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Abstract

This study investigates the effectiveness of educational services provisions
offered by an international bilingual private school in the Northern Emirates of the
United Arab Emirates (UAE), for two Arabic students speaking English as an
Additional Language (EAL) diagnosed with dyslexia. Using a qualitative, single case
study approach, data were collected from observations, field notes, semi-structured
interviews, and document analysis. The students were observed in inclusive general
classrooms in Year 6, in English and Arabic, respectively, in addition to pull-out
sessions for further English literacy support.

Findings revealed that the school is providing both students with effective
educational services, but the students are not able to access the Year 6 curriculum in
English. There are no support services provided for Arabic literacy. A lack of
coordination between teaching staff, administration and parents, and an unclear vision
of inclusive education, had a negative impact.

Recommendations include expanded inclusion and its development within the
school environment; increased cooperation between all stakeholders with further
support from the government; and within the school, an official policy of inclusion,
flexible curricula, and teacher training in inclusion.

Limitations of the study were partly due to access. Public schools were
inaccessible due to government regulations; most private schools declined to allow
access; and the school under study declined to provide official documents or policy
statements. The observed students were limited in number (two), gender (both male),
and grade level (both in Year 6). Future research could include more students from both
genders and at different grade levels, in more schools in different areas of the UAE and

the greater Gulf Cooperation Council (GCC). Of particular interest would be to



investigate the effect of having bilingual 1:1 support assistant to maximize student
literacy in both English and Arabic.
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Chapter 1 Introduction

Great efforts are being made to teach children with special educational needs
(SEND) among their general education peers within mainstream classrooms. Inclusive
education has become a global agenda that impacts societies extensively, promotes
social justice, facilitates the formation of a welcoming society, and prevents
discrimination (UNESCO 1994). Successful inclusion is defined as a means to ensure
that students can participate successfully in a mainstream educational setting,
regardless of their abilities or disabilities, by adapting the regular school curriculum,
using appropriate teaching methods, having good classroom organization and assuring
access to resources (Alborno & Gaad 2014).

The foundation for inclusive education in the United Arab Emirates (UAE) was
established following the issuance of Federal Law no. 29/2006 on the Rights of People
with Special Needs (UAE Government 2019). In 2010 the Ministry of Education
(MOE) in the UAE issued the document “School for All” as a guide for education
stakeholders, including administrators and educators in regular schools. The SEND
category reported in the ‘School for All’ theme is referred to as ‘Specific Learning
Disability’ (SpLD).

SpLD refers to a heterogeneous group of neurobehavioral disorders
demonstrated over serious unexpected, specific and persistent difficulties in the
acquisition and use of efficient reading, writing, or mathematical abilities despite
conventional instruction, intact senses, normal intelligence, proper motivation and
adequate socio-cultural opportunity (Shapiro BK & Gallico 1993).

This study investigates the effectiveness of educational services provided to
support students with dyslexia who are also English as an Additional Language (EAL)

learners.



1.1  Background

SpLD is an overarching term for several associated learning difficulties which
may manifest across all ability ranges and with variable severity or significance,
referring to a difference or difficulty individuals have with particular aspects of
learning. The most common SpLD is dyslexia (difficulties in reading efficiently).
Dyslexia challenges include slower reading with multiple mistakes, line-skipping and
repeatedly misspelling words.

Children who struggle with any of the range of language processing issues when
learning a first language will, inevitably, have similar struggles when attempting to
acquire a second language (Elshazly 2019; Nijakowska 2010); some researchers believe
that fluency in a second language is virtually unachievable by such students (Dinklage
1971). Sparks and Ganschow (1991) developed the Linguistic Coding Differences
Hypothesis (LCDH) to explain this phenomenon.

The basic educational services provisions to support SEND students are made
to allow the student to remain included within a mainstream school and to be able to
continue on par with his or her peers. At the secondary level, provisions include
providing various accommodations over the remediation efforts made in the primary
years. Such accommodations could include allowing extra time when taking tests, while
modification could involve incorporating a substitution subject within the class
schedule, or making allowances for repetitive mistakes, such as in spelling (Karande &

Kulkarni 2005).

1.2 Statement of the Problem
Developing educational services offered to students with special needs within

the regular classroom in mainstream schools has consistently been the goal of the UAE



government, which is committed to following international educational standards in
reforming education (Dukmak 2013).

The UAE MOE recognizes specific learning disabilities in referring to dyslexia
as one of the conditions which requires an effective provision to accelerate the pace of
students’ learning (UAE Ministry of Education 2010). In addition, it seeks to reduce
the achievement gap between SEND pupils and their typically developing peers (Rose
2009).

There is not enough information about effective educational services for
learners with dyslexia in a bilingual context. Additionally, a sizeable gap was observed
in inclusion in general, and in particular dyslexia, in a bilingual private school in the

UAE among western and Arabic staff.

1.3 Purpose of the Study

The key aim of conducting this investigation is to indicate ways of improving
inclusive education for native Arabic students with dyslexia, which is considered the
most common hidden disability within classrooms. This study is an analysis of the
impact of provisions, or lack thereof, on the academic success of students with dyslexia
within an inclusive educational setting.

The targeted participants are two Emirati native speakers of Arabic at an
international bilingual private primary school in the Northern Emirates who speak
English as an Additional Language (EAL). The school has a focus on English literacy
and constructivist curricula are followed. Through qualitative data analysis, the study
examines the effectiveness of the students’ IEPs and school stakeholders including
Special Educational Needs Coordinators (SENCOs), Additional Learning Needs

Teaching Assistants (ALN TAs), 1:1 Support Assistants and classroom teachers.



