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As Qatar is working to advance inclusive education for all its students, there are several
challenges that impact the full implementation of the push-in model of inclusion. Inclusive
education in this study refers to the integration of students with disabilities into general
education classrooms. The push-in model means that support services are provided within the
general classroom, allowing students with disabilities to remain in the same learning
environment as their peers without disabilities. In this phenomenological qualitative research
study, I explored the experiences of early childhood teachers in Qatar. In my research, I used
constructivist and critical theory to frame the study, exploring how early educational teachers
interpret and reflect on their experiences due to systemic constraints and cultural
environments. The research was conducted using a semi-structured interview process via
Zoom call with 4 teachers from outstanding schools that have integrated inclusive education
in their K-3 curriculum. The results were analyzed using thematic analysis, exploring the key
points and transitioning between systemic and personal opportunities and difficulties that the
teachers experience on a regular basis. Key findings revealed that teachers experienced a

profound theory-practice gap, systemic resource shortages (including loss of therapy services



and teaching assistants), and top-down policy constraints; yet they exercised agency to
support students, prioritized social integration over academic inclusion, and offered concrete
recommendations for improving teacher preparation, professional development, and systemic
support. The results will be added to the existing library of knowledge about inclusive

education in Qatar to create a practice-to-theory connection for the future.

Keywords: Inclusive Education, Early Childhood, Phenomenology, Teacher

Preparedness, Qatar



Educator Experiences in the Inclusive Education System in Qatar

Inclusive education aims to ensure that every student, regardless of their abilities, is
given the opportunity to participate and learn in school (Al-Hendawi & Alodat, 2023; Hamid
& Mohamed, 2021). In early childhood and primary education, inclusive practices play a
crucial role because the early years are the foundation upon which other academic areas are
built (OECD, 2014). Inclusive education not only focuses on access but puts emphasis on
ensuring students with disabilities are given the support to be part of the general classroom

and not be separated from other students.

To best include young learners, the push-in model is employed whereby special
education services are provided in a general education room to ensure that learners with
disabilities are included in a regular classroom with their non-disabled peers (Al-Hendawi &
Alodat, 2023; Hamid & Mohamed, 2021). While the push-in model is the focus of this paper,
it is important to acknowledge that other service delivery options exist globally, such as pull-
out services (where students receive instruction outside the general classroom), self-contained
classrooms, or resource rooms (Barton, 2016). However, it is important for instructional
approaches to be achieved through flexible, collaborative behaviors that cater to the diverse

needs of learners (Hassanein et al. 2021).

The landscape of inclusive education in Qatar is shaped by a unique national context.
The country’s education system includes a mix of public and private schools, with most
schools being private. The country has 68 inclusive schools for boys and girls at all levels of
education, catering to students with intellectual disabilities and autism spectrum disorders, as

well as students without disabilities (World Bank, 2021). These schools include resource



classes, special programs and services, and have specialized staff responsible for setting
specific learning objectives for their individual education plans (World Bank, 2021).
Specialized staff in these schools work on setting individualized education plan (IEP) goals
while maintaining students’ participation in the general education environment. In addition,
124 schools offer support services to boys and girls with disabilities (only students with
disabilities) at all levels of education (World Bank, 2021). There are also two middle and
high schools for the visually impaired and blind which operate in cooperation and
coordination with the Light Centre for the Blind (World Bank, 2021). Specialized staff in
these schools work on setting individualized education plan (IEP) objectives while
maintaining students’ participation in the general education environment. Finally, specialized
schools provide guidance for students with disabilities, including learners with intellectual
disability and autism spectrum disorder with more extensive support needs (World Bank,
2021). Qatar has actively encouraged inclusive education through national policies and
strategic reforms aligned with the CRPD. Despite the known benefits of inclusive education,
there are numerous challenges, especially when it comes to systemic, cultural, and resource

issues preventing teachers from providing quality inclusive education (Al-Kubaisi, 2024).

Educators’ perceptions and lived experiences play a major role in the development of
inclusive education. It is noted that attitudes, self-efficacy, and cultural competence of
teachers determine the success of inclusive education (Hamid & Mohamed, 2021; Al-
Hendawi & Alodat, 2023). In Qatar, the development of education is strategically linked to
inclusive education. This focus is evident in the country’s National Vision 2030, which
emphasizes a comprehensive and equitable education system; the CRPD (Convention on the
Rights of Persons with Disabilities) ratification and subsequent policy reforms; the
establishment of the Department of Additional Educational Support; and the expansion of

inclusive schools and support services across the country. However, little is known regarding



educators’ perceptions and experiences of implementing new policies, especially at the level

of early childhood and primary education (Hassanein et al. 2021).

There is an ever-increasing number of resources guiding inclusive education policy
and strategies across the world. However, there is still a gap in understanding of how early
childhood and primary school teachers in Qatar experience inclusive education on the
ground, particularly with the push-in model. This study will help bridge the gap by exploring
the lived experiences of K-3 teachers implementing inclusive education in their Qatari
classrooms. Drawing from constructivist and critical theory frameworks, I examined how
individual, cultural, and institutional factors relate to the implementation of inclusive
education. The overarching research question guiding this study was: How do early
childhood and primary educators in Qatar experience and navigate the implementation of the

push-in inclusive education model?

Literature Review

This study examines the progress and ongoing development of inclusive education in
Qatar. The following literature review will outline the policy and strategic context that has
shaped inclusive education in the nation. It will also highlight the characteristics of the
educator landscape, the perspectives on early childhood provision and inclusive education,
the crucial role of teacher preparation and professional development, and the documented
benefits of inclusive education. Finally, it will address the persistent challenges encountered
in the effective implementation of inclusive practices within Qatar's educational system.

Inclusive Education in Qatar: Policy and Strategic Context

Inclusive education in Qatar has changed in the last 20 years due to multiple policy

shifts in the nation. The changes have been shaped by ongoing efforts by the Middle East



country to transform its economy and the welfare of its people. For example, the government
is seeking to construct a knowledge-based economy through the establishment of learning
institutions (Al-Kubaisi, 2024). This transformation is evident not only in landmark policy
commitments—such as Qatar’s adoption of the United Nations Convention on the Rights of
Persons with Disabilities (CRPD; United Nations, 2006)—but also in ongoing reforms that
seek to reshape teacher preparation, support services, and school environments (Hassanein et
al. 2021). Central to these efforts is an understanding of the demographic profile of educators
and the frameworks that support the integration of diverse learners.

Background to inclusive education in Qatar. Qatar’s commitment to inclusive
education is anchored in its ratification of the Convention on the Rights of Persons with
Disabilities (CRPD) on May 13, 2008. The country had previously signed the Convention on
March 30, 2007. The CRPD mandates equal access to education for all learners and the
protection of the dignity and rights of individuals with disabilities (Hassanein et al. 2021). In
line with these global standards, the education sector in Qatar has undergone substantial
changes, which were augmented in 2007 with the formation of the Department of Additional
Educational Support under the Supreme Education Council (SEC). This body has been
responsible for ensuring that children with various types of disabilities receive an appropriate
education without any kind of discrimination. It has also been assisting schools in ensuring
that all children with various disabilities access the school curriculum without any form of

discrimination. (Al Attiyah & Lazarus, 2012; SEC, 2009).

Two main entities govern teacher education in the State of Qatar. The Ministry of
Education and Higher Education (MEHE) and the College of Education (CED) at Qatar
University. The Ministry of Education and Higher Education develops the strategic and
regulatory frameworks of the country’s educational system, while the CED, which was

established in 1973, is the main institution for teacher education and is accredited by bodies



such as NCATE and CAEP (Nasser, 2017). Despite substantial progress in teacher education,
studies indicate persistent issues common to many global contexts, including a notable
theory—practice gap, heavy workloads, and frequently changing curricula, which all hinder
the effective implementation of inclusive practices (Al-Naimi et al., 2020; Al-Thani et al.,

2021; Romanowski & Du, 2020).

Qatar’s teaching sector is highly diverse in culture, language, and nationality owing to
its heavy reliance on imported faculty. The country’s Ministry of Education and Higher
Education (2018) revealed that teachers have been drawn from different regions globally,
thereby enabling diverse teaching methods to be employed. In addition, there appears to be an
imbalance in the number of male and female teachers and women dominate the profession in
elementary schools as well as secondary schools (Amin & Cochrane, 2023). This positive
trend was further supported by education programs like Education City and initiatives with
global universities that have significantly advanced the levels of education and provided
international teaching opportunities (Brewer et al., 2007). Nevertheless, it is important to
acknowledge that despite the encouraging diversity trends, disparities continue to be noted in
the educational system due to limited support from the school’s leadership, increased
workloads, and decreased freedom (Al-Kubaisi, 2024).

The reliance on expatriate teachers. Since there is a relatively small proportion of
Qatari nationals, the state is heavily reliant on expatriate educators (Romanowski et al. 2022).
Data from the Planning and Statistics Authority (2019) show that the primary, preparatory,
and secondary schools are predominantly staffed by non-Qatari teachers (Romanowski et al.
2022). While it allows expanding the circle of potential educators available to children, it also
introduces challenges in delivering context-specific, consistent professional development

necessary for effective inclusive practices. Teachers working under this model must



frequently contend with substantial workloads and rigid standardized curricula, which further

complicate their instructional efforts (Al-Naimi et al., 2020; Al-Thani et al., 2021).

To counteract teacher shortages and enhance the quality of instruction, initiatives such
as “Teach for Qatar” (TFQ) have emerged since 2014. TFQ recruits and trains graduates and
professionals to serve in government schools. While some critics argue that such alternative
pathways might indicate a broader lack of confidence in traditional teacher education
programs (Keller, 2013; Zeichner, 2017), proponents claim these initiatives foster
competition and innovation and are designed to develop educators equipped to understand

and address student diversity needs, which is crucial for advancing inclusive education.

Overall, Qatar’s inclusive education policy and strategic framework demonstrate
considerable progress but also highlight persistent challenges. Despite proactive reforms by
bodies like the SEC and MEHE—and despite sustained efforts at the CED—the reliance on a
predominantly expatriate workforce and systemic constraints such as heavy workloads and
the enduring theory—practice gap requires ongoing policy refinement and targeted
professional support. Teachers experience significant burdens through administrative duties
and paperwork requirements, numerous meetings and demanding class preparation time, and
extended work hours which become more difficult with larger class populations (Amalu,
2014; Day, 2008), Multiple research studies conducted in Qatar support these concerns about
teacher workload. For example, Al Said et al. (2019) showed that extra tasks prevented
teachers from using new teaching methods and Romanowski et al. (2013) demonstrated that
continuous education changes created additional work for teachers which reduced their
effectiveness. Strengthening these areas is critical to ensuring that every student receives

high-quality, meaningful educational opportunities.



Benefits of Inclusive Education

The drive for inclusive education is encouraged by both moral imperatives and the
tangible gains that it brings to institutions and societies. Inclusive education describes the fair
provision of learning opportunities and resources to all learners, especially those with
disabilities (OECD, 2021), and has been proven to have several benefits in multiple studies.
Inclusive education ensures that all learners can access the general curriculum to support a
sense of belonging and prevent the segregation that leads to inequalities. Al-Hendawi and
Alodat (2023) examined the barriers faced by refugee students with disabilities. They showed
that inclusive education can serve as a powerful intervention to improve their access to
quality learning, foster social integration, and mitigate the marginalization they often

experience.

Research has shown that training of teachers on inclusivity impacts on teachers’
attitude and skills. For instance, Hamid and Mohamed (2021) found that pre-service teachers
in Qatar held a positive view on inclusive education. However, they preferred to teach
students with mild disabilities. In addition, Hassanein et al. (2021) revealed that inclusivity
training transforms the mindset of pre-service teachers and positively changes their attitude,
emotion, and behaviors in teaching students with disabilities. Studies prove that inclusive
education encourages the uptake of collaborative teaching techniques and continuous
professional learning. According to Olson and Roberts (2020), it is necessary to teach future
teachers to build relationships and foster advocacy and cooperation in a diverse classroom. In
the same vein, Leko and Roberts (2014) and Leko et al. (2021) demonstrated that effective
professional development enables teaching innovation and collaborative practices in

educators while creating a supportive school climate.



Beyond education, inclusive education has the potential of creating a societal
overhaul by enabling diversity and equity since it can disrupt exclusion. By resisting
exclusion, it works towards reframing stigmatized perceptions of disability thus contributing
to the society that is fair to all. This can transform a community into a united front of equals.
Even though several advantages have been identified regarding inclusive education practice,
researchers have also identified some gaps in the policy, training and practices especially in
preparation of teacher for learners with disabilities which necessitate more research and
intervention. This synthesis of benefits underscores the dual rationale for institutions to
pursue inclusive education: it is both a moral imperative and a strategy for enhancing
educational outcomes on multiple levels.

Perspectives on Early Childhood Provision and Inclusive Education

According to international research on early childhood, early childhood provision is
crucial in setting a foundation for lifelong learning (Schofield et al., 2022). Early childhood is
defined as a phase of life from birth to eight years of age (NAEYC, 2009; OECD, 2014). This
phase is categorized into Early Childhood Care and Education (ECCE), which takes care of
children from birth to four years, and Early Childhood Education (ECE) which caters to
children for the four years until the start of compulsory education. The educaring concept is
also influential in early childhood literature (Schofield et al., 2022). Around the world, there
are various terminologies and policy considerations — for example, in the UAE and the USA
early childhood is 0-8 years, while in the UK and Australia, it is birth to 5/6 years, with the
earlier years often more about care than education (Ring & O’Sullivan, 2018). This
distinction between care and education is where the concept of educaring becomes relevant.
The educaring concept emphasizes the love and holistic development of young children,
rather than merely addressing their basic needs of feeding and keeping warm. Thus,

regardless of whether a country defines early childhood as ending at age 5, 6, or 8, the



underlying principle is that early year’s provision should integrate care with education to

support the whole child.

These international views are a rationale for focusing on K-3 education in Qatar. This
is a country in the process of transforming its economy and educational landscape in a
significant way, as evidenced by major policy changes and efforts to create a knowledge-
based society. In Qatar, a focus on inclusive education is particularly important. Early
inclusion can make quality learning more accessible to all, as well as help develop attitudes
and practices that value diversity right from the start, in turn shaping how educators interact
with students as they grow. Additionally, as alluded to earlier in this response, research has
shown that students experience essential learning and growth during their initial three years
of formal education. This period affects their future performance throughout the school
system by determining special education needs, grade retention statistics, and high school

graduation rates (McCoy et al., 2016).

While Qatar has exhibited a great deal of improvement in the policy of inclusive
education, it should be noted that there is limited research on the actual application of these
inclusive policies in the early years when interventions can be most impactful. Given the
findings that reveal the relatively low level of knowledge and skills among teachers and
students in Qatar, the need for teacher training programs designed for early years is thus
reinforced (Alkhateeb et al., 2020)

Teacher Preparation and Professional Development

The preparation of teachers and their development are essential in building the
inclusive practices that are beneficial to both students and educators. According to Darling-
Hammond (2000), teacher education programs are where teachers develop their teaching

philosophies and methodologies, thus determining their ability to provide equal access to the
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general curriculum. Teacher preparation programs are designed to instill future educators

with an inclusion philosophy.

Several researchers have explored key aspects of teacher education programs that
prepare teachers for inclusivity. Delano et al. (2008) identified the importance of shaping
inclusive philosophies; preparing teachers for integrating IEP goals with the general
curriculum and comprehensive student assessment; fostering collaborative practices; blending
general and special education strategies. Ryndak et al. (2001) emphasized the relevance of a

collaborative and inclusive education.

Several aspects of teachers’ education programs can support teachers in building their
inclusive repertoires. Zagona et al. (2017) showed that trainees who took part in inclusion
training had better skills in pedagogy, were able to differentiate instruction, work with their
colleagues, and accommodate their students. Dual teaching preparation systems where
trainees are trained in both special and general education so that they may be accorded dual
certification for this combination of programs (Blanton & Pugach, 2007, 2011) also help in
connecting general and special education institutions which promotes the commonality of

inclusion and equity.

Ongoing professional development (PD) plays a critical role in ensuring that inclusive
practices persist beyond initial teacher preparation. Defined as coordinated and intensive “on-
the-job” learning (Learning Forward, 2012), PD helps teachers stay updated with innovations
and adapt to evolving educational demands (Guskey, 2000; McLeskey & Waldron, 2002a).
Leko and Roberts (2014) outline several essential characteristics of effective PD for inclusive
education: coherent and content-focused, active and situated in classroom settings,
collaborative, data-driven and extended, and multifaceted. This comprehensive professional

development strategy is beneficial to teachers who enter the field through alternative
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certification paths so that they can better integrate inclusive practices (Rosenberg et al.,

2007).

