи
ефекти се откриват на работното място и в академичните среди (Eby и други, 2008). Zand и
други (2009) разглеждат тези идеи по-задълбочено, като изследват как качеството на
менторските отношения, определено като съюз, влияе върху силата на отношенията на
наставляваните с възрастните, семейните връзки (например, привързаност и степен на
надзор), училищните връзки (например, степен, до която е оценено училището), и
житейски умения (например, противопоставяне на натиск от страна на връстници,
самоефективност). Zand и други (2009) установяват, че качеството на менторството оказва
положително въздействие върху тези измерени резултати след 8 месеца взаимоотношения.
Въпреки че не е изрично определено като социален капитал, успешното изграждане и
поддържане на взаимоотношенията е умение от критично значение за получаването на
достъп до тези основни мрежи. Тези (и подобни) мета-анализи на резултатите от
менторствотото в общата популация осигуряват отправна точка за по-нататъшен анализ на
тези резултати, особено за глухи хора.
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Както заявяват Cawthon и други (2016 г.), ролевите модели изглежда допринасят за
множество процеси на развитие (например, промяна на нагласите на родителите,
развитието на езика, развитието на идентичността и психосоциалното развитие) не само за
глухи, но и за семействата им.
Нагласи на родителите
Литературата предполага, че няколко фактора могат да повлияят на степента и вида на
въздействието на глухотата върху семейния живот, в това число тежестта на слуховата
загуба, етническата принадлежност на семейството, статуса на чуване на родителите,
образованието на родителите, използвания начин на комуникация, опитността на
партньори в режима на общуване на детето и достъпа на семейството до социална
подкрепа и модели за родителски подходи. Проведени са допълнителни изследвания за
оценка и измерване на качеството на живот на семейството, за да се идентифицират
инструменти, които са чувствителни към уникалния опит на семействата, които включват
глухи членове. Необходими са инструменти за измерване, за да се изследват ефектите от
глухотата върху благосъстоянието на цялото семейство (Jackson & Turnbull, 2004).
В допълнение към това са публикувани препоръки да се накарат глухите да се свързват
със семейства, за да осигурят подкрепа и да си сътрудничат с професионалисти в цялата
система, като принципи на най-добрите практики в Международната декларация за
консенсус (Moeller и други, 2013). Първата изрична най-добра практика се фокусира върху
системите за социална и емоционална подкрепа за семейства и препоръчва на
доставчиците на услуги „да поддържат връзки между семейства и глухи ролеви модели,
които са глухи или с увреден слух“ (Moeller и други., 2013, стр. 435). Целта на този
принцип е да се свържат семействата, за да „подкрепят системите, за да могат да натрупат
необходимите знания и опит, които да им позволят да функционират ефективно от името
на децата им“ (Moeller и други, 2013, стр. 435). Подкрепящите доказателства включват
„родителите, които имат много контакти с хора с увреден слух, показват доказателства за
силно чувство за компетентност по отношение на възпитанието на децата си“ (Hintermair,
2000, стр. 41). Също така, в проучване, изследващо подкрепата и ресурсите за семейства с
глухи деца, родителите са оценили връзката с ментори и ролеви модели като важна (Gale и
други, 2019; Jackson, 2011).
Втората изрична препоръка се фокусира върху съвместната работа в екип и препоръчва
екипите за ранна интервенция да включват „лица, които са глухи или с увреден слух
(ролеви модели/ментори)“ (Moeller и други., 2013, стр. 440). Намерението на този принцип
е да създаде оптимален екип чрез трансдисциплинарна екипна работа, фокусираща се
върху семейството, който „включва специалисти с опит в насърчаването на ранното
развитие на деца, които са глухи или с увреден слух“ (Moeller и други, 2013, стр. 440) .
Подкрепящите доказателства включват потребностите на родителите да имат глухи
ролеви модели, за да разберат по-добре възможностите на глухите си деца (Rogers &
Young, 2011), и включва насърчаване на езиковото развитие (Gale и други, 2019; Watkins и
други, 1998).
Общите констатации показват, че родителите, които са имали достъп до ментори или
ролеви модели, демонстрират положителна промяна в нагласите, преминавайки към пооптимистична перспектива за потенциала на глухото си дете (Cawthon и други, 2016;
Rogers & Young, 2011; Watkins, Pittman, & Walden, 1998). Изглежда, че разполагането с
глухи ментори или ролеви модел може да осигури тези предимства (вж. например,
Henderson, Johnson & Moodie, 2014). Едно проучване изследва диференциални резултати,
произтичащи от семейства, работещи с глухи ментори в противовес на ментори, които не
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са глухи. Проучването демонстрира, че родителите, които са имали глухи ментори,
осигуряват по-достъпни езикови модели (както жестови, така и говорими) по време на
наблюденията вкъщи и изразяват желание децата им да четат и пишат добре, да учат
жестов език и да имат глухи приятели (Watkins и други, 1998). Родителите, които не се
бяха свързали с глухи ментори, бяха по-фокусирани върху академичния и кариерния
успех. Като цяло родителите, които са имали глух ролеви модел за работа със семейството