The provision of educational services is crucial, however, so far only limited
studies have been conducted to evaluate the effectiveness of the provision of
educational services in private schools in the UAE. Accordingly, the aim of this
research is to (a) explore the educational services provided for native Arabic, SEND
learners in language subjects taught by using both their first language (Arabic) and
second language (English) in a private secondary school in the UAE; and (b) provide
recommendations based on the findings, in order to enhance educational provisions for

SEND students with dyslexia who are EAL learners.

1.4  Research Questions

The main questions of this study are:

e To what extent are educational provisions effective for learners with
dyslexia in subjects taught using English as a dominant language and Arabic
as a foreign language in a secondary Northern Emirate private school?

e What could be recommended to support the services offered for learners

with Dyslexia in such a school?

1.5  Significance of the Study

This study highlights the alarming potential for significant damage caused by
the lack of sufficient services and provisions for students with dyslexia, through
analyzing provision effectiveness. Dyslexia International (2014) reported that there is
a considerable number of undiagnosed students with dyslexia, with a dramatic story of
poor awareness about this common learning difficulty. Literacy skills are vital and
should be addressed in each classroom holistically, to prevent those children from
failing and avert other psychological issues such as frustration and poor self-image
(Murphy 2004). A knowledgeable and prepared teacher is an effective factor to cope

with this common issue, as research shows (Dyslexia International 2014) that 90% of
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children with dyslexia are able to be educated within an inclusive classroom setting
when trained teachers are part of the intervention.
This study will expand the research investigating the inclusion of SEND with

dyslexia within a private setting, which is currently limited in the UAE.

1.6 Operational Definitions

Specific Learning Disabilities (SpLD), according to the Individuals with
Disabilities Education Act (IDEA), is “a disorder in one or more of the basic
psychological processes involved in understanding or in using language, spoken or
written, that may manifest itself in the imperfect ability to listen, think, speak, read,
write, spell, or do mathematical calculations” (IDEA 2018). Furthermore, “the term
includes such conditions as perceptual disabilities, brain injury, minimal brain
dysfunction, dyslexia, and developmental aphasia” (IDEA 2018).

Dyslexia is a neurological issue that encompasses an extensive variety of
reading disabilities (Reid 2012); however, it is still not completely comprehended. Most
students with dyslexia are perceived as having trouble grasping the shapes of letters and
afterward relating those shapes to the sounds that the letters symbolize. Students with
dyslexia frequently invert the order of the letters in a word or even forget them totally.
Different impacts of dyslexia incorporate troubles in memory, association, humeracy
(Herold 2003), time administration, low self-esteem and an absence of confidence
(Snowling 2005).

English as an Additional Language (EAL), in the context of this research, means
a student whose first language is not English. EAL students may use one or more
languages other than English in their everyday lives (Bracken et al 2016). The term
provides scope for languages other than English to be incorporated into students’

educational experiences.



Inclusion and effective provisions to support the inclusive classroom, involve
an educational environment where all students are included, regardless of the level of
ability or skill. The United Nations Educational, Scientific and Cultural Organization
(UNESCO) views inclusion as “a dynamic approach of responding positively to pupil
diversity and of seeing individual differences not as problems, but as opportunities for
enriching learning” (UNESCO 2005). The fundamental principle of Inclusive
Education is that “all children should have the opportunity to learn together” (Elshazly

2016).

1.7  Organization of Chapters

This study comprises five chapters. Chapter One presents a background of
SpLD and affected students’ problems in reading and writing, which are mandated
skills in education. It also discusses the performance of SEND students with dyslexia
in learning EAL. The impact of educational services and provisions on the problem is
outlined, as well as the problem statement, research questions, purpose of the study,
significance of the study, and operational definitions of the relevant terms of the study.

In Chapter Two, a literature review will inform different theories that illustrate
the theoretical framework, the nature of SpLD and specifically, dyslexia, provisions of
educational services for students, and additional cognitive theories. This is combined
with a review of the current status and acceptance of SpLD within the UAE context and
government initiatives regarding this topic.

Chapter Three describes the methods used in this study. A qualitative research-
approach to the collection and thematic analysis method of the data was followed, with
a case study designed to investigate the effectiveness of educational services and

provisions to support students with dyslexia in a bilingual school.



In Chapter Four, the results of the study are presented and an analysis of those
findings is given. Chapter Five includes a discussion of the results of the study,
recommendations for future research and implications of practice based on the findings

of the study.



Chapter 2 Literature Review

This chapter explores the background issues of the research study, beginning
with a discussion of Specific Learning Disabilities, specifically dyslexia, and the
current scientific theories as to their cause. This naturally leads to a review of how such
cases are diagnosed, the results of which generally include an assessment and the
outlining of recommended provisions and/or interventions. The roles of the school staff
and parents are clarified. One unique aspect of this study is the bilingual environment
of the school, therefore a review of the literature regarding second language acquisition
and the complexity this can cause in cases of students with dyslexia or other SpLD is
presented, with a further focus on the UAE and its efforts to promote best practices

towards academic achievement for all students.