Despite clear guidelines and frameworks for teacher preparation and professional
development for inclusive education, numerous challenges remain. One of the key problems
is the difference between theoretical and practical aspects of the preparation for teachers’
work. This issue is called “the theory—practice gap” (Darling-Hammond, 2000; Kinyaduka,
2017; le Velle, 2019; McGarr et al., 2017). Additional complications such as heavy
workloads, extensive administrative responsibilities, and diminished professional autonomy
further compromise the efficacy of teacher education, ultimately affecting job satisfaction and
teacher retention (Allen et al., 2020; Hester et al., 2020). The literature suggests that
comprehensive teacher training along with strong, continuous professional development is
critical for successful inclusive education. Bridging the theory-practice gap through
reflective, integrative, and context-specific practices improves teachers’ ability to support all

students (Olson & Roberts, 2020).

The implementation of inclusive education becomes more complex because of wider
institutional and socio-cultural factors which exist. Teachers experience reduced motivation
and commitment to inclusive education when they are not involved in decision-making
processes that help establish ownership of the work according to Cheng (2008) and Stosch
(2021) and Nasser and Romanowski (2011) as well as Abu-Shawish (2016) and Karkouti et

al. (2022).

Synthesis and Implications

Taken together, these challenges reveal that successful implementation of inclusive

education requires a holistic strategy that addresses systemic, classroom, and instructional
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issues. While teacher preparation and professional development (PD) initiatives remain
necessary, their impact is limited by the gaps between theoretical knowledge and practical
abilities. Overcoming these challenges will require teacher educators, policymakers, and
practitioners to collaborate on ways to transform the practices of teachers and the systems in
which they work.

Theoretical and Conceptual Framing

I framed this study using Constructivist Theory and Critical Theory to explore the
lived experiences of K-3 educators who do inclusive education in Qatar.

Constructivist theory states that individuals construct their knowledge and meaning
based on their experiences (Vygotsky, 1978). This study focuses on the way teachers
construct ideas, definitions, and practices about inclusion, their learning about inclusion, and
their negotiations of the push-in demands. Teachers are not just passive recipients of policies;
they have to be involved in the policy process if it is to be effective and adaptable. Teachers
filter policies, as well as practices, through their beliefs, practices, and life experiences. The
central focus of the proposed study is to discover how inclusion is constructed (i.e.,
interpreted) at the classroom level.

Critical Theory extends this study by investigating a wider array of power dynamics
and disparities inherent within the education system (Freire, 1970). It also encourages a
closer examination of systemic forces such as ableism, lack of institutional support, policy
loopholes, and disability perceptions and how they affect the teachers and their interpretation
and implementation of inclusion. Critical theory and the critical lens it offers, can provide
individuals with opportunities to move past surface-level challenges to identify the structural
obstacles to successful implementation of inclusive education in Qatar.

By combining these two theoretical perspectives, this study explored how educators'

experiences are deeply personal and constructed within their immediate environments
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(Constructivism), but are also shaped by larger systems of power and policy (Critical
Theory). The conceptual framework centers on three levels of analysis (see Figure 1):
e Micro-level: Teachers’ individual beliefs, preparedness, and meaning-making
processes regarding inclusive practices.
e Meso-level: Interactions among school teams (e.g., collaboration with support
teachers, school leadership support).
e Macro-level: National inclusive education policies, societal attitudes towards
disability, and systemic structures that influence school environments.
Figure 1

The Conceptual Framework of the study (adapted from Kont et al. 2023)

Constructivist Theory
and

Critical Theory

Ul

MACRO-LEVEL

* Inclusive education policies
» Societal attitudes towards disability

MESO-LEVEL

« Collaboration within
school teams
» School leadership support

MICRO-LEVEL

» Teacher beliefs
about inclusion
o Educator

preparedness

Within this study, inclusive education is described as a universal approach which provides
equal opportunities, attainment, and engagement for all learners including those with
disabilities. This takes place within general education through appropriate supports and

systemic change.
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The conceptual framework influenced how I formulated the data generation tools.
The interview questions were designed in a way that was seeking to identify how teachers
make sense of inclusion (Constructivist assumption) and systemic barriers in the practice
(Critical assumption). In this way, I aimed to gain a comprehensive understanding of the
daily realities and diverse experiences faced by teachers, and to underline the crucial systemic

factors that contribute to or impede the full development of inclusive education in Qatar.

The primary research questions for the study is: How do early childhood and primary
educators in Qatar experience and navigate the implementation of the push-in inclusive
education model? To address this overarching question, the study was guided by the
following sub-questions: (1) What primary challenges do K—3 educators in Qatar encounter
when implementing inclusive education within the push-in model? And (2) What teacher
preparation and professional development initiatives do K-3 educators in push-in schools
believe could be enhanced to better support them in overcoming systemic, instructional, and
practical barriers to inclusive education?

Method

The experiences of K-3 educators in Qatar who were using a push-in model for
inclusive education were explored using qualitative methodology, specifically,
phenomenology. Phenomenology, as explained by Ayton et al. (2023), is a method and a
philosophy based on the idea of understanding a person’s lifeworld — the world of everyday
life as experienced by the individual. Using phenomenology provided an avenue for me to
explore how K-3 educators constructed their experiences, dealt with the challenges of
implementing inclusive education models, and navigated the obstacles they encountered.
Because I focused on the experiences of the educators, [ was able to provide unfiltered
reflections on the challenges and perspectives related to inclusive education that are often

missed when only quantitative measures are the focus.



15

Researcher Positionality

Being a novice researcher, with a background in education and being a Muslim
international educator, a culturally aware and equity focused lens and perspective into this
study. I have interpreted the data based on my personal experiences in education systems
such as having attended my own schooling in Qatar, my teacher training experience and my
understanding of MoE (Ministry of Education) policies. I had the opportunity to get to know
some of the individuals behind this project up close and personally in similar positions and
therefore gained an “insider's” perspective on the Qatari inclusive education system. This
privileged information helped me to understand the unwritten rules, hidden messages, and
institutional terms that participants (whether in “Level 2” or “Level 3” classes, for instance,
or using the “push-in model” or the “resource room” approach) used. At the same time my
ideas of good inclusive practice may be affected by what I saw as ‘push in' which may bias
my analysis. | maintained an audit trail of my analytical decisions. The audit trail included a
dated record of all coding sessions, which transcripts were coded, and any difficulties
encountered; version controlled codebooks (ranging from 325 to 46 codes) with the reason
for keeping, merging, or discarding codes; a table of the theme development process, which
indicated how initial codes were grouped into eight preliminary themes and how these themes
were consolidated into the four final themes consistent with the theory; notes on cross
participant comparison decisions (e.g., the loss of therapy services was present in three
participants, but not four); and memos that explained why some simply descriptive codes
(e.g., detailed classroom demographics, specific instructional techniques) were not included.
Together, these reflexive practices supported a more robust, transparent, and trustworthy

interpretation of the data.
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Setting and Participant Selection

The research was conducted in government integration schools (z=2 u=_l) in Qatar-
public schools that have a special education department in a mainstream school environment.
It focused on early elementary education (K-3 grades), which is in line with the literature
emphasizing the significance of early intervention on inclusion in the early years of schooling
because of the long-term consequences on children in terms of academic and social
achievements (NAEYC, 2009; OECD, 2014; Al-Hendawi and Alodat, 2023). Nevertheless,
in the recruitment and interview process, it was clear that the schools involved did not have a
real push-in inclusive model implemented. Rather, the current trend of academic isolation but
social integration was in place: students with disabilities were provided with core academic
instruction in separate, self-contained classrooms (sometimes referred to as resource rooms or
attached classes) but were included in general education activities like morning assembly,
meals, athletics, art, computer lab, and school parties. This is discussed in more detail in the
findings. These integration schools were chosen deliberately for the recruitment of
participants, as they are the official context for inclusive education to take place in Qatar's
public school system. Although the teachers chosen were not actually in a push-in model, I
did select teachers in these schools knowing they were directly involved in implementing (or
trying to implement) inclusive practices. This selection was based on the research objective
of capturing educators' experiences in the current inclusive education system in Qatar. At the
outset, the research was to enlist 4 to 6 teachers who were already engaged in a push-in
model- known as ongoing engagement in push-in practices, teamwork of general and special
educators, and provision of differentiated support in regular classroom situations. An
educator screening survey (see Appendix C) was briefly administered to assess educators
according to these criteria. Nevertheless, since the real model was not push-in, the ultimate

sample comprises teachers who taught in self-contained special education classes in
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integration schools, and who habitually engaged in social inclusion (mixing students in non-

academic activities) and modified teaching to students with various disabilities.

Table 1
Participant Demographics

Pseudonym Role Class Type Years of Age Education
Experience  (approx.)
Mariam Teacher Self-contained <1 year 22-24 Bachelor’s in Special Education (Inclusion)
(resource room)
Anwar Teacher Self-contained 20 years 40-45 Bachelor’s in Special Education
(resource room)
Amal Teacher Self-contained 6 years 28-32 Dual Bachelor’s in Special Education (King
(resource room) Faisal University & Qatar University)
Hadel Coordinator  Self-contained 13 years 3540 Dual Bachelor’s in Special Education (King
/ Teacher (resource room) Faisal University & Qatar University) +
60-70 professional development courses

A purposive sampling method was used, as it is the most appropriate method for

exploring the in-depth experiences of a specialized group (Hamid & Mohamed, 2021). Four

female teachers were able to meet the inclusion criteria and consented to participate (see

Table 1). They were all certified teachers; none were paraeducators. They had a range of

experience of less than one year up to 20 years with their highest level of education being

bachelor’s degrees in special education (two had dual degrees) and they had completed

extensive professional development coursework — one participant had taken more than 60

courses. They were all in self-contained classes in government integration schools. The

learners that these teachers worked with were between about 6 and 12 years old and with

diagnoses such as autism spectrum disorder (ASD), intellectual disability, Down syndrome,

learning disabilities, and ADHD. Most students were identified as Level 3 (need separate,

adapted curriculum), a smaller portion as Level 2 (theoretically justified in general education,

but was not commonly applied). In Qatar’s special education system, students are classified

into levels based on their support needs. Level 3 students require a separate, adapted
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curriculum and receive most of their instruction in self-contained classrooms (as was the case
for most of the students in this study). Level 2 students are theoretically entitled to receive
support within general education classrooms while following the standard curriculum;
however, in practice, this was rarely implemented, and most Level 2 students remained in
segregated settings. Most of the participants’ students were identified as Level 3, with a
smaller portion as Level 2.

Data Generation and Collection

This section outlines the main method of data collection, semi structured interviews
via Zoom, the interview procedures, the recording and transcribing of interviews, participant
communication and the adaptation of questions due to the discovery that the actual model
was social only rather than push in.

Semi-structured interviews on Zoom were used as the major source of data.
Considering the richness of phenomenological investigation (Ayton et al., 2023),
semi-structured interviews of about 60 to 90 minutes were performed with each participant.
This methodology gave the participants time to engage and share their feelings in a very
detailed manner that took into consideration issues that a shorter encounter would not
adequately capture the richness of lived experiences.

Semi-Structured Interviews

The interviews were held using Zoom after obtaining informed consent from every
participant. All the participants participated in two semi-structured interview sessions, each
of about 60-90 minutes (mean 75 minutes). All interviews were taped with the help of Rev (a
professional cloud-based support software of recording and transcription) to guarantee high
quality sound and provide an opportunity to have correct Arabic transcription. A backup was

also done by using Zoom native recording. Recordings were stored on a password protected
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drive only accessible by the researcher. Respondents were sent their transcripts to ensure

accuracy, but none of the participants sent any corrections.

The theoretical framework informed the interview protocols (see Appendix B), which
included open-ended questions that aimed to capture personal definitions and perceptions of
inclusive education by educators, to explore challenges surrounding the (intended) push-in
model, to explore how systemic, cultural, and institutional forces influence their practices and
to identify ways of overcoming barriers and improving professional development.
Nevertheless, in the process of gathering data, it was clear that the schools that participated in
the study did not use a real push-in model. Rather, academic segregation with social
integration alone (students with disabilities obtained core academic instruction in separate
classrooms and engaged in general education activities with their peers only on a non-
academic basis) was the current practice. Thus, the interview questions were reformulated to
accommodate this fact, emphasizing the experience of teachers in the current social-inclusion
model. Some examples of questions included: What is inclusive education to you in your
class, and what do you think inclusive education means as an individual? Give an example of
a time when you faced a significant obstacle to implementing inclusive practices. What did
you do about it? And, How do school policies and cultural perceptions affect your teaching
practices? Rich, detailed narratives were elicited by asking additional probing questions,
including: Walk me through a typical day. How do you adapt instruction to meet the needs of
students with diverse needs? And, What are the most important factors to successful

inclusion?

Participants received pre-interview information about the interview protocols and

consent forms via email. Verbal consent was documented at the beginning of each Zoom
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session, before any data collection began. No incentives or rewards were provided;
participation was entirely voluntary.
Data Analysis Methods

Thematic analysis, as proposed by Braun and Clarke (2006) was the appropriate
method to analyze the data based on the requirement of the phenomenological research
aiming to comprehend the lived experiences of the educators. After finalizing the
transcriptions, I first reread all the transcripts to make sure they are accurate, corrected any
typing mistakes (especially the Gulf Arabic dialect), and redacted any identifying
information. Since the interviews were conducted in Arabic with a Gulf accent, I did the
transcription and first round coding in Arabic and later translated all the coded passages to
English to analyze and report.

Coding Process

To structure and handle the data, I employed manual coding (with the help of
Microsoft Excel and Word), which provided more flexibility and closer interaction with the
Arabic text. I made a systematic coding table, which traced codes, definitions, illustrative
quotes (both in Arabic and English), and source participants.

Both inductive and deductive coding were used (Merriam & Tisdell, 2016). I began
with general deductive codes initially guided by the literature and the conceptual framework
(e.g., micro, meso, macro levels). These codes included: (a) professional background and
training, (b) beliefs and definitions of inclusion, (¢) instructional challenges and adaptations,
(d) systemic constraints (policies, resources), (¢) collaboration and support systems and (f)
change recommendations.

I did line-by-line open coding to the individual transcripts. I developed a code (a brief
phrase or idea) that represented the gist of that segment of text in every significant part of the

text. A table was used to record the codes with the original Arabic quote and an English



21

translation. For example, the code I developed was "Systemic Barrier: Slow Procurement of
Specialized Equipment" when a participant mentioned that she was compelled to buy
adaptive equipment herself. This inductive method enabled codes to directly come out of the
data and not be forced by existing frameworks. Multiple inductive codes were created that
were unanticipated, including the codes of “loss of therapy services”, “university-ministry
contradiction”, and “behavior contagion by non-SPED students”.
Theme Development and Code Reduction

The initial round of coding resulted in 325 codes. During the next round of analysis, I
used the theoretical framework (Constructivist and Critical Theory) and the research
questions (push-in model challenges, teacher preparation, professional development) to
narrow down and shorten the codes. In this round I excluded purely descriptive codes (e.g.,
detailed classroom demographics, specific instructional techniques, procedural IEP tracking),
but included codes that directly dealt with systemic barriers, teacher meaning-making,

99 <6

preparedness gaps, and (e.g., “loss of therapy services,” “theory-practice gap,” “ethic of
care,” “flexible lesson timing”). This resulted in 46 narrowed codes that were grouped into
three systems (micro, meso, macro) and an “Other” category of unexpected findings (see
Appendix D: Codebook Abridged).
The Six-step Model of Thematic Analysis

I engaged in six distinct analytic phases outlined by Braun and Clarke (2006). Phase 1
involved an introduction to the data. In this phase, I listened to the interviews and read the
transcripts after every interview to keep the interviews accurate. I then read through and re-
read all transcripts several times, taking initial notes and recording pre-read impressions. This
experience helped me to gain a comprehensive view of the story of each participant. In Phase

2 I developed the first code. As outlined in the above section, I conducted line-by-line open

coding which resulted in 325 original codes. In Phase 3, I began searching for themes. Once I
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had coded all participants individually, I combined similar codes into the preliminary themes.
For example, the codes concerning the loss of therapy services, shortage of materials, and
top-down policy control were included in a larger theme of systemic constraints. I identified
eight preliminary themes identified at this stage. In Phase 4 I reviewed the themes. This
involved reviewing and revising all themes to make sure that internal consistency (the codes
in a theme make sense) and external differentiation (themes were distinctly differentiated)
were achieved. This entailed cross-checking of each theme on the coded information and the
original transcripts. I then carried out cross-participant comparison to determine convergent
themes (where participants concurred), divergent themes (where opinions diverged), and
unique ones (where one participant alone raised an issue). This comparison revealed, for
example, that the theory-practice gap was reported by three of four participants, while the
loss of therapy services was reported by three participants. In Phase 5, I defined and named
the final themes. The eight preliminary themes were narrowed down and summarized into
four main themes:

1. Building Inclusion — Teachers' Beliefs, Definitions, and Meaning-Making

(micro-level)

2. Collaboration and school-level interaction (meso-level)

3. External policies -Theory-Practice Gap and Teacher Preparedness. (macro)

4. Professional Development and Systemic Recommendations (macro)
In this phase, I composed every theme as a narrative, including sub-themes. Finally, in Phase
6, I began writing the findings. This included writing the findings in a detailed narrative,
categorized under the four themes, providing evidence of each theme with detailed
illustrative quotes (in both Arabic and English). I constructed the findings in a way that

would respond to the initial research questions, as well as point to surprising discoveries (e.g.,
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the fact that the actual model was social-only inclusion, not a full implementation of the
push-in model.
Findings

This study involved four female teachers who are employed in Qatari government
integration schools (see Table 1). Their pseudonyms include Mariam (recent graduate, less
than 1 year experience), Anwar (20 years’ experience), Amal (6 years’ experience), and
Hadel (13 years’ experience, and a coordinator). (As the coordinator, her responsibilities
include organizing SPED Educator schedule and semester load, as well as providing
leadership and mentoring for the department). All the educators taught in self-contained
special education classrooms in mainstream schools. Their students were aged around 6 to 12
years old, and their diagnoses comprised autism spectrum disorder (ASD), intellectual
disability, Down syndrome, learning disabilities, and ADHD.