си, демонстрират положителна промяна в нагласите за бъдещето на децата си (Rodgers &
Young, 2011; Watkins и други, 1998).
В допълнение към това родителите, които са работили с глухи ментори, са постигнали
разбирането, че разработването на глуха идентичност е важен фактор за цялостното
благосъстояние на детето им (Selwood, 2005). И все пак е необходимо да се признае, че
може да възникне конфликт между семействата и менторите им, ролевите модели или
заобикалящата ги общност на глухите, което може да доведе до усещането на родителите,
че са остракирани (Luckner & Velaski, 2004). Този конфликт е често свързан с
предизвикателни решения относно избора на комуникация, помощните технологии за
слушане и образователните възможности, които са постоянно присъствие в образованието
на глухите. Тези конфликти могат също да намалят положителните ползи от ролевия
модел по отношение на това как семействата могат да се възползват от ресурсите на
социалния капитал за глухите си деца. Детето обаче може да расте като част от този опит
и да види различни възможни алтернативи, които не са били част от семейния диалог
преди въвеждането на алтернативна перспектива от страна на общността на глухите.
Развитие на езика
При синтезиране на литературата, определихме развитието на езика като важен и
самостоятелен процес на развитие, който ролевите модели биха могли да подкрепят за
глухите младежи. Комуникационният и езиков контекст на развитието на глухото дете
също изисква да се обърне специално внимание на този проблем. И все пак беше открито
само едно проучване, което изрично е установило връзката между менторските дейности и
последващото развитие на езика (Watkins и други, 1998). Както бе посочено по-горе в
настоящото, родителите, които са работили с глухи ментори, са предоставили подостъпни езикови модели (както жестови, така и говорими) за глухите си деца. Децата им
обаче демонстрираха и по-големи езикови постижения в изразителните и възприемчивите
нива на двата езика, които бяха използвани (както жестови, така и говорими),
констатация, която показва, че глух ролеви модел или ментор може да има пряк принос за
езиковото развитие на малките глухи деца, макар и в рамките на ограничен период от
време, този от ранното детство. Остава да се проучи дали ролевите модели могат да
подпомогнат езиковото развитие на глухите през по-късните периоди на развитие;
въздействието на тези езикови умения върху по-късния достъп до социалните мрежи също
предстои да бъде проучено.
Култура и развитие на идентичността
Културата се определя от Parasnis (1996) като начин на живот. Културата е интегриран
модел на човешко знание, вярвания и поведение, който се придобива като член на
обществото. Той включва идеите, предположенията и ценностите на групата и оформя
всичко, което правим. Има два различни начина да се разглежда глухотата: глухотата като
увреждане и медицинска патология или глухотата като култура със собствени ценности,
традиции и обичаи (Wald & Knutson, 2000). Културата на глухите се предава чрез
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социални взаимодействия и език в общността на глухите. Да бъдеш член на културата на
глухите зависи от много фактори като познаване на езика, статус на чуване на членовете
на семейството, културна компетентност и лична идентификация. Да се родиш глух или с
увреден слух не означава автоматично, че човек е член на културата на глухите. Всъщност
Wald & Knutson (2000) казват, че културната идентичност на глухите не се основава
изцяло на слухов статус и вместо това тя се определя като комбинация от самовъзприятия
и свързаните с това чувства, които лицето изпитва към себе си по отношение на културна
група.
Идентичността е как лицата възприемат себе си и как лицето се определя от другите. По
този начин, докато това е личен избор, идентичността се формира и от външни влияния.
Формирането на идентичност продължава през целия живот. Прогресирането на
самоидентичността на индивида като глухо или с увреден слух лице е дълъг процес на
самооткриване и често не се разпространява култура на глухи от родители към деца, освен
ако дадено лице не се роди в семейство на глухи. Тъй като по-голямата част от децата,
които се раждат глухи или с увреден слух, се раждат от чуващи родители, те често
придобиват знания за глухата култура и нейните ценности и вярвания от връстниците си,
които също са глухи или с увреден слух. Parasnis (1996) описва това като странично
предаване на култура, тъй като тя е от връстник на връстник, а не вертикално, от родител
на дете. Идентичността на глухите или лицата с увреден слух се развива въз основа на
степента, в която глухотата или увреждането на слуха са най-важни в ежедневието.
Глухата идентичност на човек зависи от състоянието на слуховия статус на родителите и
често от това как родителите описват децата си (Leigh, 2009).
Ако околната среда и взаимодействията играят съществена роля в развитието на
идентичността, тогава глухите деца се нуждаят от значително време и опит с възрастни
като тях, които са постигнали успех (например, Cawthon и други, 2016). Ролевите модели
изглежда дават важен принос за развитието на идентичността на глухите подрастващи,
като предоставят възможности за развитие, еволюция и „изпробване“ на нечия
идентичност. Социалните мрежи са ключов механизъм, чрез който хората развиват своята