2.1  Specific Learning Disabilities

Specific Learning Disabilities (SpLD) are disorders that negatively impact a
child’s learning abilities through non-typical neurodevelopment. Traditionally children
are diagnosed with SpLD if they have been observed as having difficulty in one or more
academic skills that have persisted for at least six months since the initial observation
of a potential problem. These early signs include difficulty in reading, writing, and/or
numbers and calculation (Kaur & Padmanabhan 2017).

Importantly, the distinction must be made between children who have SpLD
and those with an intellectual impairment; SpLD and intelligence are not linked, so a
student with SpLD can have advanced intelligence, and one having trouble with reading
may excel at mathematics, etc. (Kaur & Padmanabhan 2017).

SpLD symptoms are grouped into types in order to better understand and create

effective intervention programs; dyslexia is amongst these.



2.1.1 Dyslexia

Literally meaning “difficulty with words,” dyslexia encompasses any symptoms
that involve reading, including reversing letters, words, numbers, and/or sentences;
skipping, repeating or substituting; and incorrect or slow reading (Kaur &
Padmanabhan 2017). In everyday usage dyslexia is sometimes a general term that refers
to SpLD, with professionals in the educational field (psychologists, teachers,
counselors, etc.) being more precise in using SpLD as the umbrella term; others outside
academia (volunteer organizations, general public, etc.) may use dyslexia to mean any
learning disability (Riddick 2012).

Dyslexia is the most common SpLD, accounting for 70-80% of all children with
SpLD (ACPN 2020). Miles (1983) focuses on the importance of looking beyond

reading when considering dyslexia. In his aptly titled book Dyslexia: The Pattern of

Difficulties, he stresses that while delayed reading or other reading-related difficulties
are often the first indicator of dyslexia, in fact there is a “cluster of clinical symptoms”
that can include difficulties in other areas, such as spelling or writing (Miles 1983).
This is important because focusing on one symptom (such as slow reading) can blind
the evaluator to other symptoms that may point to an underlying cause, such as poor
working memory or other processing deficit (Riddick 2012).

Having an awareness of a broader range of impact can allow for the prediction
of other difficulties and allow for more accurate provisions and interventions. For
example, researchers have noted that children with dyslexia also often have difficulties
with motor skKills, short-term memory, physical activities involving balance (such as
skipping or hopping), and even daydreaming (Smith-Spark et al. 2004; Nicolson &
Fawcett 1994). The challenge is to identify which difficulties are related to diagnosed

dyslexia and those that are not. Riddick (2012) recommends researching cognitive



issues that may occur with dyslexia, with the understanding that these defects should
be identifiable at an early age; should be noted in other family members as they are
often genetic; and that deficits underlying dyslexia are not “outgrown,” they will

persist.

2.2  Causes

Understanding the causes of dyslexia is critical to determine a comprehensive
and effective intervention program (IDA 2015). Although much research has been done
on identifying and understanding various aspects of dyslexia, primary causes have not
been determined. Bhandari and Goyal (2004) identify three key areas as potentially
influencing the development of learning disabilities: genetic factors, which could be
responsible for up to 70% of known dyslexia; neurological factors, involving episodes
negatively impacting the nervous system during pregnancy and immediately after birth,
or anytime thereafter; and environmental factors, which include negative stressors such
as poor parenting, sub-optimal living conditions (poverty and/or malnutrition), or other
psychological stressors. There can also be physical issues that result in dyslexia, for
example mental impairments such as poor memory or executive function deficits
(Brandenburg et al. 2015).

Similarly, Phillips and Kelly (2016) detail a modelling framework that
encompasses three levels — biological, cognitive and behavioral — each of which can be
impacted by various environmental factors. Furthermore, they discuss the potential
impact of self-esteem and image, and how all these factors can overlap and intertwine,
influencing the progress and development of students.

Frith (1995) also emphasizes the biological origin of dyslexia that has been
impacted by environmental factors leading to cognitive deficits that are reflected in

particular behaviors; “the consensus is emerging that dyslexia is a neuro-developmental
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disorder with a biological origin, which impacts on speech processing with a range of
clinical manifestations” (Frith 2002).

Others emphasize the importance of working memory deficits in children with
dyslexia, suggesting that intervention efforts could focus on improving memory skills
through a multisensory approach (Phillips & Kelly 2016; Hatcher 2006).

What this demonstrates is that determining the cause of dyslexia can offer
insight into effective treatments and intervention programs. If it is determined that an
underlying cause is insufficient working memory, programs can focus on building and
strengthening neuro pathways to improve and expand memory; if environment is found
to contribute towards dyslexia, suitable interventions can be developed that could
mitigate these negative influences.

2.3  Diagnosis

Often a child’s parents are the first to notice a possible learning disability,
sometimes before anything is even noticed at school, although it is more common for
concrete symptoms to become clear in an academic environment. Dyslexia is perhaps
seen as an umbrella term for any learning disability by some, because it is usual for
reading difficulties to be one of the initial signs of an underlying SpLD (Kaur &
Padmanabhan 2017). After an initial concern expressed by a parent, caregiver or
teacher, identification and diagnosis can be made by psychologists at the school or a
separate clinic.

2.3.1 Discrepancy Model

In order to determine whether a child has dyslexia, traditionally experts have

used a discrepancy model. This includes comparing the child’s cognitive assessment

results to their academic performance to see whether there is any discrepancy between
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them. If there is a substantial difference, where the child has a high cognitive ability but
poor performance in school, then dyslexia is assumed.