One of the key insights that surfaced very early in the analysis was that none of the
schools the teachers worked at practiced a real push-in model of inclusive schools. Rather,
academic segregation and social integration only prevailed: students with disabilities obtained
core academic instruction in different classrooms and only participated in general education
in non-academic activities (meals, art, PE, assemblies). This discovery is illustrated
throughout the findings.

I identified four themes in the findings, mapping each on to the conceptual levels of
the conceptual framework (micro, meso, macro): (1) the microsystem related to teachers'
beliefs, meaning making and agency; (2) the mesosystem related to collaboration and school-
level interactions; (3) the macrosystem related to external policies, resources, training, and
systemic constraints; and (4) the macrosystem related to societal attitudes, cultural norms,
and recommendations.

Theme 1: Microsystem- Teacher Beliefs, Meaning Making and Agency
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The first theme reflects how individual teachers developed their sense of inclusion,
professional judgment, and balance between personal values and institutional requirements.
Defining Inclusion

The participants had a mixed understanding of inclusion. For example, Anwar valued
social inclusion over academic inclusion: " < _jleall (& COUall ae oo lainl ged ()5S Gl ) Juzdl
GOl aa anly da jall 285 A (G <5 e (1 would rather have a social inclusion with students in
some skills, i.e., during free time to play with students).” Amal also acknowledged the
inherent worth of inclusion, even though it is imperfectly applied:" 253 S8 Sz el 5_S8
dasna (The concept of inclusion is a very right notion).” Mariam however was very cynical
of what she termed “name only” inclusion:" (e (s .. e slae WSla Ual | 5 95 Jiay  Jad) el
7=l 4w )2 (Take a glimpse at our present inclusion in Qatari schools- you see how our
students are wronged... this is not an inclusion school).” On the same note, Hadel reminisces
that she would have been happier with the previous in-class support model (during the 2014-
2015 academic year) instead of the current separation: "dwaél CilS daail) 48 k) Gl (T think it
was better the old way).” Combined, the above quotes show that there was a range of levels
of push-in for inclusion. Some participants supported its use in theory; others were very
skeptical about its utility with their students. The educators’ view of inclusion in Qatar's
integration schools ranges from affirmation to nostalgia to cynicism.

Teacher Agency and Professional Judgment.

Teachers exercised their agency to address the needs of students despite having strict
policies. Hadel did not hesitate to challenge policy, one of which demanded the use of formal
Arabic only, and instead she employed the colloquial language to make sure the student do
understand: " 4dle Cualxi ) 13 Ul Led 685 agle 33U aaclE JSi saie L gale s aan dal jua Al 30018 U
4aalall A (T don't have a problem with talking Egyptian dialect. They will deduct marks on my

yearly evaluation, and I will say to them, ‘This is what I was taught in university’)”. Amal
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explained her adaptation of lesson timing depending on student indicators and refusing the
required 45-minute framework: " 3aay 538 ) g aleall QY el ) oo A e (5 kai dga 5 (e ol L
Oe sy QLI ¢ 5 )38 oS (Personally, I find nothing compulsory since the teacher is the one to
decide the extent in which the students are able to assimilate).” Each of the participants
expressed an ethic of care, indicating that they valued student well-being over policy
adherence. Hadel stated: " ) s o sl G s o b ypay oo iy Jidall 4o sleal) Jua sl et Ul

4le aald 38 (T am only worried about conveying information to the child. It is all right when
something opposes me, but what matters is that the person in front of me understands).”
There were also strategic practices of inclusion. To minimize stigma, Mariam and Anwar
purposely combined students in short intervals:"JLiis daca gl) | a salls (yiicas W12l (and T take her
in two times a day to regular class... the stigma is eliminated).” These quotes illustrate the
ways in which teachers deliberately used their professional judgment and agency in a highly
constrained setting to adapt language, modify time, focus on student understanding rather
than the consequences of missing assignments, and strategically integrate students to
minimize stigma. They illustrate how teacher agency was not a one-off event or an isolated
process of tackling a policy but a dynamic, creative process of dealing with students' actual
and changing demands.

Theme 2: Mesosystem - Collaboration and School Level Interactions.

The second theme encompasses interactions among the teachers with the support
staff, families, and school leadership, or the direct relations that define their everyday
practice.

Cooperation with Support Staff.

Effective collaboration was characterized by team problem-solving. Teachers

described how all team members helped to find solutions. Amal explained it: " of ) 8l J<U

ohidea s I I ol M) Jai (Everyone talks until we come up with solutions...
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everybody gives us their point of view).” Informal mentorship was beneficial to new
teachers. Mariam noted: "_aall (o SiSus" (Hadel took me from zero).” Amal described how
her team had democratic leadership and the opinion of the coordinator did not always have
the final word: "zall 58 leal 5 (5% a5Y e il b5 A 5e (And it is not a requirement that the
opinion of the coordinator is always the right one).” This shows how collaboration among
support staff was not merely about sharing tasks but involved active problem-solving,
nurturing guidance for novice teachers, and a distributed leadership style that valued
collective expertise over hierarchical authority — all of which contributed to a more
responsive and supportive working environment.
Collaboration with Families

Collaboration with families was also an important part of the participating teachers’
strategies for supporting their learners with disabilities. Amal adopted a strength-based
strategy of communicating with parents and made calls to congratulate small achievements
before addressing challenges, " L& Js8 Juail Ul 3 caal |38 Lol e 35S )i ol Lagls Lpads e Ul
S Juail oS Y mue 0 5S  (T prefer to concentrate on the strong points... I prefer to make a
phone call, not a message).” She also recognized and supported parents through the
emotional stages of grief — including shock, denial, and rejection — rather than simply
“maneuvering” around them: " JS3) s je deda s jo | Als jo gl b adiind oY) I an W Ul a5y
=8 ) s e (When a parent approaches me, I have to be noticeable to what level I am dealing
with: shock, denial, rejection).” But the lack of parental acceptance of their child’s disability
was pervasive. According to Amal, 70 percent of the parents found it hard to accept the fact
that their child was disabled: "¢sliie Gie 4alls (pras J 532 12 Y1 (Most of them, seventy percent
or so, are not accepting the fact of disability).”

Teachers' engagement with families extended beyond the usual forms of collaboration

(e.g, sharing information, coordinating services) and extended to providing deep emotional
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support (e.g, aiding and abetting in grief work, celebrating small successes), as is evidenced
in these quotes. This was a crucial position that could not be overlooked, but it was also
another responsibility that was added to teachers' already heavy workloads.
School Leadership Support and Tensions

Teachers also described the way they partnered with school leadership. Hadel
mentioned positive leadership practices. Her administration involved special education
students in all the activities and organized monthly listening sessions: " s jLie agil 3 al) cLiY)
Gllladll JSy ag2a (The good things: they involve us in everything they do at school, e.g., the
activity).” On the other hand, Anwar cited administrative interference in behavior
management: " Jixd SYa 8 Lo sad Cllall (g i Led Jai Le 3 )laY) (s tall el 8 43l il
5Ll (The disadvantages are that there are areas where the administration should not
interfere, particularly in matters of behavior modification).” There was also a feeling that
there was an intrinsic tension between teachers' need to address students' wider needs such as
behavior management, emotional support and social wellbeing, and administration's drive to
achieve curriculum outcomes. Amal explained: " <all Janal Ul 2 3¥ Ul Y 5 = 530 a0 ) i
Js (So now, is the explanation of a subject content more important than the student? I must
deal with the student first).”
Theme 3: Macrosystem- External Policies, Resources, Training, and Systemic
Constraints

Theme three included teachers’ discussion of the broader influences that shaped
teachers' work including ministry policies, resource shortages, and gaps in teacher
preparation.
Policy Constraints

Throughout the interviews, teachers discussed the ways their roles were shaped by

ministry policies. Both Mariam and Anwar described how there was always a high level of
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top-down policy control by the Ministry of Education and minimal level of school level
autonomy: "8, 5l e . 3MY) (e se Sl (Tt is not an administration policy; it’s a ministry
policy...).” Amal described the policy gap between arrangements and facilities: " <l yill 4l
&5l ()l e s Y 138 gl 5 (The policy of ‘arrangements and facilities’... this is not
applied on the ground).” Strict teaching expectations, like one objective per lesson, were
perceived as an important limitation. Mariam and Anwar both stated: " gl (5225 jua) L
Letigal s A 2 gl 51 aal Sl (It is impossible to have more than one goal... the most significant
limitation I had).” One of the notable contradictions was the open enrollment policy of the
ministry in the face of gross resource inadequacies as Amal stated: " L Ua) s noa Jisad () suns
Oatilad] Lixie La g (i j2e Livie Leg (\Sa Lixie (They start new enrollments, and we lack space,
instructors, and professionals).” Hadel had direct conflict between what she learned in
university (e.g., using any language dialect to reach the student) and ministry policy (e.g.,
formal Arabic only): " (elSii ¢ siee daiad i je dali 7 31 A3 Y 1516 | A jad) 4 & 0 J
43 42l (On my First day... they said to me, 'Speak formal Arabic. You are not allowed to
speak a informal Arabic language).” These quotes reflect a range of tensions that teachers felt
with ministry policies: policies were imposed on schools without their involvement or input;
official policies were not always put into practice; fixed rules of instruction did not consider
student needs; inadequate resources did not prevent enrollment despite the policy; and
university training was often in opposition to ministry policy, leading. This led to conflicts
over the inclusive practices that were the very purpose of the policies.
Resource Shortages

Teachers’ ability to support their learners with disabilities was also impacted by
resource shortages. The loss of therapy services (speech, occupational, and physical) and

teaching assistants was reported by all three experienced teachers (Amal, Anwar, Hadel):

Hadel stated, "4 Uxie Lo gl ||| 24 JS Laie 5 4 g #3le 5 oanh #3le Lnie IS J8 (We used to
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have physical therapy and occupational therapy... and now we have nothing in our schools).”
Hadel noted, "Uaie Lo ba gLl LeglS Lae Lus cilS Ll sac Ll (We don’t have any assistants
anymore).” Because of the resource shortages, teachers purchased supplies using their own
funds "oelall lle (e ¢ LSV (5 5id5 cpaeld (We are spending our personal money to buy
something)” (Anwar). Special equipment was very slow to procure, so teachers had to buy
things themselves. Amal described: " (o G dakadll (538 (5 il Ual Wy )laial |y sha 5 330 Lkl
LSy (Ordering things is slow... we had to purchase this item at IKEA by ourselves).” This
contributed to a feeling of despair and fatigue. Anwar described this feeling: " Jsb ... Jea 2>
Cull 8 i Jaadl Ul g sad!

(So much work... throughout the week, I do it even at home).” These quotes illustrate how
resource shortages undermined teachers’ ability to support their learners and contributed to
low morale.

Teacher Preparation and Training.

In addition to feeling frustrated with ministry policies and being impacted by resource
shortages, teachers described challenges that were related to their teacher preparation and
training (or lack thereof). Three out of four participants reported a profound theory-practice
gap. Mariam and Anwar noted challenges between the theoretical knowledge they learned in
their preparation programs and the practical knowledge needed to do their job: " kil 5 Leall
o= 5 sland) (354 (Practical and theoretical are two sides of a coin).” Amal explained that she
graduated without any training to teach certain academic disciplines: " 3 i a5 Le s ya5 Uil
(s Algial oS A e Aad dalae g Ul Aima 83k a3l U (T did not get a job as a teacher of a
certain subject... now I am an Arabic teacher, but it is a personal work).” The design of the
curriculum was self-directed, but teachers were forced to develop materials on their own,
which was challenging depending on their preparation experiences. Amal shared: " JS Us)

QUS (g gm Lin) ) Lialat Lo daalall 8| mgie CSS Il o4 4alas (Every teacher modifies the
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curriculum... at university they did not teach us to make a book).” Teachers also noted gaps in
their training related to behavior management. Mariam and Anwar both noted that some
things were not addressed in their training: "4alall & Ll (e (T wasn’t covered on this at
university).” Hadel did her practicum in specialized schools, rather than inclusion schools,
which provided her with a comparative viewpoint: " <y 3 L Jiss diavadia g jlae a5 CaudU G
z=2 u=_lae (Unfortunately! I did not train in inclusion schools; I trained in specialized
schools).” Collectively, these quotes suggest that teacher preparation programs in Qatar were
not equipping teachers for inclusive classrooms by failing to provide them with any subject-
specific training, no training in real-world behavior management, no training in designing
adapted curricula, and little connection between theory and practice in the classroom. In
addition, teachers' practicum in specialized schools were not prepared for the challenges they
faced in integration schools, and this gap between preparation and reality became even wider.
Theme 4: Macrosystem- Societal Attitudes, Cultural Norms and Change
Recommendations

Throughout our discussions, teachers also shared how broader societal attitudes
toward disability influence inclusive education in Qatar, as well as their practical suggestions
for improving the system.
Disability in Society

One concept that teachers brought up in discussions about inclusion was the way
perceptions of disability shaped practice. Amal highlighted that special educators should be
very familiar with the terminology of disability and oppose labeling: " 8 48& sxic (5 5S35 5 3¥
oy Lo aegl) (550 J 85 Al ) Le duals 4y i dalaa 13) | Slallaiadll (They should possess a rich culture
in terms of terminologies... in case a special education teacher continues using people of
determination instead of people with disabilities, it is not acceptable). The term “people of

determination” (a=¢!) s 59) is an official term promoted in Qatar and the UAE as a more
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positive alternative to “disabled.” While well-intentioned, the teacher (Amal) argued that it is
still a euphemism that avoids directly acknowledging disability as a natural part of human
diversity, and that special educators should use clear, internationally accepted terms such as
“people with disabilities.”

Amal went on to describe how neither stigmatizing term, such as support girl of
students, was acceptable to her: " 13 4la e J& o (a5 (o8 avar le | acall Sty 0 5l i A paall b
==all (At school, they say 'support girl'... they should not accept that this label is used for a
student).” “Support girl” is a colloquial label used in some Qatari schools to refer to a student
who receives special education services. Amal rejected it because it reduces the student’s
identity to their support needs and creates a separate, often stigmatized category. She insisted
that every student should be addressed by their name, not by their label.

As a positive sign, Hadel described how they noted a historical shift toward a more
accepting society. They discussed the example of parents who used to conceal their children
with disabilities now mention that you should post their pictures and videos: " (sSalb ¥ (pal)
peila a8 J 55 Lial o Wie oy gallay ot | g jla | o8 e s 685 (Now, however, they tell us, on the
contrary, to post their pictures. It is they who insist that we post their videos) (Hadel).
Systemic Change Recommendations.