идентичност. Hintermair (2008) описва теоретична промяна в тази област към концепцията
за „работа с идентичността“, при която хората се стремят да обединят различни
компоненти от живота си в смислено, целенасочено цяло (Chandler & Roberts-Young,
1998). По този начин идентичността се адаптира и отговаря на ежедневните
взаимодействия на човек, социално изграден процес, който води до различни разбирания
за себе си и посредничество в различни преживявания и среди (Baumeister, 1997). Тъй като
много от глухите ролеви модели идват от общността на глухите, това е ключов ресурс
както за официални, така и за неформални взаимоотношения за ролеви модели за глухите
младежи.
Акултурацията в общността е важна част от това как ролевите модели оформят и
подпомагат развитието на собствената идентичност на индивида (Hintermair, 2007, 2008).
Подобно на други етнически групи, общността на глухите има свой собствен език,
култура и обществени норми. Глухият ролеви модел, който е силно свързан с общността
на глухите, изглежда е мощен фасилитатор на социалния капитал, създавайки връзки
между глухите младежи и други индивиди в общността и разширявайки групата за
подкрепа, достъпна за това лице. Ролеви модел, който разбира, че има множество начини
да погледнем на това какво означава да си глух може да помогне за повишаване на
самочувствието и гордостта от това, че си част от такава силна и многообразна общност.
Развитието на глуха културна идентичност може да изгради самочувствие; това е свързано
с познаването на себе си и откъде произхожда човек, и представлява „собственост и
гордост“ (Covell, 2006).
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Образователните контексти, в които има по-голям брой глухи индивиди, от които могат да
бъдат извлечени потенциални ролеви модели, също изглеждат силно очевидни контексти
за изследване на глухата идентичност (Nikolaraizi & Hadjikakou, 2006). Училищата могат
да предложат връзка със свят извън семейството, особено за онези глухи младежи, които
нямат достъп до общността на глухите. По този начин училището служи като връзка за
потенциални ролеви модели на глухите младежи. Образователният опит на глухите
очевидно играе съществена формираща роля в развитието на идентичността им, която
може да бъде силно зависима от това дали са посещавали училища за глухи или са имали
достъп до глухи ролеви модели извън училище (Nikolaraizi & Hadjikakou, 2006).
Тъй като обаче глухите младежи може да не разполагат с безпроблемен достъп до набор
от разнообразни ролеви модели в непосредствената си общност, формализираните
структури за предоставяне на ролеви модели могат да позволят необходимите
представяния на възможни индивиди, които са постижими и са свързани със собствения
опит на младия човек (McKee & Connew, 2001; Selwood, 2005).
Психосоциално развитие
Положителните ползи от социалните връзки, изградени чрез взаимодействие с ментори,
изглежда имат по-широки психосоциални ползи, които могат да се пренесат в множество
контексти. Възможностите на глухите младежи за изграждане на културни връзки с
общността на глухите изглежда имат важен принос за психосоциалното благосъстояние
(Hintermair 2008; Jambor & Elliot, 2005). Глухите, които са по-силно идентифицирани от
общността на глухите, както е посочено от (а) процент на глухите приятели и (б) ниво на
ангажираност с общността на глухите, също са имали по-високо самочувствие (Bat-Chava,
1994). Важността на връзката с общността, както и потенциалните вредни ефекти от
прекъсването на връзката, е допълнително илюстрирана от проучване на Kent (2003),
върху самоидентифицирането на глухи и студенти с увреден слух в стандартна среда.
По-специално, в проучване сред младите хора с увреден слух Kent установява, че над
половината (56%) не са се идентифицирали като хора със слухови увреждания. Тези,
които са се идентифицирали като страдащи от загуба на слуха, са изпитали и значително
по-високи нива на самота в сравнение с лица, които не са се разкрили или сравнили с
чуващите си връстници. Потенциалните отрицателни ефекти от разкриването на
идентичността сред глухите младежи в стандартна среда насочват вниманието към
начините, по които ролевите модели могат да предоставят насоки или да облекчат някои
от предизвикателствата да си известен или да функционираш като глух в света на
чуващите.
Ролевите модели и менторите могат да са част от начина, по който глухият изгражда
собствените си лични ресурси, издръжливост и сила (Hintermair, 2008). Глухите младежи,
които са работили с глух ментор или ролеви модел демонстрират повишено чувство за
достойнство (Rogers & Young, 2011) и по-голяма увереност, отколкото когато нямат
ментор (Selwood, 2005). Глухи, които са имали ментор на работното място, независимо от
това дали глух или не, също съобщават, че имат повишено чувство на увереност (Foster &
MacLeod, 2004).
Глухите младежи, които са работили с глухи ментори, също показват подобрения във
взаимоотношенията си с връстници и социалното взаимодействие (Selwood, 2005). Можем
да видим, че тези психосоциални процеси, в това число повишено чувство за достойнство,
самочувствие, приемане на глухота и подобрени взаимоотношения с връстниците им, са
всички важни компоненти за развиване на издръжливост и психосоциално здраве. Тези