However, recent research has brought this underlying assumption into doubt, as
it has been shown that a poorly performing child with lower cognitive capabilities can
benefit from the same interventions as a child with a higher intelligence quotient (1Q)
score (O’Donnell & Miller 2011). Instead researchers recommend using a Response to
Intervention (RTI) model, where students who are having academic difficulties are
tested using a range of set interventions to determine whether they may have a specific
SpLD (O’Donnell & Miller 2011).

2.3.2 Assessment

According to Rose (2009) “There is only one point in assessment and that is that
it results in action. If no action follows the assessment then there is no point in doing
it.” Assessment is critical to diagnosing dyslexia, however, this must be with the
intention of providing a path forward to assisting the student. It must include
observation of the student in an academic setting, in addition to a documented history
of educational provisions; the response (or lack of response) of the student to prior
intervention efforts is an important element of a continuous and ongoing assessment
program (Troeva 2015).

Rose (2009) developed a 3-level program for dyslexia assessment, including
assessment facilitators and recommended provisions. At level 1 is the classroom teacher
who makes the initial observation of potential issues within the classroom with differing
levels among students. At this point the teacher makes adjustments to their teaching
and continues to monitor, with no further diagnosis or determination.

At level 2 the teacher is still the primary assessor, but will request the help of a

teacher with more training in dyslexia, including possibly a specialist, again not with
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the goal of determining and labeling a student as having dyslexia, but of discussing
whether the child would be best served with additional basic interventions or
adaptations within the classroom, or rather that more deliberate steps should be taken
to assess and assist the child (Rose 2009).

Level 3 is when qualified specialists and/or other educational professionals will
be consulted, in addition to the parents and classroom teacher, in order to determine
whether an official diagnosis should be made and what further provisions and
interventions should be given (Rose 2009).

2.4 Provisions and Educational Services

The goal when administering provisions to dyslexic students is to help them
achieve competency in academics and be able to complete their education within a
mainstream school. This outcome is dependent on several factors — the level of
disability; how early the dyslexia is discovered and an intervention plan initiated; the
presence of further personal or developmental problems evident with the student; and
other environmental factors, such as family life, community support, etc. (Shapiro &
Gallico 1993).

2.4.1 Role of School Staff

The staff at a school with dyslexic students that are involved in educating such
students include classroom teachers and their assistants, and the special education team
that will work with the teachers, students and parents to design an individualized
educational plan (IEP) that is universally supported (Karande & Kulkarni 2005). Rose
(2009) emphasizes the importance not only of creating an effective and realistic I1EP,
but to have classroom teachers who are well-trained and have good awareness of SEND

and SEND students.
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The school and its staff are also critical in creating a supportive environment, a
societal construct that can directly impact the success of the SpLD student through their
attitudes and support (Gaad 2004). This is an additional benefit of a SpLD student being
part of an inclusive school.

2.4.2 Role of Parents

The positive collaboration of parents with the school, the student’s IEP and the
teaching team is likewise critical to the success of the intervention. Rose (2009)
specifically mentions the negative impact parents can have on their dyslexic children if
they exhibit and transmit their anxieties about their children. This negativity can create
a negative environmental factor that can further complicate the child’s symptoms and
create barriers to their development and ultimate success (Rose 2009).

2.4.3 Intervention Programs

As mentioned, intervention programs particularly at the primary level are most
effective if they are systematic, continuous and frequent, building phonemic and phonic
awareness (Phillips & Kelly 2016; Rose 2009; Singleton 2009). Of particular
effectiveness are programs that are multisensory — that is, the information is conveyed
over several different senses simultaneously so that it is organized and stored in several
areas in the brain. This improves short-term memory by training the brain to store and
retrieve information from different areas, building stronger connections (Phillips &
Kelly 2016). Visual, auditory, Kinesthetic and tactile (VAKT) activities have been
recognized as perhaps the best way to strengthen those areas of weakness in memory
that dyslexic learners experience (Phillips & Kelly 2016; Rose 2009).

2.5  Dyslexia and Bilingual Learners
Of particular concern when considering bilingualism and dyslexia, are

challenges in determining the causes of difficulties among bilingual pupils in literacy
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and reading — is it dyslexia or is it caused by some aspect of bilingualism? As a term,
‘bilingual’ means being able to use (through reading, speaking, etc.) two or more
languages on a daily basis (Baker 2006; Martin 2009). Bilingualism can be further
divided into two types: simultaneous, when two or more languages are learned
concurrently, such as when children from mixed cultural backgrounds learn two
languages from birth; and sequential, when a second or more languages are learned
consecutively, such as when a student studies a new language at school (Baker 2006).
Either scenario refers to second language acquisition (SLA).

2.5.1 Language Acquisition and Retention

In the scenario where the student learns one language while at home, the first
language (L1), and where a second language (L2) is the language of instruction at
school, other complications become apparent. When there is no emphasis within the
school for the students to retain L1, they are likely to excel in language and literacy
proficiency in L2, often at the expense of L1 (Cummins 2000). There are additional
factors that can impact the success of students in learning L2 while retaining L1, such
as motivation and natural aptitude, importance or emphasis from family and/or the
community on keeping L1, etc. (Baker, 2006). In successful cases this is considered
‘additive bilingualism’ because the student has added a second language with a positive
outcome socially and cognitively.