During the interviews, teachers provided an elaborate list of suggestions for ways to
further support inclusive education in Qatar. The first priority, shared by Hadel, was
specialized curricula: "galia Janadi 43l & Jsf (Practice: Curriculum specialization).” Hadel
went on to say that new teachers required pre-service training and pre-employment testing in
practical areas such as classroom management, curriculum adaptation, and understanding
Qatar’s specific inclusive education policies: "—ada sill J8 <l ) 5ol Lgimaads o 5Y dalaall (Teachers
need to take courses prior to employment). Hadel also described how special education

teachers should be evaluated using different means of assessment than general education
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teachers, who are assessed using students’ grades. Currently, special education teachers in
Qatar are evaluated using the same criteria as general education teachers: " (Fadle a3l
pelilSal 138 cllall S yo e (They should not judge me by students' grades; this is what they
are capable of).”

Teachers also discussed the need for better resourced systems to support inclusion.
This included reinstating on-site specialists (e.g., speech, OT, PT): " @hill bad¥ Jia ;53 )
bl Z 3l ksl las¥) (Add a speech specialist, physical therapy, a speech therapist).
Anwar also described the need for strong leadership: "l s duad) Gulud GY |3 i sie
(An experienced principal... since school life is built on the shoulders of the principal).”
Additionally, she described how classrooms should be ready and provided with resources
before students start attending the school, which would save the teachers the expense of
purchasing their own supplies: "<ldUall ¢ shahy La a2y e g ciiall (558 2 3Y (It must be
equipped in the classroom not afterward, once the students are enrolled).” In addition to
tangible resources, Anwar also suggested that peers in the class be provided with training
about disability to minimize bullying and stigma: " <l JS 2 ¥ | SE (5 gisall & Jassy il (g
850 3l caall JS 4 5Y 4dllay ) 58 20 (Any Level 2 student... the entire class should be made
aware of their condition and take a course on how to handle them).” These tangible resources
and trainings could better support teachers in supporting their learners with disabilities.

Teachers also provided recommendations related to instructional control and agency.
For example, Anwar shared how a more flexible lesson schedule would enable teachers to
change the length of the lesson according to the needs of the students: " 4n Al alxall ¢ 53,
danll (oo fuiy e Ly 4l 455 ye 4 4alall (They are required to provide the special education
teacher with the option to decide when to initiate the lesson).” They also suggested reducing
the number of daily lessons, particularly the number of lessons for students with disabilities,

and prioritizing the basics: " alah falaiy il i jaall (gla Aald Ay i Qlla | Al jall avas ol
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<LulaY) (They ought to cut down the number of lessons... What ought a special education
student go to school to learn? The basics first).”

Finally, teachers provided recommendations on ways educator and staff training could
support inclusion. Hadel described how training of aides/support staff was essential, since
aides usually came without knowledge: "8l yall (3a qu il (55 saaliy (i )54 yaead dla Ul (1
would like aides to get workshops and training).” She suggested that an obligatory course on
disability to all education graduates would help all teachers have basic knowledge in special
needs: "lgre Jelaii ) 5Li Aalall laliaV) e | daleae JS 2ic 33le 408 ()5S of il (T recommend a
course on special needs, on how to handle them, for all teachers).” Anwar noted that it would
be beneficial if all professional development was based on the most recent studies, provided
more insight into disability labels, and other sensory input, so they can create more
comfortable and accessible learning environments: " <bal Al Caa 3 ) 5 ol Ladaath I < 50l
Gl eng o 3Y alaall #liay A3 54Y) (What the ministry provides to us should be informed
by recent studies... what the teacher must have is an understanding of the student).” These
recommendations related to training show how that teachers want a complete restructuring of
how inclusive education is supported — starting with pre-service training and pre-employment
testing that is practical and context-specific, moving to a fair evaluation system that
recognizes the unique nature of special education, and extending to well-resourced
classrooms
Model Mismatch

An important, unexpected finding was that despite targeted recruitment efforts to
educators working in schools labeled as inclusive, none of the schools that the participants
attended had a push-in model in place. Rather, the schools participants worked at socially

integrated students but segregated them academically. As Anwar and others explained: " Ls!

pet Uald Caa 05S Y Aalal) 3 gall Aals (e L, ans e Al anas ians g JSY G (S pgiliald (We
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segregate them in studies, but we eat together, classes in art, together. in study, they are
segregated, they have their own separate classes).” This finding redefined the whole study:
instead of studying the application of a push-in model, the findings also provide insight into
the experiences of teachers in a system that isolates students during academic portions of the

day while bringing them together for more social, informal aspects of the day.

Discussion

This phenomenological research was aimed at investigating the experiences of early
childhood and primary educators in Qatar with the implementation of inclusive education,
specifically the planned push-in model. Through in-depth interviews with four female
teachers who worked in the government integration schools, the findings revealed that instead
of a push-in model, the dominant pattern was that their students with disabilities were
socially integrated, but not academically integrated. Students with disabilities were provided
with the basic academic education in separate, self-contained classrooms and participated in
general education only in the process of non-academic activities. Nevertheless, despite this
model mismatch, the results provide abundant insights into ways teachers develop their
concept of inclusion, agency in a rigid system, how they work with their colleagues and
families, how they address systemic obstacles, and how they imagine a meaningful change.
This discussion interprets these findings through the two theoretical lenses: Constructivist
Theory (how teachers constitute meaning of inclusion) and Critical Theory (how power,
policy and structures of the system influence their practice). It also interprets findings related
to the two research questions, comparisons with existing literature, implications on practice

and policy, and outlines limitations and future research directions.
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Limited Implementation of the Push-In Model

The most notable finding is that all the participants did not operate in a real push-in
model. Instead, they steered through a mixed system in which students were socially
integrated but academically segregated. Their experiences, thus, are a type of inclusion that is
nowhere near the international benchmark of complete academic inclusion. However, the
teachers' stories shed more light on how they managed this limited setting. They used their
agency to adapt lesson time (Anwar), speak informally (Hadel), and thoughtfully group
students to spend brief intervals together to minimize stigma (Mariam, Anwar). These forms
of resistance can be interpreted in accordance with the constructivist assumption that a
teacher is not a passive recipient of the policies but an active meaning-maker who refracts
mandates through his/her professional beliefs and lived experiences (Vygotsky, 1978). The
fact that the teachers were able to create small areas of flexibility within the inflexible system
proves their resilience and their strong desire to take care of students. Meanwhile, the fact
that their navigation was heavily controlled by the top-down policy (Mariam, Anwar), loss of
key resources (Amal, Anwar, Hadel), and conflicting messages between the expectations of
university training and the ministry severely limited their navigation (Hadel). This aligns with
tenets of critical theory (Freire, 1970), which uncovers how the power structures within a
system, such as ableist assumptions, bureaucratic inflexibility, and resource allocation
choices made by those with more structural power than classroom teachers, influence the
daily lives of teachers.
Systematic Challenges Influencing Teachers’ Implementation of the Push-In Model

Even though the push-in model was not implemented as originally conceptualized, the
challenges that teachers had with the current model are severe and complex and include
challenges at the systemic and policy levels. Participating teachers complained that there was

no flexibility in school-level policies, as they were imposed by the ministry. The most
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mentioned limitation was the rule of one objective per lesson, which restricted teachers to a
single academic goal per 45-minute period. In practice, this meant that teachers could not
break a complex skill into smaller, sequential objectives or respond flexibly when students
needed more time on a particular concept; instead, they had to rush through content or leave
it unfinished, even when students were ready to move forward. This rigid requirement
directly conflicts with the flexible, individualized pacing that inclusive education research
recommends (Leko & Roberts, 2014; McLeskey & Waldron, 2002a). Teachers also faced
challenges related to the policy-practice gap. This created situations where policies such as
arrangements and facilities were outlined on paper, but they were not put into action because
of the lack of resources, which created a futile feeling. This gap between official policy and
classroom reality mirrors findings from earlier studies in Qatar, where teachers reported that
mandated accommodations were rarely provided in practice (Al-Kubaisi, 2024;
Abu-Shawish, 2016). The most significant one is that Hadel felt the direct contradiction
between her university training (use any language to get to the student) and ministry policy
(only use formal Arabic) and had to decide between conformity and student understanding.
This contradiction echoes the theory-practice gap widely documented in teacher education
literature (Darling-Hammond, 2000; Kinyaduka, 2017) and is a known challenge in Qatar’s
teacher preparation system (Nasser, 2017). Participants also described systemic challenges
related to resource shortages. Three out of four participants reported systematic withdrawal of
therapy services (e.g., speech, OT, PT) and teaching assistants. This undermining of support,
which was intertwined with the establishment of specialized schools, essentially limited the
ability of the inclusion schools to cater to the needs of students with different needs. As a
result, educators paid with their own money to purchase materials and waited months before
they could get the necessary adaptive equipment. This resulted in widespread feelings of

overwhelm and exhaustion.
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The findings also revealed a theory to practice gap, which limited participating
teachers’ ability to implement inclusion. A strong sense of disillusionment with the gap
between what is taught at university and classroom reality was shared by all three
experienced teachers (Amal, Mariam, and Anwar). Amal reported that she graduated
untrained to teach particular academic topics, that curriculum design was a self-taught
process, and that the university-reality gap was 100 percent — meaning that she found nothing
from her university coursework directly applicable to her daily teaching responsibilities.
Mariam and Anwar also referred to the distance between their training (theory) and their job
(practice) as “heaven and earth”. These findings resonate with decades of studies on the
theory-practice gap in the international community (Darling-Hammond, 2000; Kinyaduka,
2017) and indicate that the theory-practice gap continues to be a problem in Qatar, even with
recent curriculum reforms, which do not equip teachers to work in the (still) messy and
unpredictable environment of inclusive classrooms. The significant theory-practice gap as
identified by participants is reflective of other studies done in Qatar (Al-Naimi et al., 2020;
Romanowski et al., 2022) and globally (Darling-Hammond, 2000; Kinyaduka, 2017). But the
size of the gap, as articulated by Amal as not even one percent alignment, is impressive. This
indicates that the teacher education programs in Qatar, even with the accreditation of the
agencies like NCATE/CAEP (Nasser, 2017), might be too theoretical and may lack deep
roots in the realities of the local inclusive classrooms.

Challenges related to collaboration with administration and leadership also shaped
teachers’ practice. Even though positive leadership practices were observed and shared by
teachers, there were also administrative interferences in behavior management practices, and
there was a general clash of priorities, with the administration believing it was better to finish
instruction than attend to behavior management. This misalignment is consistent with

research from Qatar showing that teachers often experience reduced motivation and
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commitment when they are not supported in decision-making and when administrative
demands conflict with student needs (Abu-Shawish, 2016; Karkouti et al., 2022;
Romanowski et al., 2013) This misalignment is indicative of a greater systemic problem,
namely, the incomprehension of school leaders with respect to the work of special education.
Hadel specifically requested administrators to be trained about special education to address
this.
Teachers’ Recommendations to Address Systematic Barriers

The set of recommendations provided by the participating teachers was quite
extensive and can be divided it into three categories: (1) pre-services and in-service training
reforms, (2) reforms in curriculum and teacher evaluation, and (3) resource and structural

reforms.

Pre-service and in-service training reforms. Hadel emphasized that all education
graduates should take a disability course, not just those in special education. She said all
future teachers should be knowledgeable about special needs or the general education teacher
shouldn't say that they are not qualified. Support for this is found in the research which has
recommended that all teachers receive basic instruction about disability (Blanton & Pugach,
2007; Darling-Hammond, 2000). Hadel also recommended pre-service education and
pre-employment testing for any new teacher, especially those coming from other countries.
She said teachers should be well versed with Qatar's system and other skills such as basic
computer usage before they begin their teaching sessions. Studies on alternative certification
and internationally trained teachers agree that hands-on, context-specific preparation is
essential (Rosenberg et al., 2007; Zeichner, 2018). Lastly, Amal emphasized the need for
professional development on sensory perspective-taking — teachers need to know about the

way students with autism experience sound, light, and touch, and not simply disability labels.
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A sensory awareness focus is reflected in effective models for professional development that

include the concepts of empathy and environmental accommodation (Leko & Roberts, 2014).

Reforms of the curriculum and of the evaluation system. Teachers also called for
changes to curricula and evaluation. Hadel called for specialized courses in special education.
She said that teachers should "not have to reinvent the wheel for general education materials,
it is the ministry's responsibility to establish committees of experienced teachers to create a
leveled curricula for students with disabilities". Literature from around the world confirms
the importance of co-created, flexible curricula developed by practitioners, which is also
referred to in the literature as curriculum tailoring (Ryndak et al., 2001; Zagona et al., 2017).
Hadel also advocated for a special assessment process for special ed teachers. It is not right to
evaluate special teachers based on their student's grades," she said. A new system could take
into account teacher effort, adaptation, and student growth in comparison to what each
student was capable of. Research in inclusive school leadership has highlighted that
traditional assessment instruments fail to adequately capture the intricacies of special

education (McLeskey & Waldron, 2002a; Olson & Roberts, 2020).

Resource and structural reforms. Several resource related recommendations were
given by the participants. Amal called for the reintroduction of On-Site Specialists (Speech
Therapists, OT, PT) to the Inclusion Schools. These services were stripped away when
specialized schools were established, she added. This discovery contradicts the existing
policy of clustering therapy in segregated space, which is counter to the CRPD's principles of
inclusive, community-based supports (United Nations, 2006). Teachers also suggested pre-
equipping classrooms with sensory materials and having aides trained, as they are usually not
knowledgeable. The importance of providing appropriate materials and the proper training of
the paraeducator is highlighted in the literature on effective inclusive schools (Leko &

Roberts, 2014). Amal and Mariam also recommended flexible timing of lessons and reduced
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number of lessons per day. They stated that teachers should adjust the duration and number of
periods of a particular lesson to comply with students' attention span and energy level. This is
consistent with literature on instructional pacing for students with significant needs, which
states that students with significant needs benefit from extended time and reduced cognitive
load (Delano et al., 2008). Finally, Amal suggested peer education — educating the entire

class prior to the entry of a student with a disability on how to interact and support a student
who has a disability, thereby lowering the risk of bullying and stigma. This practice has been
found to be supported by research on peer mediated interventions and inclusive school
climates (Leko et al., 2021; Olson & Roberts, 2020;).Such recommendations are in line with
global best practices of inclusive education (Leko & Roberts, 2014; McLeskey and Waldron,

2002a) and respond to the identified gaps in the context of Qatar.

Theoretical Implications

The research confirms the constructivist assumption that it is through experience that
teachers build their own conceptualization of inclusion. This finding aligns with Vygotsky’s
(1978) constructivist theory, which posits that individuals actively construct knowledge
through their lived experiences rather than passively receiving it. The participants not only
accepted the official definitions; they also developed their own definitions according to their
experiences. Anwar placed emphasis on social inclusion rather than academic inclusion, and
Hadel missed the 2014-2015 model, which included additional educators providing in-class
support to students with disabilities studying in general education classrooms. This highlights
the importance of meaning making as an active process rather than a passive one, as well as
the role of teachers' agency in this process (such as adjusting the time of the lesson,
communicating with students in a colloquial way despite the policy, and moving students
around to minimize stigma). In summary, teachers interpret policies and practices repeatedly,

depending on their own experiences and beliefs, and not just on the top-down directives.



41

The critical lens used to conceptualize and frame this inquiry helped me explore how
power shapes the inclusive education system in Qatar. This aligns with Freire’s (1970)
assertion that oppressive systems maintain control through top-down decision-making and
limited input from those directly affected. The top-down policy control, the decision of
allocating resources outside the school, and the incongruity between university and ministry
messages are all manifestations of the systemic inequities. Similar patterns of centralized
control and resource mismanagement have been documented in Qatar’s education system
(Al-Kubaisi, 2024; Romanowski et al., 2022). The fact that Hadel had to resolve between her
university training (use any language) and ministry policy (formal Arabic only) demonstrates
that teachers are in a structural trap a system which trains them in one way and assesses them
in another. This contradiction echoes critical education scholarship on how institutional
power creates double binds for practitioners (Freire, 1970; Olson & Roberts, 2020). Critical
theory can also be used to understand why the voice of teachers is usually not represented in
the policy making process and this results to unrealistic and detrimental policies. Research
from Qatar has shown that when teachers are excluded from decision-making, policies often
fail to address classroom realities, leading to reduced teacher motivation and commitment
(Abu-Shawish, 2016; Karkouti et al., 2022; Nasser & Romanowski, 2011).
Practice and Policy Implications

The findings from this inquiry provide insight into practice and policy implications
for teacher education, the Ministry of Education and Higher Education, and for school
leaders.
Implications for Teacher Education Programs

Teacher education programs need to be field based during all four years of the
program and not only in the last semester. The idea suggested by Anwar that students should

be in schools starting with the first year is congruent with international best practices in
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teacher education (Blanton & Pugach, 2007, 2011). Special education courses should also
contain sensory perspective-taking units. Teachers should be able to understand the
diagnostic criteria and how students with autism experience the classroom. Finally, all
students in education, not only those learning about special education, should be required to
take a course on disabilities. This would allow the general education teacher(s) to have the

ability to welcome and support students with disabilities in the general education classroom.