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предимства имат голям потенциал за въздействие върху множество измерения на живота
след юношеството и младостта.
В резюме, прегледът на литературата, който направихме, показа, че глухите ролеви
модели допринасят за съществени процеси на развитие през множество периоди на живот
и условия, вариращи от ранното детство до работното място. Разбирането на това как
ролевите модели подготвят хората да са добре развиващи се членове на силна социална
мрежа изисква многоизмерен подход.
По-конкретно, в изследването, проведено от Cawthon и други (2016), бяха
идентифицирани пет ключови процеса на развитие като особено подходящи за процесите
на ролево моделиране и менторство с глухи: промяна на нагласите на родителите,
развитие на идентичността, формиране на навигационен капитал, развитие на езика и
психосоциално развитие. За разлика от прякото въздействие върху осезаемите резултати
като академични постижения или успешна трудова заетост, ролевите модели изглежда
дават по-голям принос в процесите на развитие като развитие на самочувствие, увереност
и идентичност, които се превръщат в посредници за дългосрочни резултати в
академичните среди и на работното място.
В допълнение към това, литературният преглед разкрива и два ключови елемента,
свързани с ефективното моделиране на ролите на глухите: високи очаквания и ефективна
комуникация. Тези два елемента обхващат контекста, от дома до училището и до
работното място. Начините, по които високите очаквания се изразяват и засягат
комуникацията, се поддържат от глухи ролеви модели в професионална среда и могат да
отразяват това, което се вижда в анализите на ефективното менторство на младежта от
малцинствата (Allen и други, 2004; Cawthon и други, 2016). Например, официалните
програми за набиране, обучение и задържане на професионалисти от недостатъчно
представен произход също подчертават психосоциалната подкрепа в рамките на
менторските диади (Yager, Waitzkin, Parker и Duran, 2007). Ефективното менторство може
да включва и честно обсъждане на трудни обществени проблеми като раса, расизъм и
привилегии (Chan, 2008), разговори, които едновременно изискват и изграждат откритост
и доверие в диадата. Това ниво на поемане на риск и безопасност е от съществено
значение за преодоляване на „повърхностните” аспекти на даден опит и разбиране на поголемите обществени норми и предизвикателства, пред които могат да се изправят хората.
От решаващо значение е ролевият модел да може да внуши тези високи очаквания и да
увеличи максимално възможностите, като същевременно изгради основата, която ще
позволи на този човек да постигне успехи в бъдеще.
Последната тема, която се очерта като необходим компонент, който трябва да се вземе
предвид при обсъждането на глухи ролеви модели, беше тази за многоизмерните културни
принадлежности на ролевите модели. Въпреки че чуващите може да осигурят високи нива
на подкрепа и дори да се застъпят от името на глухи като институционални посредници,
настоящият синтез показва, че функцията им се допълва от уникалния принос на ролевите
модели, като самите те са глухи. Съществува обаче значителна празнина в литературата
по отношение на многоизмерни културни принадлежности и споделена идентичност отвъд
и пресичаща се с глухота, като раса, етническа принадлежност, пол, допълнително
увреждане и сексуална идентичност.
Следователно възможността да има ролеви модели, които споделят подобни културни
принадлежности, е от решаващо значение за учениците, които са членове на недостатъчно
представени групи (Barnett, Gibson, & Black, 2003; Cawthon и други, 2016; Ensher &
Murphy, 1997); тези принадлежности също са важни характеристики, които трябва да се
вземат предвид при глухи ролеви модели. Бъдещата работа в тази сфера ще трябва да
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разшири концепциите за глухите ролеви модели, за да включва множество идентичности,
в това число, но не само, глуха идентичност.
И най-накрая, надяваме се, че тази дискусия за ролеви модели и глухи ще помогне на
семействата и специалистите да придобият по-задълбочено и по-нюансирано разбиране за
значението и функцията на ролевите модели и глухите, особено когато се приближават
към зряла възраст. Всъщност, когато чуващите родители на дете с новоидентифицирана
загуба на слуха се замислят за бъдещето, те може да са в състояние да се съсредоточат
единствено върху липсващото. Глухият ролеви модел има възможност да представи на
семейството перспектива на оптимизъм. Споделяйки истории, преживявания и задавайки
въпроси, семейството може да направи крачка отвъд този пръв неудобен момент на това
как да „говорим с глух или човек с увреден слух“. Глухият може също да моделира
ефективна и смислена комуникация и да изгради връзка със семейството и да поддържа
връзката между родителя и детето.
Следователно, реалистичните очаквания за глухите, положителните реакции към
глухотата и излагането на глухи ролеви модели ще развият по-добра бикултурна
идентичност и ще формират здравословни взаимоотношения с глухи и с чуващи.
Чуващите, които живеят или работят с глухи от всички възрасти, ще се възползват от
контакта с глухите и по отношение на разбирането и приемането на глухотата и глухата
култура.
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International Conference Presentations