In instances where L2 is viewed as superior to L1 for whatever reason, this can
lead to environmental stressors that negatively impact self-esteem and confidence, and
L1 is gradually lost as it is considered “lesser.” This can further have a negative impact
on L2 acquisition and cognitive development and is therefore termed ‘subtractive
bilingualism’. It is critical for school programs in a bilingual environment to consider

the additive and subtractive elements within the culture and the school environment, as
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these impact not only the acquisition or retention of the secondary language (used
mainly outside of school), but can lead to poor performance of students in language
studies in the dominant language of instruction as well. In Section 2.2 the role of
environment in the development of dyslexia was discussed; environment likewise has
a direct impact on general studies within the school, outside of the dyslexia context.
2.5.2 Dyslexia in a Bilingual Context

Dyslexia is difficult to recognize in children learning an L2, including ESL, as
it is common to consider student problems as due to second language acquisition and
the underlying problems of the student are ignored. This can result in a wrong or missed
diagnoses of dyslexia (Hall 2001), as difficulties with L2 acquisition can mask
indications of possible dyslexia.

Additionally, teachers in the L2 classroom will often assume that any
difficulties faced by their students are caused by the difficulties in learning a second
language, without considering that there may be underlying issues (Mortimore et al.
2012; Deponio et al. 2000). The United Kingdom (UK) Department for Education and
Skills” Special Educational Needs (SEN) Code of Practice (2001) details that dyslexic
learners will often show indications of dyslexia through irregularities across the
curricula; for example, a higher performance level in speaking/listening than reading
writing. Deponio et al. (2000) suggest that this differentiation could also be part of
potential dyslexia indicators in the bilingual L2 classroom.

Of additional concern is how to modify or extend the definition of dyslexia in
order to identify it in a multilingual environment or across linguistic areas. Additional
issues that should be considered include language orthographies and differences in
international education (age of school entry, education methods towards literacy,

cultural differences in language acquisition, etc.) (Rogoff 2003). Different languages
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themselves may have a structure, syntax or other feature that requires a different set of
linguistic skills and therefore any dyslexia may manifest differently (Goulandris 2003).

Researchers have discovered that even the comparative complexities of
different languages directly impact brain development, as the acquisition of those
languages with more complex orthographies (English being one of them) influence “the
development of reading and cognitive skills that underpin literacy” (Mortimore 2012).
Wolf and Stoodley (2008) demonstrated that the acquisition of language, and
processing the continually changing language constructs and systems, has an
“evolutionary impact” on the brain. However, there is disagreement as to whether there
is a single, central mechanism within the brain that underlies reading skills no matter
the language; or if there is a difference in what cognitive systems are used in gaining
literacy in languages that have, for example, different scripts or other central features
(Wolf & Stoodley 2008; Cummins 2000).
2.5.3 Challenges for the Bilingual Dyslexic Student

Ganschow and Sparks (2000) determined that if a student has a particular
strength or weakness in the sounds, structure and/or meanings of a language, these will
be true regardless of the actual language being learned. AlMannai and Everatt (2005)
likewise confirmed that although the languages in certain instances may be different
(such as English and Arabic), the underlying causes of dyslexia are potentially
analogous. Arries (1999) also determined that for L2 acquisition to be a success, the
student must use those specific language skills in which a person with dyslexia is weak
in L1. Ganschow et al. (1998) found that difficulties with both acquiring L2 and
learning L1 are connected; they devised the Linguistic Coding Differences Hypothesis

(LCDH) to create a framework for the difficulties FL learners experience; one result
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being that they could attribute some issues to an underlying Learning Difficulty (LD)
and not in learning an L2.

In fact, a student with dyslexia will face the same challenges learning L2 as they
had with L1, as it requires those same skills that are insufficiently developed in dyslexic
learners: sequencing, phonological/phonemic awareness, and short and long-term
memory (Wolf 2008). Processing differences associated with dyslexia can also cause
listening difficulties (Crombie & McColl 2001) which can further complicate L2
acquisition for the dyslexic student (Ziegler et al. 2003). Additionally, differences in
language structure between L1 and L2 (phonology, morphology and orthography) can
also have an impact, as these may require differences in cognitive structure, particularly
when considering the range of instructional methods for literacy (phonics versus whole
word, top-down versus bottom-up, etc.) that different school systems use in countries
around the world (Reid 2009).

To an extent, the challenges facing the dyslexic student when learning an L2
can be influenced by the structure of their native language (L1); “the idea of cross-
language transfer necessitates the consideration of L1 ability when understanding
bilingual learners’ difficulties in literacy acquisition” (Mortimore et al. 2012). There is
no consensus on what developmental linguistic deficits may have the greatest effect on
dyslexic learners and their acquisition of a second language. Primary possibilities are
phonological deficits and speed of processing deficits; both can be linked to dyslexia
across languages, but the ways in which they manifest and even the time/level in which
they become apparent in individual learners can vary, particularly depending on the
complexity level of the language (Ziegler & Goswami 2005). Even so, these aspects

“can all affect [a student’s] cognitive skills profile when considering risk of dyslexia
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and must be taken into account when programmes of support are designed” (Mortimore
et al. 2012).
2.6 Inclusive Education in the UAE

The development of special education in the UAE has gone through significant
changes over the last few decades following the foundation of the Federal Government
in 1971. The dedicated teaching of students with special needs started in 1979; Alahbabi
(2009) described the first SEND classes as SEND students from all levels (KG-12)
gathered in a single classroom. Later that was reformed to place students with physical
disabilities (such as visual or hearing impairments) in mainstream classrooms, while
the other SEND students who had mental disabilities were referred to special centers
called ‘center-based educational programs’ (UAE Ministry of Education 2010).