Implications for the Ministry of Education and Higher Education (MOEHE)

The ministry needs to reconsider the removal of therapy from schools of the
"inclusion" category. Students with moderate disabilities need to be served by on-site speech,
occupational and physical therapy in order to be successful in general education. The ministry
should also create an adapted and leveled general education curriculum for students with
more significant support needs (Level 3), not having teachers come up with materials on their
own. The teachers from this study said that they do not have any adapted materials and that
they have to make all things themselves, despite the fact that literature on inclusive education
highlights the Universal Design for Learning approach, which aims for designing the general
curriculum to be accessible from the beginning of its development. In the short term, a
solution would be to have a leveled curriculum package that is developed by teachers with
experience, which would decrease this burden until such a universally designed approach is
more completely in place. This type of levelled materials may be beneficial to Level 2 and
Level 3 students as temporary support. The policy of one objective per lesson needs to be
more flexible. The current policy does not take into account how individual differences shape
learning and is contrary to the principles of inclusion. Additionally, the ministry should
explore the development of an additional teacher assessment system. This new assessment

should evaluate teacher performance according to the goals of special education students.
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Finally, the ministry should allocate sufficient funds for pre-service training and pre-
employment testing of all new teachers, especially those from abroad, to make sure they fully
understand inclusive education policies and practices in Qatar.
Implications for School Administrators

All teachers should be able to raise issues at school without fear of retaliation (as
Hadel’s school does), and administrators should hold monthly listening sessions at school.
When decisions are made about behavior, administrators should not be involved unless there
is a safety concern. Special Education teachers have been trained to address challenging
behavior and support positive behavior and administrators should respect their professional
judgment. At the beginning of the year teachers should be provided with the sensory
materials, adaptive tools, and visual supports, they need to support students instead of having
to purchase them on their own. Finally, all administrators should have a general awareness of
disability and communication skills of all staff (including support staff, bus drivers, and
administration).
Limitations

There are several limitations to consider when considering the findings of this study.
First, I recognize that my positionality has likely influenced my interpretation of the data.
Being a Qatari researcher, having a history of working in inclusive education, and
interviewing former workmates and friends in the same professional environment, has likely
shaped my interpretations. Despite bracketing, engaging in reflexive journaling, and member
checking with participants to reduce this influence, my own experiences and assumptions
about what is considered a good practice towards inclusiveness likely influenced my listening
to the participants and the priorities assigned to certain themes. For example, | was surprised

to learn that the participating educators only engaged in social-only inclusion as opposed to
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academic inclusion. This may have been avoided if I had not assumed, based on my own
experiences, that an inclusive push-in model existed.

Second, this research was an initial step of studying the factors that affect the
experiences of educators in Qatari inclusive education system. Given the fact that there are
numerous factors that influence the successful implementation of inclusion such as policy,
resources, training, cultural attitudes and school leadership, there is no single solution that is
applicable to address all the challenges established. The goal of qualitative inquiry is not
generalization to broader populations, so the findings may not be applicable to other Qatari
schools (private or special schools), and future studies should explore educators’ experiences
with inclusion across varying Qatari educational contexts.

Third, this study also did not include classroom observations, and only one
semi-structured interview per participant. The interviews provided rich and detailed
descriptions of the teachers' experience and perceptions of inclusion, however, an observation
of teachers in practice would shed further light on what inclusion looks like in their
classrooms, rather than how they describe it. The interviews may not have picked up on non-
verbal aspects of the interaction, context, or other aspects that might have led to discrepancies
between the reported interactions and what was actually happening in the classroom. Future
studies should therefore explore the integration of an interview with classroom observation to
achieve a more comprehensive understanding of inclusive practices in the integration schools

in Qatar.
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Conclusion

The phenomenological research paper discussed the experiences of four early
childhood and primary educators in government integration schools in Qatar. Even though
initially it was expected that the study would examine the push-in inclusive model, the
narratives of the participants demonstrated a different truth: their students with disabilities
experienced academic segregation with social integration only. In this limited setting,
educators used a significant degree of agency - to modify teaching, speak to students in
informal language despite the policy, and to bring students together to minimize stigma. But
they also faced structural obstacles: control of policy on a top-down basis, loss of therapy
services and teaching assistants, a sharp theory-practice gap in how they were trained in
universities, and administrative interference in behavior management.

Despite the challenges and limited opportunities for implementation of a full push-in
model, teachers demonstrated a strong dedication to their students (ethic of care), and one
educator, Hadel, recorded a real change of attitude in the society towards disability in Qatar.
Parents who used to conceal their children are now proud to post their photos. Furthermore,
they noted that disabled children can be seen in open places. Such developments did not
occur spontaneously, but the media campaigns, university projects, and the daily advocacy of
educators helped contribute to them.

The recommendations of the teachers are evident and practical and include special
programs, in-school specialists, pre-stocked classrooms, flexible lesson time, special
disability courses to all graduates of the education system, and a special evaluation system of
special educators. These changes would not only help lessen teacher burnout but also help
increase educational outcomes among students with disabilities - and, ultimately, bring Qatar
a step further toward the inclusive system of education its policies promise.

Reflecting on her journey, Amal said:
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(I have always said that special education was an individual undertaking. Whoever
wanted to venture into this field had to learn; nobody could get into the field without
learning anything).
Her statements help remind us that inclusive education is not merely a policy or a blueprint,
but a very human process that needs zeal, tenacity, and the boldness to take on the systems
that have failed the learners with the most complex needs. The educators in this study are the
representatives of such bravery. Policymakers, teacher educators, and school leaders now

have the duty to hear their words and take action.



47

References
Abu-Shawish, R. K. (2016). Perceptions of schoolteachers' involvement in educational decision-
making in the State of Qatar (Doctoral dissertation). University of Exeter. ORE Open
Research Exeter.
Abu-Shawish, R. K. (2024). Teachers' perceptions of the barriers to effective teaching in Qatar's

government schools. European Journal of Education. https://doi.org/10.1111/ejed.12711

Al Attiyah, A., & Lazarus, B. (2012). Special education advances in the State of Qatar. In K. Mutua
& C. Sunal (Eds.), Advances in research and praxis in special education in Africa,
Caribbean, and the Middle East (pp. 175-194). Charlotte, NC: Information Age Publishing.

https://www.infoagepub.com/products/Special-Education-Research-and-Praxis-Africa-

Caribbean-and-Middle-East

Al Said, R. S., Du, X., Alkhatib, H. A. H. M., Romanowski, M. H., & Barham, A. I. I. (2019). Math
teachers' beliefs, practices, and belief change in implementing problem-based learning in
Qatari primary governmental school. EURASIA Journal of Mathematics, Science and

Technology Education, 15(5), 1-14. https://doi.org/10.29333/ejmste/105849

Al-Hendawi, M., & Alodat, A. M. (2023). Inclusive education of refugee students with disabilities in
higher education: a comparative case study. Humanities and Social Sciences

Communications, 10(942). https://doi.org/10.1057/s41599-023-02410-6

Al-Kubaisi H (2024) Diversity, inclusion, and equity in Qatar’s K-12 schools: exploring strategic
approaches for recruitment, development, and retention. Front. Educ. 9:1447784. doi:

10.3389/feduc.2024.1447784. https://shorturl.at/JDElp

Allen, R., Benhenda, A., Jerrim, J., Sims, S., 2020. New evidence on teachers’ working hours in
England. An empirical analysis of four datasets. Res. Pap. Educ. 1-25.

https://shorturl.at/gkOjT



https://doi.org/10.1111/ejed.12711
https://www.infoagepub.com/products/Special-Education-Research-and-Praxis-Africa-Caribbean-and-Middle-East
https://www.infoagepub.com/products/Special-Education-Research-and-Praxis-Africa-Caribbean-and-Middle-East
https://doi.org/10.29333/ejmste/105849
https://doi.org/10.1057/s41599-023-02410-6
https://shorturl.at/JDElp
https://shorturl.at/gkOjT

48

Al-Naimi, S.R., Romanowski, M.H., Du, X, 2020. Novice teachers’ challenges and coping strategies
in Qatari government schools. Int. J. Learn. Teach. Educ. Res. 19 (6), 118-142.

https://shorturl.at/FQrhn

Al-Subaiei,vM. S. (2017). Challenges in mixed ability classes and strategies utilized by ELI teachers

to cope with them. English Language Teaching, 10(6), 182. DOI:10.5539/elt.v10n6p182

Al-Thani, W.A., Ari, 1., Kog, M., 2021. Education as a critical factor of sustainability: case study in
Qatar from the teachers’ development perspective. Sustainability 13 (20), 11525.

https://doi.org/10.3390/sul132011525

Amin, H., & Cochrane, L. (2023). The development of the education system in Qatar: assessing the
intended and unintended impacts of privatization policy shifts. British Journal of Middle

Eastern Studies, 1-21. https://doi.org/10.1080/13530194.2023.2198688

Ayton, D., Tsindos, T., & Berkovic, D. (2023). Qualitative research — A practical guide for health

and social care researchers and practitioners. https://oercollective.caul.edu.au/qualitative-

research/
Blanton, L. P., & Pugach, M. C. (2007). Collaborative programs in general and special education:
An action guide for higher education and state policy makers. Council of Chief State School

Officers. https://shorturl.at/3gwRe

Blanton, L. P., & Pugach, M. C. (2011). Using a classification system to probe the meaning of dual
licensure in general and special education. Teacher Education and Special Education, 34(3),

219-234. https://doi.org/10.1177/0888406411404569

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in

Psychology, 3(2), 77-101. https://doi.org/10.1191/1478088706qp0630a

Brewer, D. J., Augustine, C. H., Zellman, G. L., Ryan, G. W., Goldman, C. A., Stasz, C., et al.
(2007). Education for a new era: Design and implementation of K-12 education reform in

Qatar. Santa Monica: RAND Corporation. https://shorturl.at/cYPzH



https://shorturl.at/FQrhn
https://doi.org/10.5539/elt.v10n6p182
https://doi.org/10.3390/su132011525
https://doi.org/10.1080/13530194.2023.2198688
https://oercollective.caul.edu.au/qualitative-research/
https://oercollective.caul.edu.au/qualitative-research/
https://shorturl.at/3qwRe
https://doi.org/10.1177/0888406411404569
https://doi.org/10.1191/1478088706qp063oa
https://shorturl.at/cYPzH

49

Cheng, C. K. (2008). The effect of shared decision-making on the improvement in teachers' job

development. New Horizons in Education, 56(3), 31-46. https://tinyurl.com/zmyn7bsz

Darling-Hammond, L. (2000). Teacher quality and student achievement: a review of state policy

evidence. Educ. Policy Anal. Arch. 8, 1-42. https://tinyurl.com/39xytt9a

Delano, M. E., Keefe, L., & Perner, D. (2008/2009). Personnel preparation: Recurring challenges
and the need for action to ensure access to general education. Research and Practice for

Persons with Significant Disabilities, 34(1), 232-240. https://doi.org/10.2511/rpsd.33.4.232

Freire, P. (1970). Pedagogy of the oppressed (M. B. Ramos, Trans.). Herder and Herder.

https://tinyurl.com/2ddw54zv

Guskey, T. R. (2000). Evaluating professional development. Thousand Oaks, OA: Corwin Press, Inc.

https://shorturl.at/Yocef.

Hamid, M. S., & Mohamed, N. I. A. (2021). Empirical investigation into teachers’ attitudes towards
inclusive education: A study of future faculty of Qatari schools. Cypriot Journal of

Educational Science, 16(2), 580-593. https://shorturl.at/bHHCA.

Hassanein, E. E. A., Alshaboul, Y. M., & Ibrahim, S. (2021). The impact of teacher preparation on
preservice teachers' attitudes toward inclusive education in Qatar. Heliyon, 7,

€07925. https://doi.org/10.1016/1.heliyon.2021.e07925

Hester, O.R., Bridges, S.A., Rollins, L.H., 2020. Overworked and underappreciated: Special
education teachers describe stress and attrition. Teach. Dev. 24 (3), 348-365.

https://doi.org/10.1080/13664530.2020.1767189

Karkouti, I. M., Abu-Shawish, R. K., & Romanowski, M. H. (2022). Teachers' understandings of the
social and professional support needed to implement change in

Qatar. DOI: 10.1016/j.heliyon. 2022.e08818



https://tinyurl.com/zmyn7bsz
https://tinyurl.com/39xytt9a
https://doi.org/10.2511/rpsd.33.4.232
https://tinyurl.com/2ddw54zv
https://shorturl.at/Yocef
https://shorturl.at/bHHCA
https://doi.org/10.1016/j.heliyon.2021.e07925
https://doi.org/10.1080/13664530.2020.1767189
https://doi.org/10.1016/j.heliyon.2022.e08818

50

Keller, B., 2013. An Industry of Mediocrity. New York Times.

https://www.nvtimes.com/2013/10/21/opinion/keller-an-industry-of-

mediocrity.html? r&equals:0

Kinyaduka, B., 2017. Why are we unable bridging theory-practice gap in context of plethora of
literature on its causes, effects and solutions? J. Educ. Pract. 8 (6), 102—105.

https://files.eric.ed.gov/fulltext/EJ1132997 .pdf

Kont, J., Elving, W., Broersma, M., & Bozdag, C. (2023). What makes audiences resilient to
disinformation? Integrating micro, meso, and macro factors based on a systematic literature

review. Communications, 48(3). https://doi.org/10.1515/commun-2023-0078

Le Velle, L., 2019. The theory-practice nexus in teacher education: new evidence for effective

approaches J. Educ. Teach. 45 (4),369-372. https://doi.org/10.1080/02607476.2019.1639267

Learningforward. (2012). NSDC definition of professional development. Retrieved from:

http://www.learningforward.Org/who-we-are/professional-learning-defmition#.UJeNrr'TR3zI

Leko, M. M., & Roberts, C. A. (2014). How does professional development improve teacher practice
in inclusive schools? In Handbook of Effective Inclusive

Schools. https://scholar.google.com/citations?view_op=view_citation&hl=en&user=DugHJu

QAAAAJ&citation_for view=DugHJuQAAAAJ:qjMakFHDy7sC

Leko, M., Roberts, C., Zepp, L., Chandrashekhar, S., & others. (2021). The role of professional
development in effective inclusive elementary schools. In Handbook of Effective Inclusive

Elementary. https://tinyurl.com/y6k8sne8

McCoy DC, Yoshikawa H, Ziol-Guest KM, Duncan GJ, Schindler HS, Magnuson K, Yang R, Koepp
A, Shonkoff JP. Impacts of Early Childhood Education on Medium- and Long-Term
Educational Outcomes. Educ Res. 2017 Nov;46(8):474-487. doi:
10.3102/0013189X17737739. Epub 2017 Nov 15. PMID: 30147124; PMCID: PMC6107077.

https://pmc.ncbi.nlm.nih.gov/articles/PMC6107077/



https://www.nytimes.com/2013/10/21/opinion/keller-an-industry-of-mediocrity.html?_r&equals;0
https://www.nytimes.com/2013/10/21/opinion/keller-an-industry-of-mediocrity.html?_r&equals;0
https://files.eric.ed.gov/fulltext/EJ1132997.pdf
https://doi.org/10.1515/commun-2023-0078
https://doi.org/10.1080/02607476.2019.1639267
http://www.learningforward.org/who-we-are/professional-learning-defmition#.UJgNrrTR3zI
https://scholar.google.com/citations?view_op=view_citation&hl=en&user=DugHJuQAAAAJ&citation_for_view=DugHJuQAAAAJ:qjMakFHDy7sC
https://scholar.google.com/citations?view_op=view_citation&hl=en&user=DugHJuQAAAAJ&citation_for_view=DugHJuQAAAAJ:qjMakFHDy7sC
https://tinyurl.com/y6k8sne8
https://pmc.ncbi.nlm.nih.gov/articles/PMC6107077/

51

McGarr, O., O’Grady, E., Guilfoyle, L., 2017. Exploring the theory-practice gap in initial teacher
education: moving beyond questions of relevance to issues of power and authority. J. Educ.