International Conference on Sign Language Acquisition
Sign Language Role Models has been very successful for both developing reliable digital educational
material but also empowering the Deaf Community of Greece, Bulgaria and Malta.
Spyridoula Karipi and Vassilis Kourbetis presented at the “live” portion of the International
Conference on Sign Language Acquisition, focus groups panels https://sites.bu.edu/icsla/) the good
practice of the Deaf as Language Models, on Saturday 25/6/2022.

ICSLA 4
Symposium
Saturday, June 25 at 3pm Eastern
Moderator: Charlotte Enns
Panel #2: What is an effective teaching strategy for a deaf bilingual educational setting?
1)
2)
3)
4)

Marlon Kuntze: Emphasizing the importance of visual input
Debbie Golos: Using educational media interactively
Spyridoula Karipi: Development of Sign Links digital materials
Vassilis Kourbetis: Value of including trained, Deaf Role Models, native signers and
empowerment of Deaf community
5) Kristin DiPerri: Strategy from Bedrock Curriculum – Daily Reading Comprehension
Activity
6) Todd Czubek: Strategy from Bilingual Grammar Curriculum
7) Audience Questions
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A MOOC Inclusive Platform Open to Deaf Role Models
Presentation at the “I·HE2021 - Higher Education in the new normal: The role of online, blended
and distance learning”