Inclusive education for students with special needs is a recent concept in the UAE,

which was presented initially through the School for All initiative by the MOE in 2010
(Alborno & Gaad 2014). The need for services within mainstream schools was
recognized following an extensive survey conducted by the MOE, which identified the
prevalence of children with special needs in mainstream classrooms, comprising mainly
speech and language disorders and learning disabilities (Abdat 2010; Gaad 2011).
2.6.1 Government Initiatives

Inclusion in the UAE was initiated by the Sharjah Early Intervention Centre in
1997 such that children with mild disabilities could be provided with equal educational
opportunities through appropriate placements which meet their needs (Alahbabi 2009).
As a result, special classrooms which were run by special education teachers started to
appear in government schools where students (most with learning difficulties, a few
with physical and sensory disabilities) were educated. These classrooms operated full-

time within mainstream schools, such that interaction with mainstream students was
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limited to play time or activity lessons. These early provisions did not include students
with severe disabilities, and some students with sensory and physical disabilities were
occasionally allowed to enroll in schools; there was no provision of support services.

This exclusionary model of services in mainstream schools was a prevalent
trend in the 1980s globally, including in the UK, United States (US) and Canada (Lupart
& Webber 2012; Porter 2008; Skrtic 1996). At the time educational support for students
with disabilities in public schools in the UAE was based on early intervention schemes
starting in Kindergarten (KG) or Cycle 1/Grade 1 (Bradshaw et al. 2004). Children were
referred to special classrooms in UAE schools by subject teachers after observation of
difficulties in coping with mainstream programs. The referral usually took place
following an assessment by a school-based team including an educational psychologist
and a speech and language pathologist (Bradshaw et al. 2004). Students in special
classrooms were also referred by the Ministry of Social Affairs (MSA) or Ministry of
Health (MOH). 1Q testing was the main criterion, where students with an 1Q less than
75 were referred to rehabilitation centers and those with 1Qs above 75 were referred to
the schools with special classrooms (Gaad 2011). These special classrooms only lasted
until Cycle 1/Grade 3, after which students would be placed back into mainstream
classrooms if they could progress academically; otherwise they were referred to
rehabilitation centers (Bradshaw et al. 2004).

With the introduction in 2006 of Federal Law 29/2006 regarding the Rights of
Persons with Disabilities, the UAE began to witness a major transformation of the
government’s special education policy as more students with learning disabilities were
enrolled in mainstream classrooms. The School for All initiative was a direct result of
the Federal law 29/2006, in which articles 12, 13, 14 and 15 specifically and clearly

support the inclusion of disabled students in mainstream schools aided with appropriate
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provisions (see Appendix 3). The articles covered all aspects of education for students
with special needs: access to equal opportunities in all educational and vocational
institutions with the curriculum provided in any appropriate methods (article 12);
government provision of means for diagnosis, curricula, communication methods, and
strategies for developing accessible learning and physical environments (article 13);
government provision of educational and training programs for providers (article 14);
and the formation of a government committee to oversee all efforts related to the
education of people with special needs (Article 15) (MOE 2010).

The drive for inclusive education has also been reinforced in the UAE national
charter, represented by the UAE Vision 2021 (UAE Vision2021 2018). Furthermore,
in 2010 the UAE ratified the International Convention on the Rights of Persons with
Disabilities (CRPD) (Gaad 2011), reiterating its commitment to the rights of people
with disabilities to share an equal status with their able-bodied counterparts in
education.

2.6.2 Inclusivity in Private Schools

As mentioned in 2.6.1, the MOE has a more involved role in both the oversight
of public schools and the implementation of its programs. Within the private school
system, the MOE provides licenses and accreditation for individual schools, and the
ministry or other government agencies conduct annual inspections (UAE Government
2020). However, each school determines its own curriculum, and they can vary widely
in their support for students with special needs — both in programs and in facilities. The
MOE mandates that all private schools must provide appropriate provisions and support
for any students they accept with the knowledge that they have a learning disability, but
the ministry has not yet completed specific guidelines in this regard (Bradshaw et al.

2004).
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The MOE has established a dedicated committee to oversee special needs issues
within public schools, and it is tasking this same entity with determining an appropriate
program to encompass private schools in the country. This program would include
specific requirements for acceptance of students with learning disabilities or special
needs into a private school, and for the availability of provisions, accommodations, or
any other support mechanisms to benefit these students (Bradshaw et al. 2004).

2.7  Conclusion

The literature review has shown that the detection and diagnosis of SpLD or
dyslexia is the initial step in a more involved process. Understanding the potential
causes can also impact the search for most effective practices to help students reach
their full potential. In the case of this research study, the bilingual school environment
adds another complicating factor. Along with the recent initiatives by the UAE
government to provide the ideal services and circumstances for all students, the review
has revealed the need for such research as the developments are new and the situation
somewhat unique. Therefore, the study and answers to the research questions will add
value to the literature. Details as to the structure of the research project and its resulting

data are discussed in the following chapter.
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Chapter 3: Methodology

This chapter provides a comprehensive methodological framework for the
study. It sets out the research approach and design, and methods for the collection and
analysis of data which is achieved through observations, surveys, interviews and
document analysis. Ethical considerations for the study are also covered in this chapter.
The strengths and challenges of students with SEND and supportive services were
provided and investigated using a qualitative-case study design (Yin, 2014) as well as

via a single method approach (Johnson et al 2007; Teddlie & Tashakkori, 2010).