Teach. 43 (1), 48-60. https://doi.org/10.1080/02607476.2017.1256040

McLeskey, J. & Waldron, N. L. (2002a). School change and inclusive schools: Lessons learned from

pnctice. Phi Delta Kappan, 84, 65—72. https://tinyurl.com/yckSrtsw

Nasser, R., & Romanowski, M. (2011). Teacher perceptions of professional development in the
context of national educational reform: The case of Qatar. International Journal of Training

and Development, 15(2), 158—168. https://doi.org/10.1111/1.1468-2419.2011.00377.x

Nasser, R., 2017. Qatar’s educational reform past and future: challenges in teacher development.

Open Rev. Edu. Res. 4 (1), 1-19. https://doi.org/10.1080/23265507.2016.1266693

National Association for the Education of Young Children (NAEYC) (2009) Developmentally
appropriate practice in early childhood programs serving children from birth through age 9 —

position statement. https://www.naeyc.org/sites/default/files/globally-

shared/downloads/PDFs/resources/position-statements/PSDAP.pdf

OECD. (2014). Education at a Glance 2014: OECD indicators. OECD

Publishing. http://dx.doi.org/10.1787/eag-2014-en

OECD. (2021). Promoting inclusive education for diverse societies: A conceptual framework. OECD

Publishing. https://one.oecd.org/document/EDU/WKP(2021)17/en/pdf

Olson, A. J., & Roberts, C. A. (2020). Navigating barriers as special education teacher
educators. Research and Practice for Persons with Severe

Disabilities. https://scholar.google.com/citations?view_op=view_citation&hl=en&user=Dug

HJuQAAAAJ&citation_for view=DugHJuQAAAAJ:KNdYIx-mwKoC

Ring, E., & O’Sullivan, L. (2018). Dewey: a panacea for the ‘schoolification’ epidemic. Education,

46(4), 1-9. https://doi.org/10.1080/03004279.2018.1445474



https://doi.org/10.1080/02607476.2017.1256040
https://tinyurl.com/yck5rtsw
https://doi.org/10.1111/j.1468-2419.2011.00377.x
https://doi.org/10.1080/23265507.2016.1266693
https://www.naeyc.org/sites/default/files/globally-shared/downloads/PDFs/resources/position-statements/PSDAP.pdf
https://www.naeyc.org/sites/default/files/globally-shared/downloads/PDFs/resources/position-statements/PSDAP.pdf
http://dx.doi.org/10.1787/eag-2014-en
https://one.oecd.org/document/EDU/WKP(2021)17/en/pdf
https://scholar.google.com/citations?view_op=view_citation&hl=en&user=DugHJuQAAAAJ&citation_for_view=DugHJuQAAAAJ:kNdYIx-mwKoC
https://scholar.google.com/citations?view_op=view_citation&hl=en&user=DugHJuQAAAAJ&citation_for_view=DugHJuQAAAAJ:kNdYIx-mwKoC
https://doi.org/10.1080/03004279.2018.1445474

52

Romanowski, M. H., Ellili Cherif, M., Al Ammari, B., & Al Attiyah, A. (2013). Qatar's educational
reform: The experiences and perceptions of principals, teachers, and parents. International

Journal of Education, 5(3), 119-146. DOI:10.5296/ije.v5i3.3995

Romanowski, M. H., Sellami, A., Abu-Tineh, A., & Chaaban, Y. (2022). Challenges facing teacher
education in Qatar: Q methodology research. Heliyon, 8(7), e09845.

https://doi.org/10.1016/j.heliyon.2022.¢09845

Romanowski, M.H., Du, X., 2020. Education transferring and decentralized reforms: Qatar’s
decentralized and recentralized education system. Prospects.

https://link.springer.com/article/10.1007/s11125-020-09478-x

Rosenberg, M. S., Boyer, K. L., Sindelar, P. T., & Misra, S. K. (2007). Alternative route programs
for certification in special education: Program infrastructure, instructional delivery, and
participant characteristics. Exceptional Children, 73, 224-241. doi:
10.1177/001440290707300206.

Ryndak, D. L., Clark, D., Conroy, M., & Stewart, C. (2001). Preparing teachers to meet the needs of
students with significant disabilities: Program configuration and expertise. Research and
Practice for Persons with Severe Disabilities, 26(2), 96—105.

https://doi.org/10.2511/rpsd.26.2.96

Salley, W., & Shaw, M. (2015). Employment status, teaching load, and student performance in
online community college courses. Online Journal of Distance Learning Administration,
18(2), 2.

Schofield, L., Takriti, R., & Pearson, E. (2022). Perspectives on inclusion in early

childhood. https://doi.org/10.4018/978-1-6684-4680-5.ch001

Stosich, E. L. (2021). Are we an advisory board or a decision-making entity? Teachers' involvement

in decision making in instructional leadership teams. Leadership and Policy in Schools,


http://dx.doi.org/10.5296/ije.v5i3.3995
https://doi.org/10.1016/j.heliyon.2022.e09845
https://link.springer.com/article/10.1007/s11125-020-09478-x
https://doi.org/10.2511/rpsd.26.2.96
https://doi.org/10.4018/978-1-6684-4680-5.ch001

53

22(3), 638—-656. https:// doi. org/ 10. 1080/ 15700 763. 2021. 1995879.

https://tinyurl.com/mvwyay62

Supreme Education Council (SEC). (2009). Additional educational support for students with learning
difficulties, students with disabilities, and behavioral support needs: Policies, guidelines and
materials for school support. State of Qatar: Supreme Education Council. Retrieved from:

https://tinyurl.com/5n8svnxa

United Nations. (2006). Convention on the Rights of Persons with Disabilities (CRPD). United
Nations, Department of Economic and Social Affairs, Disability, Paris.

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes (M.
Cole, V. John-Steiner, S. Scribner, & E. Souberman, Eds.). Harvard University Press.

https://tinyurl.com/2sy26u4n

Zagona, A. L., Kurth, J. A., & MacFarland, S. Z. C. (2017). Teachers’ views of their preparation for
inclusive education and collaboration. Teacher Education and Special Education, 40(3), 163—

178. https://tinyurl.com/bdh5ssyu

Zeichner, K., 2018. The struggle for the soul of teacher education, first ed. Routledge.

https://scholar.google.com/scholar lookup?title=The%?20struggle%20for%20the%20soul%2

00f%?20teacher%20education&author=K.%20Zeichner&publication_year=2018



https://tinyurl.com/mvwyay62
https://tinyurl.com/5n8svnxa
https://tinyurl.com/2sy26u4n
https://tinyurl.com/bdh5ssyu
https://scholar.google.com/scholar_lookup?title=The%20struggle%20for%20the%20soul%20of%20teacher%20education&author=K.%20Zeichner&publication_year=2018
https://scholar.google.com/scholar_lookup?title=The%20struggle%20for%20the%20soul%20of%20teacher%20education&author=K.%20Zeichner&publication_year=2018

54

Appendix A
PARTICIPANT CONSENT FORM

Educator experiences in the inclusive education system in Qatar

WINFORMATION ABOUT A UNIVERSITY OF WASHINGTON RESEARCH
STUDY

Educator experiences in the inclusive education system in Qatar

Principal Investigator: Muneera Ali Al-Banna

Email: munera90@uw.edu

Phone: 206-679-4144

Advisor: Carly Roberts

What is this study about?

The purpose of this study is to deeply explore and document the personal and professional lived
experiences of early childhood and primary educators (Kindergarten through Grade 3) in Qatar who
are actively involved in the push-in inclusive education model. This study aims to understand your
perceptions of inclusion, the daily challenges you face, and your recommendations for improving

teacher preparation and systemic support for this model
What will you be asked to do?

If you decide to be in this study, | am asking you to be in a research study that | am completing as
part of my Master’s program at the University of Washington. The purpose of this consent form is to
give you all the information you will need to help you decide whether to be in the study. Please read

the form carefully.

You may ask questions about the purpose of the research, what | would ask you to do, the possible
risks and benefits, your rights as a volunteer, and anything else about the research or this form that is
not clear. When all your questions have been answered, you can decide if you want to be in the study

or not. This process is called “informed consent.” | will give you a copy of this form for your records.


mailto:munera90@uw.edu
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Estimated Time

PROCEDURES Timing Commitment
Baseline (21-12

Interview Session 1 (Audio Recorded) 2025) 60 — 90 minutes

Optional Document/Artifact Sharing After Interview | 15 —30 minutes

1 (Voluntary) (Preparation time
for participant)

Interview Session 2 (Audio Recorded) 1-2 Weeks 60 — 90 minutes
after Session 1
Future Contact (Member Checking) Up to 1 year 15 - 30 minutes (If
after the final clarification is
interview needed)

Why might you want, or not want, to participate?

You might consider participating in the study since your involvement can be useful in my quest to
learn what teachers are going through and enhance their training and system-wide assistance
towards the push-in education model. Although you will not benefit directly, your involvement will
help me better understand the day-to-day struggles educators face and formulate suggestions to
enhance the inclusive education process in Qatar. In the process of participating in this study, | do not
urge you to change your usual teaching and practice, and any other professional development that

you are already applying.

You might not be comfortable to participate in the study when you will feel uncomfortable talking
to me about some sensitive problems, especially those that might be critical of the policies,
administration or even systemic problems in the inclusive education system. Some of the questions
may be personal or sensitive. | will ask you questions such as, "How satisfied are you with the
leadership support for inclusion in your school?" What do you consider to be the largest cultural
obstacles to introducing inclusive practices? Question: What are the systemic issues in your day to
day teaching? You are free to decline any questions that you do not wish to respond to and are free

to discontinue any study procedures.

Some participants may feel that discussing sensitive issues, especially those critical to policies,
administration, or systemic issues within the inclusive education system, is an invasion of privacy or
even a professional risk. Even though pseudonyms and high levels of secrecy are used, as the sample
of participants is low, and the participants are specialists, the probability of re-identification because
of some peculiarities of your role or school setting is not high. Two lengthy interviews may be too
much to request. There are others who become self-conscious during the interview when on tape. In

case of any concerns with any of these issues, then please inform me .
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The interviews are not supposed to have any negative side effects on you, however in case this
occurs, you may discuss the matter with me (Muneera Ali Al-Banna who is the Principal Investigator).
| will able to provide you with referral information or otherwise. At the top of this form, the contact

information is shown.

How will we protect the information you provide?

Your confidentiality will be kept. No information regarding yourself is disclosed. Your name and
other identifiable information will be kept separately of the study data. Only some members of the
study team will be able to access your identifying information, and individuals in the UW or other
agencies who might need to audit study records. The results of this study will not be published using
your name, school name, or any other recognizable information. Nevertheless, since the risk of
subtle re-identification in such a small and specialized population of Qatar exists in reality, there will
not be any potentially identifiable data ever used. In order to avoid re-identification, we will issue
you with a pseudonym (a fake name or alias) and encrypt the original study data in an independent,
password-sensitive electronic file. To remove highly distinguishing contextual information that would
aid in identification, such as specific names of schools, unique job titles, specific dates, or unique
institutional projects, the transcripts will be carefully read and redacted. Findings will be presented in
general or debriefed in aggregate, in composite vignettes which do not identify particular
respondents, and only provide generic names of Qatar or a school in the capital without specific

reference to the neighborhood or municipality.

The data that we receive in this research on your side may be utilized in lawsuits research in the
future. We might take away anything that could identify you out of the information and then use it in
the future research studies or distribute it to other investigators without seeking further consent of
you. Five years following initial sound recording or the institutional policy, the Master Code Key and

original sound recordings will be destroyed.

This study lacks a Certificate of Confidentiality of the U.S. Federal National Institutes of Health.
Nevertheless, we will continue to safeguard identifiable research information of yours using the

policies and procedures of UW.

This protection is limited to some extent such as forced reporting, surveillance by the institution
among others as enumerated later in this consent form. In case we know that you are going to hurt

yourself or anyone, we have to inform the necessary authorities.
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The information obtained during Zoom interviews can be associated with the increased risks of
confidentiality due to the storage of information on the internet-based platforms. We recommend
that you make sure to be in a secure place when you are being interviewed and to inform us in case

you have any questions or concerns regarding the same.
What if you want to stop being in this study, or if the researcher

decides you should no longer participate?

You may stop being in this study at any time without penalty or loss of benefits. Your involvement in
this research is completely voluntary. You may decline to participate, decline to answer any question,
or withdraw from this research at any point.
If you decide to withdraw, you can choose what happens to your data:
e If you withdraw before the final submission and publication of the thesis, you may withdraw
your data from the study archive completely
e If you withdraw after your data has been incorporated into the final report or publication, it
cannot be retrieved
If you decide to stop participating, please inform me ( Muneera Ali Al-Banna) i will cease data
collection immediately and ask whether you agree to the use and storage of information gathered
before withdrawal. If you wish that all your data be destroyed, i will destroy all transcripts, field
notes, and audio recordings assigned to your participant code.
The researcher may decide you should no longer participate without your consent only if the IRB or
the Principal Investigator makes a finding that continuation of your participation poses a serious and

unknown safety risk to you. This is not expected in this low-risk research study.

How will we test, store, and share your information and samples?
There are no biological samples collected in this research. All data collected consists of interview
recordings, transcripts, and optional documents you may choose to share.

Data Storage and Protection:
e We will protect your confidentiality. All information about you is confidential
e We will store your name and other identifiable information separately from the study data

e Access to your identifying information will be limited to certain members of the study team

and any individuals from the UW or other agencies that may need to audit study records
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The Master Code Key and the original sound recordings will be destroyed after five years or

by institutional policy

The information that we obtain from you for this study might be used for future studies. We
may remove anything that might identify you from the information and then use it for future
research studies or give it to other investigators without getting additional permission from

you

Data Security Levels:

Original audio recordings are Level 2 data. They will be stored temporarily on an encrypted

external hard drive (or an encrypted UW OneDrive folder) until transcribed

De-identified transcripts, Master Code Key, and field notes are Level 3 data since
information is sensitive. Data will be stored on UW-approved, password-protected and
encrypted systems (UW OneDrive or secure institutional storage). The Master Code Key will

be stored separately, as a single, password-protected file from the transcripts

Data Sharing and Future Use:

No direct identifiers will ever be shared with other researchers or public archives

Because of the small, specialized Qatar population, and because of the sensitive, frank
professional feedback included in the data (which may cause re-identification), raw interview

transcripts and audio recordings will not be made available externally

Only de-identified, summarized, and aggregate results will be disseminated through

academic journal articles and conference presentations

The banked data may be used for future academic research related to comparative education
policies, teacher professional development, and the implementation of inclusive models in

the MENA region

Commercial Profit and Genetic Testing:

The data we collect as part of this research will not be used for commercial profit

This study does not involve any genetic testing, DNA analysis, or whole genome sequencing
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Will you get to know your research results?

This study does not produce clinically actionable results that would affect your health or medical
care. However, as part of our commitment to participant engagement and research transparency:

e Member Checking: After initial data analysis is complete (approximately six months after
your participation), the Principal Investigator will contact you to provide a written summary
of the overall findings and main themes emerging from the educator interviews. This allows
you to verify the accuracy of how your experiences were interpreted

¢ No individual test results will be provided because this is not a clinical or medical study

e You will not receive any detailed transcripts or raw data, as these contain information that

could risk re-identification

Other information about this study.

Being in this study is voluntary. This means that you can refuse to sign up. It also means that if you

do sign up, you can decide to stop being in the study at any time without penalty.

We are not receiving external financial support for this research. This study is being conducted as

part of the Principal Investigator's Master's program at the University of Washington.

If you have concerns or feel you have been harmed by participating in this study, please contact

Muneera Ali Al-Banna at the telephone number or email address listed at the beginning of this form.
Number of participants: We plan to enroll a maximum of 7 participants in this study.

Electronic documentation of consent: A copy of the consent form will be emailed to you at an email
address that you provide. It will be a "PDF" document. Most computers already have PDF viewer
software installed, which will allow you to open, read, or print the consent form. The email we send
you will include a link to PDF viewer software (such as Adobe Acrobat Reader) in case your computer
doesn't already have it. If you would prefer to receive a paper copy of the consent form at no cost to

you, please contact the researcher(s) listed in this consent form.

What can you do if you want more information?

Talk to the study team. | am here to help you understand the study. Please ask any questions you

may have, even about things that are not in this document. It is my responsibility to give you the
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information you need to make a decision and to give you time to think about whether or not you

want to sign up.