Four partners of the Sign Lings project (Dr. Vassilis Kourbetis from the HFD, Prof. Anastasia
Alevriadou, Prof. Stella Giaouri, from the UWM, Mrs. Syridoula Karipi from the KARG and
Mr. Dimitris Passos from Open Pedia) will present our training platform “A MOOC Inclusive
Platform Open to Deaf Role Models”. The paper was accepted for presentation after blind
review.
This presentation’s main purpose is to present to the international academic community the
newly designed and implemented accessible MOOCs platform
http://www.openpediax.com/courses for the training of Deaf adults as Role Models in Greece,
Bulgaria and Malta in our Sign Links project.

https://i-he2021.exordo.com/submissions/mine/96/initial/view
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National Conference Presentations
Eight (8) invited Sign Links speakers in one Conference!
Four Trainers, three Deaf Role Models and one parent participate, as invited speakers, in a twoday conference with relative presentations to our Sign Links project, at the conference:
“Challenges and prospects in a modern society for Deaf and hard of hearing people” that it was
held on the 25 and 26th of September 2021.
Our trainers:

1. Elisavet Katsaraki “Supporting the Deaf through Group Counseling of Parents”
2. Vassilis Kourbetis “Facing Language Deprivation of Deaf Children: The challenge of
Deaf Language Role Models”
3. Spyridoula Karipi “Teaching Greek Sign Language as a First Language to children off
preschool age: language readiness”
4. Todd Czubek “Promoting Family Engagement with Deaf Children”

Our trainees DRM

1. George Gitikas “The Role of the Deaf Interpreter/ The Role and The Position of the
European Union of the Deaf”
2. Anna Gaitani “Video with Experiences of Deaf Adults”
3. Christos Georgokostopoulos : “Educators’ competency of using Greek Sign Language: A
Strong Alliance in the Education of Deaf Children.
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Our parent representative

1. Fey Mastrogianni “Video with Experiences of parents”
See it on YouTube too https://www.youtube.com/watch?v=e3_eqOG_KKI
And https://www.youtube.com/watch?v=JHknI5RwU0Q
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Sign Links Conference, 4&5 JUNE, 2022
#SIGNLINKSTHESSALONIKI2022 #signlinkssynedrio2022 #SLT2022
#signlinkseu #signlinks #deafrolemodels #ΚωφοίΠρότυπα #deafidentity #ΟμοσπονδίαΚωφώνΕ
λλάδοs
All partners of the same links project presented to this Innovative conference designed, organized
and executed from deaf role models of our project.
In total, ten (10) Deaf Role Model -Trainers and 5 (5) Deaf Role Model -Trainees participated with
presentations in the two-day conference.
All presentations are available here:
Saturday, June 4th : https://www.youtube.com/watch?v=qhj1OxxTy-A&t=16685s
Sunday, June 5th: https://www.youtube.com/watch?v=JDxEyuYbj9U&t=16s
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Presentations
Deaf Role Model -Trainers
1. Dr. Vassils Kourbetis, Ministry of Education, Coordinator of the Project :Lessons we learned
from Sign Links and Prospects for the Deaf Communities

2. Dr. Marianna Xatzopoulou, Β KEDDY of Attica, Sign Links: The presence of Deaf adults in
support of deaf children - European data & Opinions
3. Spyridoula Karipi, PhDc, Special Kindergarten for the Deaf and hard of hearing of Argyroupolis:
Materials of training Deaf Role Models – Best Practices
4. Elisabeth Katsaraki - Kalliopi Sivri, Special Kindergarten for the Deaf and hard of hearing of
Argyroupolis: Team building as an accomplishment pylon: Training of Deaf Role Models in
groups
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5. Dr. Anastasia Alevriadou – Dr. Stergiani Giaouri University of Western Macedonia (UWM):
State of the Art on Deaf Role Models
6. Dimitris Pasos, Open Pedia: OpenpediaΧ: An accessible platform open for all
7. Tilka Kayryakova, Union of the Deaf in Bulgaria (UDB): Natural disaster risk management–
how to save the deaf person or he to save himself: The Role of Deaf Models

8. Katrin Hadzhitsinova, Union of the Deaf in Bulgaria: The role of Deaf Model in solving life and
educational challenges

9. Flora Savvalidou, Interpreter of GSL, Master in Sign Language Interpretation: Deaf Role
Models in a family life with a deaf child: From NOT to ZEN.

10. Annabelle Xerri, Deaf People Association in Malta: Deaf in Malta: Challenges and Obstacles

Deaf Role Model -Trainees
1. Evanthia Plachoura: Deaf Role Model Guide: From Deaf to Deaf
2. Christos S. Georgokostopoulos, PhD Candidate in Applied Sign Language Linguistics, University
of Thessaly, Deaf Role Model : Deafness and self-determination: Α dual challenge in an audiocentered world

3. George Gindikas, Deaf Businessman, Deaf Role Model: Self-knowledge, visual perception of the
world and focus on goals: The triptych of a Deaf person's success in business

4. Christos Doiranlis, President of the Association of Parents and Guardians of Special Schools for
the Deaf and Hard of Hearing in Panorama,Thessaloniki: Deaf parent of deaf children:
Experiences and Challenges

5. Panos Paraschou, Deaf dancer, National School of Dance,

Dare to dance!
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