3.1  Research Design
3.1.1 Philosophy of the Paradigms and Methodological Options

The aim of using interpretivist/constructivist paradigms is to demonstrate the
most  appropriate  methodological approach  for  this research. The
interpretive/constructionist paradigms are popular in special needs investigation in
scientific research as emphasized by Avramidis and Smith (1999:27). The impacts of
provision of educational services to support inclusive education programs for students
with dyslexia in both subjects taught by using L1 (Arabic) and L2 (English) was studied
using qualitative methods to enable a deep understanding of how students’ academic
achievements are impacted by the educational services in both subjects being taught
with L1 and L2.

Interpretivist/constructivist researchers argue that reality is subjective and has
multiple meanings which people construct through their actions in the social world. It
is essentially used to understand human action, and participation in research should be
allowed to reflect on the phenomena being studied and to act upon them (Robson,

2002). The interpretive approach studies the individual through small-scale, non-
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statistical research, interpreting the specific; in this context the researcher has an
inactive involvement and addresses ‘micro-concepts’.
3.1.2 Case Study Method

Case studies are important sources of research data (Cohen et al., 2018, pp. 375-
400; Hamilton & Corbett-Whittier 2013). As Punch (2005 in Cohen et al., 2018)
suggests, a case study can include a person, a group, organizations, events, roles and
relationships. It provides a unique example of real people in real situations, and enables
readers to understand ideas more clearly than simply with abstract ideas or theories
(Yin 2009 in Cohen, 2018, PP.376-400). According to Creswell (2013, p.97):

The case study method “explores a real-life, contemporary bounded system (a
case) or multiple bounded systems (cases) over time, through detailed, in-depth
data collection involving multiple sources of information... and reports a case

description and case themes.

Using a case study in this research allows the investigation of real-life situations
in the school’s daily program, with respect to educational provisions representing
classroom activities, teaching styles and sample daily interaction within the educational
environment. A case study approach enables the researcher to obtain some insight into
the implementation process through studying. Case studies can be implemented in
education fields (Bassy, 1999 in Cohen et al., 2018, p. 377), to inform decision-making
by policy-makers, practitioners and theorists. This is achieved by investigating
educational activities in a natural context that also takes into consideration respect for
the individuals involved.

3.1.3 Qualitative Case Study

The case study method is a powerful approach according to Merriam (1998),
who maintains that “reality is constructed by individuals interacting with their social

worlds” (Merriam, 1998, p. 6). In this study, the qualitative case study approach is
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adopted and offers the ability to interact with the participants in the field while carrying
out their daily practices inside and outside the classrooms, resulting in not only the
impact of provisions within inclusive classrooms, but in precious exposure to the
realities of inclusive education of native Arabic speakers with dyslexia in an ESL
school.

Moreover, Stake (1995) defines four characteristics of qualitative research
which are valid for qualitative case studies: holistic (considering interrelationships
among the educational services provisions, and their impact on the academic
progression of the targeted dyslexic students), empirical (basing the study on inside-
and outside-classroom observations), interpretive (relying upon researcher intuition,
viewing research basically as a researcher-subject interaction), and emphatic (reflecting
the indirect experiences of the subjects in an emic perspective).

The type of case study that has been used in this research depended on the
‘discovery-led’ purposes which utilize description, exploration, comparison and
explanation (Cohen et al., 2018, p. 377).

3.1.4 Single Case-Study

The rationale of utilizing a single case study is based on the intent to evaluate
the effectiveness of educational services provisions at a single school. The criteria
components used to select the school sample included an International school; a school
using English as the dominant language to deliver the curriculum and for
communication amongst students and staff; and a student population including native
Arabic-speaking students with dyslexia. The study sample was a single school,
however the research involved multiple units of analysis (the two students). According
to Yin (2003), the use of subunits within a single case study enhances insight and allows

more in-depth analysis.
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Dyer and Wilkins (1991) state that single case studies are preferable to creating
a high-quality theory because this approach produces extra and better theory, as well as
a deeper insight and understanding of the investigated theme. As Gerring (2004)
reports, the more case studies a scientific article has, the less observation time the
researcher has to study the cases; therefore a single case study allows for more focused
analysis.

In this research, the case-study subject is a mainstream, private school, with two
native Arabic students with dyslexia within a general classroom in Year 6 serving as
subunit participants of the study. The participants were also chosen as per study
criteria: native Arabic speakers, diagnosed with dyslexia, age 10 years or under,
bilingual with Arabic as L1 and English as L2, and enrolled in an inclusive EAL school.
The students were selected to allow a holistic understanding of the context and to obtain
more accurate data about the effectiveness of services offered by the school; they were
observed over the course of approximately one month.

Observations provide vital data as they are carried out in ‘real-life’ settings
(individualized support sessions, staff meetings classrooms, playtime, etc.). Interviews
are then used to confirm whether educational services are provided by stakeholders;
observations, field note taking and interviews triangulate the results. The resulting
analysis using content thematic analysis (coding), through identifying dominant
emerging themes is then utilized (Stake, 2006).

3.2  Sample and Setting

The current study analyses the impact of a private school’s educational services
when provided to support a native Arabic speaker with dyslexia to achieve academic
success in different subjects taught by using L1 and L2. Two male students in grade 6

from different classrooms taught by different teachers were observed. Both students
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speak Arabic as their first language (L1) whereas English is their second language (L2).
They were enrolled in an international private school since kindergarten to date.