Talk to someone else. If you want to talk about the study with someone who is not part of the study
team, talk about your rights as a research participant, or to report problems or complaints about the

study, contact the UW Human Subjects Division.

Muneera Ali Al-Banna, Principal Investigator
Email: munera90@uw.edu
Study Team
Phone: 206-679-4144
Advisor: Carly Roberts
UW Human Subjects 206.543.0098
Division hsdinfo@uw.edu

Consent presenter statement

| am asking you to be in a research study that | am completing as part of my Master’s program at the
University of Washington. The purpose of this consent form is to give you all the information you will
need to help you decide whether to be in the study. Please read the form carefully.

You may ask questions about the purpose of the research, what | would ask you to do, the possible
risks and benefits, your rights as a volunteer, and anything else about the research or this form that is
not clear. When all your questions have been answered, you can decide if you want to be in the study

or not. This process is called “informed consent.” | will give you a copy of this form for your records.

Printed name of study staff obtaining consent Date


mailto:munera90@uw.edu
mailto:hsdinfo@uw.edu
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Participant’s statement

This study has been explained to me. | volunteer to take part in this research. | have had a chance to
ask questions. If | have questions later on about the research, | can ask the investigator listed above.
If | have questions about my rights as a research subject, | can contact one of the course instructors. |
will receive a copy of this consent form.

| give permission for this researcher to audiotape my interview.

| do NOT give my permission for the researcher to audiotape my interview.

| give permission for the researcher to re-contact me to clarify information.

| do NOT give permission for the researcher to re-contact me to clarify information.

Printed name of participant Signature of participant

Date



62

Appendix B

Interview Protocol

Date:

Time:

Interviewer: Muneera Ali Al-Banna

Materials and Supplies

L1 Pen/pencil for note-taking

o [ Reviewed consent form

e [ Consent to audio record via Zoom

e [ Secondary recording device (Rev + smartphone)

e [l Interview guide
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INTERVIEW GUIDE

Session 1

Introduction

Welcome. | am Muneera Ali Al-Banna, a researcher who is investigating inclusive education

for K-3 students in Qatar. I appreciate your participation during this session. You have been
selected because you implement the push-in model in your inclusive classrooms. The interview
will last between 60 and 90 minutes. Please ask questions whenever you need to. Please provide

a phone number so we can reconnect if our Zoom connection fails.

Phone number:

I. Consent to Record (5 minutes)

Thank you for being part of this research project. At this moment, I need to verify that you
signed the consent form, which I sent through email. Please let me know if you need help
signing the form by providing your phone number so I can send you the link through Zoom
chat. Our discussion will be documented through a recording to achieve precise results. The
recorded material remains confidential within the research team and will not be disclosed to

the public. Can I proceed with recording this interview?"

e 0ONo
e 0OYes
If YES:

"I am starting the recording now. This is Participant ID [Add ID], and verbal consent to

record has been confirmed."
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II. PHONE NUMBER FOR RECONNECTION

If our Zoom call is interrupted, may I have a phone number to reconnect and continue the
interview?
Number: (-------- )

III. POST-INTERVIEW CONFIRMATION

I appreciate you sharing your experiences with me today. After a few months, I will provide
you with an analysis of our discussion and confirm that my understanding reflects what you
shared during our discussion. Would you like to ask any final questions before we end our
conversation?
I. GENERAL DESCRIPTION OF ROLE/CLASSROOM
I intend to question you about your current role as an inclusive education educator.
IA. Teaching Background
Please share your teaching journey from the beginning.
e Probe: What inspired you to pursue a career in education?
e Probe: How many years of experience do you have?
e Probe: What training or experiences have you had in supporting students with
disabilities or diverse learning needs?"
IB. Classroom Environment
Describe the learning atmosphere of your teaching environment.
e Probe:Is it a mainstream (general education), self-contained, or specialized
classroom/school?
e Probe: How would you describe the population of students you serve (e.g., number of

students with disabilities, types of needs)?
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e Probe: What is the student-to-teacher ratio in your classroom?
e Probe : What cultural backgrounds do the children in your classroom come from?
e Probe: how does this diversity manifest in your classroom, particularly concerning
students with disabilities?
e Probe: What resources or supports (e.g., teaching assistants, therapy services,
materials) are available for inclusive practices?
IC. Role in Inclusive Education
"What is your role in supporting students with disabilities in your classroom?"
e Probe: What daily tasks or responsibilities do you have in implementing inclusive
practices?
e Probe: Walk me through a typical day. How do you balance push-in support demands
(e.g., co-teaching, individualized instruction) with other classroom responsibilities?
II. MICRO-LEVEL: BELIEFS & PRACTICES (CONSTRUCTIVIST LENS)
The focus of this segment will examine your approach to inclusive education implementation
within your teaching environment. How you define inclusion and handle practical difficulties
will be our primary exploration.
ITA. Defining Inclusion Through Experience
How do you define inclusive education for your teaching environment?
e IIAI. "Can you describe an experience that shaped your understanding of inclusion?"
o Probe: How did this experience influence your teaching practices?
o [IIA2. "How do your personal beliefs about inclusion align or conflict with institutional
policies?"
o IIA2a. "Describe a situation where your beliefs clashed with policy or practice."
= Probe: How did you resolve this conflict? What systemic factors

influenced it (e.g., resources, training, cultural norms)?
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IIB. Push-In Model Challenges
"What barriers do you face when using the push-in model to support students with
disabilities?"
o [IB1. "How do you adapt instruction for students’ diverse needs within the push-in
model?"
o Probe: Can you walk me through a specific example of adapting a lesson?
o [IB2. "What systemic limitations or affordances (e.g., time, training, resources) affect
your use of this model?
o Probe: How do these limitations or affordances impact student outcomes?
IIC. Teacher Preparedness
"How did your training prepare you to work in inclusive classrooms?"
e [ICI. "Describe any formal training or professional development you’ve received on
inclusion."
o Probe: What strategies or theories were emphasized?
o [IIC2. "What gaps in your preparation have you noticed while working in inclusive
settings?"
o Probe: Now that you have some experience teaching in inclusive settings, what
do you think the top priorities should be in teacher education to prepare teachers

for inclusive education?

IID. Critical Factors for Success
"What are the three most important factors for successfully implementing inclusion in K-3

classrooms?"
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End of Session 1
Wrap-Up: "I want to express my profound gratitude for the valuable information you shared
with me during our session. The first part of our interview has now reached its conclusion.
We have explored your professional background together with classroom environment and
.nitial perspectives regarding inclusive educational practices and associated obstacles
Our next session will focus on examining your experiences related to collaboration and wider
school systems along with national policies and your proposals for enhancing inclusive

education.
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Introduction

Our second session marks a return to this discussion. Thank you for being here with me
today. This session will focus on further discussion about inclusive education. I want to
verify your permission for me to record this session through audio before we proceed." If
YES: The recording process will begin now. This is Participant ID [Add ID] for Session 2,

and you have given your verbal permission to record.

I want to start by following up from our previous discussion before we begin today's
questions. The documents, along with meeting schedules and resources you use in your daily
work, can play a valuable role in guiding inclusive practices for classrooms and schools.
Please tell me about any artifacts that you feel comfortable sharing by providing a short

description or sending a digital copy after our call.

Interviewer: Keep track of any artifacts that have been described or shared and request digital

copies through email if possible.

ITI. COLLABORATION & SCHOOL SYSTEMS (MESO-LEVEL)

Can you talk about the experiences you have had when working with school teams and
leadership to promote inclusive education
IITA. Collaboration with Support Staff
Please explain the methods through which you work together with support staff including
special educators, therapists and teaching assistants in your school.

o [IIAL. "How frequently do you meet with these team members, and what is typically

discussed?"
o Probe: How much of this collaboration focuses on inclusive practices or

student-specific needs?
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o IIIA2. "Can you share an example of a time when collaboration improved inclusion for
a student?"
o Probe: What roles did different team members play in this situation?
ITIB. Collaboration with Families
Please explain your strategies for communicating with families who have students with
disabilities and how you collaborate with these families.
e [IIIBI."How often do you interact with families, and what topics are typically
addressed?"
o Probe: How much of this communication focuses on inclusive practices or
classroom adaptations?
o [IIB2. "What challenges, if any, do you face in collaborating with families?"
o Probe: How do cultural norms or language barriers influence these interactions?
ITIC. Leadership & Policy Influence
"What school-level policies or leadership practices impact inclusive education in your
classroom?"
e IIICI. "Which policies or leadership decisions do you find most supportive of
inclusion?"
o Probe: How do these policies translate into daily practice?
o IIIC2. "Which policies or leadership decisions create barriers to inclusion?"
o Probe: Can you describe a specific instance where a policy hindered your work?
o Probe: What do you wish your leadership knew about inclusive education
ITID. Problem-Solving Systemic Challenges
"How do you and your team address complex challenges related to inclusion?"
o [IDI. "Describe a recent challenge where collaboration was necessary to solve a

problem."
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o Probe: How were responsibilities delegated among team members?
o [IID2. "What systemic factors (e.g., resources, training, time) influenced this process?"
o Probe: How did leadership or institutional norms shape the outcome?
IV. MACRO-LEVEL: SYSTEMIC BARRIERS (CRITICAL LENS)
The part of the discussion will address the main factors which determine the implementation
of inclusive education in Qatar.
IVA. National Policies & Institutional Support
How do the national policies of Qatar including MOEHE guidelines influence your capacity
to put inclusive practices into effect?
o IVAL. "Do these policies translate effectively into classroom realities?"
o Probe: Would you please provide a specific instance when policies helped or
created problems in your everyday work?
o IVA2. "How adaptable are these policies to the diverse needs of your students?"
o Probe: Have you identified specific discrepancies between policy content and
its application within education settings?
IVB. Sociocultural Attitudes & Classroom Impact
"How do societal attitudes toward disability in Qatar influence your classroom environment?"
o [IVBI. "How do cultural norms shape parental involvement in inclusive education?"
o Probe: How have cultural beliefs about disability situations impacted your
ability to work with families?
o [VB2. "What societal changes could better support inclusion in schools?"
o Probe: How can the combination of community awareness campaigns and
media initiatives help change these attitudes?
IVC. Expatriate Context & Personal Background

"How does your cultural or educational background influence your approach to inclusion?"
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e [IVCI. "Have your prior experiences (e.g., training abroad, teaching in other contexts)
shaped your practices?"
o Probe: How do you manage the educational differences between Qatar and your
background from past experiences?
e [IVC2."What challenges or advantages arise from being an expatriate educator in
Qatar’s inclusive education system?"
o Probe: How does language or cultural familiarity impact your work?
IVD. Vision for Systemic Change
"What three systemic changes do you think would most improve inclusive education in
Qatar?"
1.
2.

3.

V. PROFESSIONAL DEVELOPMENT & SYSTEMIC RECOMMENDATIONS
"This final section focuses on improving teacher preparation and systemic support for
inclusive education."
VA. Professional Development (PD) Needs
"What professional development topics would better prepare educators to implement
inclusive practices in K—3 classrooms?"
e VAL "How could PD programs address gaps between theoretical training and
classroom realities?"
o Probe: Can you share an example of a theory-practice disconnect you’ve
experienced?
e VA2. "What formats or methods (e.g., workshops, mentoring, hands-on training) would

make PD more effective?"
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o Probe: How might PD account for the unique challenges of Qatar’s push-in
model?
VB. Systemic Changes for Inclusion
"What systemic changes (e.g., policies, resources, cultural shifts) would most improve
inclusive education in Qatar?"
e VBI. "How could national policies better align with classroom realities?"
o Probe: What specific policy adjustments would help educators?
e VB2."What institutional resources (e.g., staffing, materials, time) are critically
needed?"
o Probe: How do current resource gaps affect your daily work?
e VB3."How might societal attitudes toward disability need to evolve to support
inclusion?"
o Probe: What role could schools play in driving this change?
VC. Prioritized Recommendations

"What three changes would you prioritize to enhance inclusive education in Qatar?"

1.
2.

3.

VII. WRAP-UP

"I truly appreciate your time and insights today. Before we conclude, I have a few final
items."

VIIA. Final Reflections

"Is there anything I didn’t ask about that you feel is important for understanding your
experiences with inclusive education in Qatar?"

VIIB. Follow-Up & Member Checking
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I will follow up in a few months to share a summary of findings and share my interpretations
from our discussion.

Do you have any final questions?

END RECORDING

INTERVIEWER COMMENTS (For internal use only; to be completed by interviewer)

1. Respondent’s level of interest and involvement in answering questions.

Neither
Very .. High Very
High High nor Low Low
Low
5 4 3 2 1

Comments:
2. Please estimate the respondent’s understanding of study tools (i.e,, demographic survey

and interview questions).

Complete Understood Partial Limited
Understanding Understanding Understanding
4 3 2 1

Comments on specify tools/section(s), if applicable:

3. Describe any discrepancies, gaps, or other problems with the tools.

4. Describe any circumstances that occurred while the interview was in progress that may

have affected the quality of the interview (i.e. interruptions).

5. Other Thoughts:
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6. Have you recorded materials that do not need to be transcribed? If so, please note whether

at the beginning or end of the recording.

Start Time | End Time Description
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Appendix C

Copy of Demographic Survey
This study explores the challenges faced by K—3 educators in Qatar’s inclusive education system, focusing

on classroom practices, systemic barriers, and professional development needs. Your responses will remain
confidential.

Consent:

O Yes, | want to participate in this research (1)

O No, I do not want to participate in this research (2)
Professional Background
1.  What is your current role?

I General Education Teacher (K-3)

[ Special Education Teacher (K-3)

[ Teaching Assistant/Paraprofessional

O Inclusion Specialist

O School Administrator

[ Other:

2. What type of classroom environment do you currently teach/support??

[ General Education

O Inclusive General Education
O Partial Inclusion

[ Specialized School

[ Other:

3.  How many years of experience do you have teaching/supporting a classroom?

0 0-1 year

I 1-5 years



1 5-10 years

I 10+ years

4. How many years of experience do you have teaching/supporting in Inclusive Education?
1 0-1 year
0 1-5 years
[ 5-10 years

I 10+ years

5. What type of training in inclusive education you have received?

O Formal university training

O Ministry of Education workshops
[0 On-the-job mentoring

[ None

[ Other:

Inclusive Education Practices

6. What are the primary challenges in the Push-In Model (Check all that apply):

O Time constraints

I Lack of resources (e.g., materials, staff)
[ Inadequate training

O Policy-practice misalignment

O Cultural attitudes toward disability

O Collaboration gaps with support staff

[ Other:

7. What are the professional development Needs (Check top 3):
[0 Adaptive teaching strategies
O Behavior management

[ Cultural competency training
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O Policy implementation guidance
[ Parent engagement strategies
[ Technology/AAC tools

[ Other:

Demographics
8.  What is your age?

02024
0 25-34
0 35-44
0 45-54
0 55-64
O 64+

I Prefer not to say
9. Gender: How do you identify?

[ Male
[ Female
O Non-binary

[ Other:

I Prefer not to say

10. Which race/ethnicity best describes you?
[ Qatari
O Expatriate

[ Other:

I Prefer not to say
11. What is your highest level of education?

O High School Diploma or Equivalent

1 Associate's Degree
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1 Bachelor's Degree
[J Master's Degree
O Doctoral Degree

[ Other:

Optional Contact Information

Q12 What is your first and last name?

Q13 What is your email?
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Appendix D

Codebook Abridged

Educator experiences in the inclusive education system in Qatar:

1.0 Microsystem: Teacher Beliefs, meaning-Making, and Agency

1.1 Defining Inclusion

1.1a Inclusion as social belonging vs. academic integration

1.1b Positive view of inclusion (affirming)

1.1c Cynicism towards “name-only” inclusion

1.1d Symbolic inclusion

1.1e Preference for older (in-class support) model

1.2 Teacher Agency & Professional Judgment

1.2a Conflict between personal beliefs and policy

1.2b Adapting time based on student cues

1.2¢ Using colloquial language despite policy

1.2d Ethic of care / student-centered decisions

1.2e Strategic inclusion practices

2.0 Mesosystem: Collaboration and School-Level Interactions

2.1 Collaboration with Support Staff

2.1a Team problem-solving

2.1b Informal mentorship
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2.1c Democratic leadership in team

2.2 Collaboration with Families

2.2a Strength-based communication

2.2b Navigating parental grief stages

2.2¢ Parental lack of acceptance

2.3 School Leadership

2.3a Positive leadership practices

2.3b Administrative interference in behavior management

2.3c Teacher-administration conflict (behavior vs. instruction)

3.0 Macrosystem (External Policies, Resources, Training, and Societal Attitudes)

3.1 Policy Constraints

3.1a Top-down policy control

3.1b Policy-practice gap (e.g., “arrangements and facilities™)

3.1c Rigid instructional requirements (e.g., “one objective per lesson”)

3.1d Policy contradiction: open enrollment vs. lack of resources

3.1e University-ministry contradiction

3.2 Resource Shortages

3.2a Loss of therapy services (speech, OT, PT)

3.2b Loss of teaching assistants

3.2¢ Material & environmental neglect

3.2d Slow procurement of specialized equipment
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3.2e Overwhelm and exhaustion

3.3 Teacher Preparation and Training

3.3a Theory-practice gap

3.3b Lack of subject matter training

3.3¢ Curriculum design is self-taught

3.3d Behavior management skill gap

3.3e Inadequate pre-service practicum

3.3f Practicum in specialized schools (not inclusion schools)

4.0 Macrosystem: Societal Attitudes, Cultural Norms, and Systemic Change

4.1 Societal Perceptions of Disability

4.1a Teacher must have deep terminology culture

4.1b Teacher as advocate against labeling

4.1c Increased societal acceptance (historical shift)

4.2 Recommendations for Systemic Change

4.2a Specialized curricula for special education

4.2b Pre-service training and pre-employment testing

4.2¢ Special evaluation system for SPED teachers

4.2d On-site specialists (speech, OT, PT)

4.2e Knowledgeable principal

4.2f Pre-equipped classrooms

4.2g Peer education and preparation
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4.2h Flexible lesson timing

4.2i Reduce daily lessons

4.2j Training for aides/support staff

4.2k Mandatory disability course for all education graduates

4.21 Professional development needs (latest research, deeper understanding, sensory perspective)

9.0 Other

9.1 Model mismatch (social-only inclusion, not push-in)
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Full codebook

Educator experiences in the inclusive education system in Qatar

Code

Definition

Illustrative Quote

1.0 Microsystem

Teacher beliefs,
meaning-making, and

agency

1.1 Defining Inclusion

1.1a Inclusion as social
belonging vs. academic

integration

Teacher defines
inclusion primarily as
social participation
(e.g., play, meals)
rather than academic

inclusion

"y S e Ol lgal) 3 Gl aa e laia) gas ()5S callall ) Juail
Ml e by s Jill" — "] prefer the student to have social inclusion
with students in skills, meaning during free time to play with

students" (Anwar)

1.1b Positive view of

inclusion (affirming)

Teacher believes
inclusion is
fundamentally cotrect

and beneficial

Misaia 3 g5 S8 iy madll 5_S8" — "The idea of inclusion is a very

correct idea" (Amal)

1.1c Cynicism towards

“name-only” inclusion

Teacher perceives
current model as
segregation mislabeled

as inclusion

Moadll A jie e & (e sne UDla Uil | iny ) el (o) 5S i
— "Look at current inclusion—you see our students are wronged...

this is not an inclusion school" (Anwar)

1.1d Symbolic inclusion

Students are enrolled
but not meaningfully
participating in school

life

" 54l Ulad e w Aaeda" — "Included but not actually in the

school" (Maraim - Anwar)

1.1e Preference for older

(in-class support) model

Teacher believes
previous model
(2014-2015) was more
authentic than current

separation

M Jumdl CulS dagadll 43y ,hall el — T feel the old way was

better" (Hadel)
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1.2 Teacher Agency &

Professional Judgment

1.2a Conflict between

petsonal beliefs and policy

Teacher experiences

tension between own

mandated rules (e.g.,

philosophy and

Mlad <l 4d ol U galal) Calldall s JulS ) 53 sl calllall (" — "] see that

student attends a full day like the regular student... I see this as

wrong" (Hadel)

full-day attendance, life

skills integration)

1.2b Adapting time based

on student cues

Teacher exercises
professional judgment

to deviate from rigid

" O oS aany 5o Il ga alaal) OY (ol 3l 6 8 Lo (g i Agan 5 (e s U
Oz sy AL — "From my point of view, nothing is mandatory

because the teacher is the one who can determine how much the

45-minute lesson

structure

students can absorb'" (Amal)

1.2¢ Using colloquial

language despite policy

comprehension over

Teacher prioritizes "

student

compliance, accepts

evaluation penalties

dadall Jagle cudad M — '] speak Egyptian openly, no problem.

"

138 Ul L g g gl 34l (e B (S8 (gaie La gile (5 e da) jua a3 5208 U

They deduct points, and I tell them, "This is what I learned at

university'" (Hadel)

1.2d Ethic of care /

student-centered decisions | s

Teacher prioritizes
tudent well-being over

policy adherence

4de alé" — "My concern is delivering information to the child. It's

okay if something goes against me. The most important thing is

that the one in front of me understands' (Hadel)

1.2e Strategic inclusion

practices

Teacher intentionally
integrates students for
limited periods to

reduce stigma

ML Aaa sl o salls (ias L2 — "I bring her in for two periods a

day... the stigma is removed" (Mariam, Anwar)

2.0 Mesosystem

Collaboration and
school-level

interactions
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2.1 Collaboration with

Support Staff

2.1a Team problem-solving

Team works together
to address student

challenges

Mok Aga s Jsy JSW | Jsta ) deai o ) (3Bl JOIM — "Everyone
discusses until we reach solutions... everyone gives their point of

view'" (Amal)

2.1b Informal mentorship

Experienced
colleagues guide new

teachers

" siall (e G8usa" — "She took me from zero" (Maraim, Anwar)

2.1c Democratic leadership

in team

Coordinator’s opinion
not automatically final;

best idea wins

Mol s Ll ) (S oY Auia gl Ja i 3 5" — "It's not a mandatory

that the coordinator's opinion is the cotrect one'" (Amal)

2.2 Collaboration with

Families

2.2a Strength-based

communication

Teacher calls parents
to celebrate small
successes before

addressing concerns

" La e Led J 58 Juaail Ul 3l ol 38l Bl e 58 51 con Lagla Lnadids e U
Sl Juail 58 Y e 5" — "] always like to focus on strengths... I

like to call her, not a message, a phone call" (Amal)

2.2b Navigating parental

Teacher identifies

students in all

activities, provides

grief stages parent’s emotional u=d)" — "When a patent comes to me, I must be able to discern
stage (denial, anger) to which stage they are in... shock, denial, rejection" (Amal)
communicate
effectively
2.2¢ Parental lack of Majority of patents " pliie e dsalls Cpmans J 834 Y1 — "The majority, let's say seventy
acceptance struggle to accept their percent, are not accepting' (Amal)
child’s disability
2.3 School Leadership
2.3a Positive leadership Administration Ml S aga WS Hlia ?G-"i 3 slall LY — " The good things: they
practices includes SPED include us in all activities" (Hadel)
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monthly listening

sessions

2.3b Administrative

interference in behavior

Administration
overrides teacher’s

behavioral decisions,

" 8 bapad Qllall cp g i Led JR8 La )l (e pdall oLl A 4d) bl
& ludl Jiaa3 &Y — "The negatives are that there are things the

administration shouldn't interfere in, especially in behavior

management
placing non-SPED modification" (Anwar)
students in SPED
classes
2.3¢ Admin Prioritizes "J}i Gl L.\..a\ Ui MY ;\ILLJ\ Y C)-ﬂ\ (:AY‘ S QPi" - "NOW, what is

Teacher-administration
conflict (behavior vs.

instruction)

completing instruction
over managing student

behavior

more important, the explanation of a subject or the student? I

must manage the student first" (Amal)

3.0 Macrosystem (External
Policies, Resources,
Training, and Societal

Attitudes)

External resources,
training, and

institutional policies

3.1 Policy Constraints

3.1a Top-down policy

control

Ministry drives
decisions with limited

school-level autonomy

"3 )5l e L BRY) (e ge bl — "Policies are not from the

administration... its from the ministry" (Mariam, Anwar)

3.1b Policy-practice gap
(e.g., “arrangements and

facilities”)

Policies exist on paper
but are not
implemented due to

resource shortages

M8l il e Gk Y 13| el 5 i 5l Adaw!! — "The policy of
'arrangements and facilities'... this is not applied on the

ground" (Amal)

3.1c Rigid instructional
requirements (e.g., “one

objective per lesson”)

Policy limits lessons to
one academic
objective, conflicting

with student needs

"L@_’iﬁ\} ‘HAS\ a}:\ﬂl _).IS‘ A;\}l\ t_.MgJ\ ‘édﬂi Jmas W' — "You can't exceed

one objective... the biggest constraint I faced" (Mariam, Anwar)




87

3.1d Policy contradiction:
open enrollment vs. lack of

resources

Ministry enrolls new
students despite
insufficient staff and

space

" opilad] livie Loy (s e idie Loy (1S Liie Lo lial 5 2aa Jiaadd (0 suni®

— "You bring new enrollments, and we don't have space, teachers,

or specialists' (Amal)

3.1e University-ministry

contradiction

University taught one
approach (e.g., use any
language to reach
student) but ministry

prohibits it

" sian Kt e il 20 I Y TSI Ll (3 s e 0
330 4aly palSE" — "The first day... they told me, "Explain in formal
Arabic. You're forbidden from speaking another

language'"' (Hadel)

3.2 Resource Shortages

3.2a Loss of therapy

services (speech, OT, PT)

Services removed when
specialized schools

opened

— "Before, we had physical therapy, occupational therapy... now

we have nothing" (Hadel)

environmental neglect

environments; teachers
buy materials

petsonally

3.2b Loss of teaching Assistants withdrawn, Mzie e (o glliia LaglS Liae L cilS ‘HJ\ sacluall Al8la " — "And the
assistants leaving teachers assistants who used to help us, all of them are gone" (Hadel)
without support
3.2c Material & Inadequate physical Moalall Lille (g LY (s yikii (uaclE" — "We're buying things with our

own money" (Anwar)

3.2d Slow procurement of

specialized equipment

Requests take months;
teachers purchase

items themselves

ML) e o Aadaill 34 o yida Unl Uy sl Jy g i 325 L)

— "Requesting orders take a long time... we were forced to buy this

piece from IKEA ourselves' (Amal)

3.2e Overwhelm and

exhaustion

Teachers feel
overwhelmed by
non-teaching tasks and

paperwork

Mol 8 s JadT U g gl J sl dlea 232" — 'S0 much effort... all

week I wotk even at home" (Anwar)

3.3 Teacher Preparation

and Training
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3.3a Theory-practice gap

Stark disconnect
between academic
learning and classroom

reality

"YW s slaudl (38 (5 laidll 5 el — "The practical and theotetical

are heaven and earth apart two coin face " (Mriam, Anwar)

3.3b Lack of subject matter

training

Teacher graduated
without preparation to
teach specific

academic subjects

" algial uﬂj@u}uumupb\ __‘R.QMEQLAUAJJiui‘“;.Ii u;)MLAL\;)MLﬂ
(=dd" — "] didn't graduate to teach a specific subject... I am now

an Arabic teacher, but it's a personal effort" (Amal)

3.3c Curriculum design is

self-taught

Teacher must design
curricula without

formal training

NS (5 g U] () Gl Le a3 e 5 1 o Aabis S )"
— "Each teacher adapts the curriculum... at university, they didn't

teach us to make a book" (Amal)

3.3d Behavior management

skill gap

Lack of preparation for
real-life behavior

challenges

Miaalall 8 lghaleia (i — "'T didn't learn it at university" (Mariam ,

Anwar)

3.3e Inadequate pre-service

practicum

Insufficient hands-on
training due to
COVID-19 or

specialized placements

" el il sl e i IS Jla Uis S Jlas g e (Sar sl e sand it
— "I trained for two weeks or maybe a week, and then Corona

happened... everything became online" (Amal)

3.3f Practicum in
specialized schools (not

inclusion schools)

Teacher trained in
specialized settings,

not integration schools

"G.AJ oela Cu i e ‘;\:u daiadia eldas Gy Dy i
— "Unfortunately, I trained in specialized schools. I didn't train in

inclusion schools'" (Hadel)

4.0 Macrosystem

Societal attitudes,
cultural norms, and

systemic change

4.1 Societal Perceptions of

Disability

4.1a Teacher must have

deep terminology culture

Essential to know
cotrect disability

terminology and

" a5 53 U5 ) Lo Bmld gt Acadea 1)l aall 3 00 oxie (555 Y
sy " — "They must have a deep culture regarding

terminology... if a special education teacher still says "people of
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advocate against

labeling

determination instead of people with disability,' it's not

acceptable' (Amal)

4.1b Teacher as advocate

against labeling

Refusing to accept
stigmatizing labels like
“support girl” for

students

P ol 138 0L e i O s et Lo a8 (505 el 3
— "At school, they say 'support girl'... they should not accept that

this label is used for a student (HE3.1e)" (Amal)

4.1c Increased societal
acceptance (historical

shift)

Parents now proud to
share photos of their
children with

disabilities

" J lal o lie (bl aa 15 jba | e (as 685 Sall Y gall
#la 524" — "Now, on the contrary, they say, 'Post their pictures.'

They're the ones asking us to post their videos" (Hadel)

4.2 Recommendations for

Systemic Change

4.2a Specialized curricula

for special education

Need for curricula
designed specifically
for SWD, not adapted

from general ed

"aalie yanadi il o3 Jsi" — "First: specialization of

cutricula" (Hadel)

4.2b Pre-service training
and pre-employment

testing

New teachers need
training and testing

before starting work

"Cads gill g8 ) sal ghmaiadi o 5Y aladll” — "Teachers must undergo

courses before employment" (Hadel)

4.2c Special evaluation

system for SPED teachers

SPED teachers should
not be evaluated based

on student grades

Mol 138 SN s s e st e G g il — "They shouldn't

evaluate me based on student grades. This is their ability" (Hadel)

4.2d On-site specialists

(speech, OT, PT)

Bring back therapy
setvices to inclusion

schools

" oxulall #Mall sl i) shaill Jlad¥) Yie 54 )" — "Add a

speech specialist, a speech therapist, physical therapy" (Amal)

4.2e Knowledgeable

principal

Principal with special
education experience

is foundational

M) s A paall Gaad Y L5 ua odie 0" — A principal with
experience... because the foundation of the school is the

principal" (Amal)
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4.2f Pre-equipped

Classrooms should be

MUl & slads b ay (e jeae caall 55 2 Y™ — "The classroom

preparation

trained on how to
interact with incoming

SWD

classrooms teady before students must be equipped, not after the students enroll" (Amal)
enroll
4.2g Peer education and Whole class should be " Caall JS oY adllay 5 ymy caall JS a3 | AN (5 gl B o Gl %gi

5,53 AL" — "Any Level 2 student... the whole class must know

about her condition, take a course on how to deal with

het" (Amal)

4.2h Flexible lesson timing

Teachers need
flexibility to adjust

lesson length

Maall 5o oy e Uiy 43l 455 e b Aalal) A il aladdl ¢ 130" — "They
should give the special education teacher flexibility to choose

when to start the lesson' (Amal)

4.2i Reduce daily lessons

Fewer lessons for

SWD; focus on basics

W Tl i Aol ol Aald Tl o e o5l
Gl — "They should reduce the number of lessons... What
does a special education student come to school to learn? The

basics" (Amal)

4.2j Training for

aides/support staff

Aides need training to

work with SWD

MG el G il (55 g ()4 juad ddla Ui — "'T'd like

workshops and training for aides" (Hadel)

4.2k Mandatory disability
course for all education

graduates

Every teacher should
take a course on

special needs

Meaa Jalati ) s Aalall cilalall e | Ralea JS die 3ale 43 (35S0 of il
— "I hope there's a course for every teacher on special needs—how

to deal with them" (Hadel)

4.21 Professional
development needs (latest
research, deeper

understanding, sensory

Training should reflect
recent developments
and help teachers

understand how

"8 e asY aleall 2ling )5 a1 Gl jall s B 1 ) Ladaas ) <) 50l
@Il — "The courses the ministry gives us should be based on

recent studies... what the teacher needs is to feel the

student" (Amal)

(social-only inclusion, not

push-in)

implemented model is

academic segregation

petspective) students experience
sensory input
9.0 Other Unexpected findings
9.1 Model mismatch The actual "l gall daali (e ans ae ) anas (ang e JSY) G OS] gl Lia)

pett (ald Caa (S0 Y Addall” — "We separate them academically, but
for meals together, art classes together... regarding academic

subjects, they have their own separate class' (Amal)
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with social integration

only