This study required a sample of an international school whose student
population includes native Arabic speakers identified with dyslexia since lower primary
school. The case study school was chosen because it meets the criteria requirements,
was accessible for research, and had students among its population that qualified for
the study as per the subunit, participant criteria. A comparison was made of the
challenges faced by those students in subjects taught by using L1 and L2, in order to
analyse the effective provisions offered in different subjects taught by English, and
Arabic subject.

3.2.1 Sample Limitations

There are several factors that limited this study to one school and two
participants. The sample school is the only one that met all the selection criteria for this
study that was easily accessible by the researcher. Additionally privacy concerns had
an impact, as the study involves education and children; most private schools would
not allow access, and public schools follow a strict policy from the MOE regarding
security, effectively making those schools likewise inaccessible.

Only two students were chosen as subunits of the study, as they met all criteria
for participants. This number was limited by several factors, including the sensitive
nature of SEND and its recognition and acceptance (or lack of) in the general society;
the low number of students at the school who have been officially diagnosed with
dyslexia; and the willingness of parents to participate in the study. The results allow for
an indication of the system analysis, however it cannot be generalized.

Even with these limitations, there is value to the research due to the popularity

of international schools using English as a first language among Emiratis in the
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Northern Emirates, and the lack of qualified research. There is increased academic
market demand, however the implementation of an inclusive educational policy in
private schools is still limited and not well investigated in the Northern Emirates in

comparison to Dubai and Abu Dhabi.

3.3  Data Instruments

This section illustrates the tools that have been used to gather the data.
According to Bassey (1999), research offers diverse tools for data collection. It is
therefore important to select the tools that are suitable, in order to answer the research
questions. In addition, Cohen et al. (2018) recommend using triangulation of data
gathering instruments, such as observation and field note-taking, semi-structured
interviews, reflexive journals and documents where appropriate, during qualitative
research. Furthermore, using multiple sources or methods for data collection allows the
development of sound and comprehensive understanding of phenomena, as well as
providing the means to test validity (Cohen 2018; Yin 2009; Cohen et al 2007; Patton
1999).

In this research multiple data instruments were used, including observations and
taking field notes, semi-structured interviews and e-surveys.
3.3.1 Observations and Field notes

Observation allows the researcher an opportunity to directly record both
nonverbal and verbal interactions with participants (Good & Brophy, 2002), and lies at
the heart of many case studies (Cohen 2018). The observation tool was used as a basic,
essential step to cover the overall picture of the context. It covered all lessons that
targeted students that were included and pulled-out in order to understand the

framework of the inclusive context and educational services provided by schools and
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parents. The observation instrument was a developmental tool used over the timeline
of this study.

Throughout the study, observations were made by the researcher and field notes
were consistently documented during subjects taught using L2 (English), including:
literacy skills (reading, writing, listening and peaking) in the general classroom and
during pull-out sessions; library skills, math, science, designing technology (DT) and
physical education (PE) classes. Observations and field notes were also completed in
subjects taught using L1 (Arabic), including Arabic and Islamic studies (see Tables 1a
and 1b). To avoid confusion between both students’ observations, the researcher
dedicated week 1 observing S(1) and week 2 to observing S(2), individually. All
English and Arabic subject classes were attended for both students, while activities
subjects such as PE and DT were only observed for one student due to student absence.
For more details, Appendices 8 and 9.

Table 1a. Schedule of Observations for Student 1*

Subject Objective Periods Setting
what what when where
e Long division
Math & Science e Human digestive 3 General classroom
system
Library e Silent reading 1 Library
Moral Education | e  Self-esteem 1 General classroom
e  Grammar
Arabic ° Read!ng o 4 Avrabic classroom
language e Reading/writing test
o  Definitions
e Reading test
English Language | e  Spelling test 3 General classroom
e  Grammar
English literacy e Persuasive Writing i .
skills e Reading/spelling 4 Pull-out Session

e Guided reading (ALN classroom)

* Note: There were no activity classes attended because of student absence.
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Table 1b. Schedule of Observations for Student 2

Subject Objective Periods Setting
what what when where
e Long division
Math & Science e Human digestive 3 General classroom
system
General Classroom
PE e Foothall 1 (playground)
Designing e Khalifa Tower 1 General classroom
&Technology prototype creation (club)
Arabic ° Gram_mar .
lan e Reading 2 Avrabic classroom
guage
e Poem
e  Spelling test
English Language | ¢  Expanded noun 3 General classroom
phrases
o Narrative Writing
En_gllsh literacy . Graphl.c.organlzer, pull-out Session
skills pre-writing 4 (ALN classroom)
Reading/spelling
Guided reading

The researcher planned to start with observations that might be developed
during the study. The researcher’s role was to be a non-participant observer of all details
of the context and situation, per Cohen’s (2018) distinction that an observer stands apart
from the group in the context, while the researcher sits at the back of the classroom,
taking notes about the interactions amongst individuals within the setting. However,
because the researcher has partial hearing impairment, she sat closer to the targeted
student group in order to hear and see properly.

Observations and field note-taking were used to describe the daily details within
different settings, which enabled the researcher to build on and to develop the other
data instruments. According to Cohen et al. (2018) although observations are pre-

eminent in case studies, they are by no means the only source of data (p. 387).
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3.3.2 Semi-Structured Interviews

This research also included face-to-face semi-structured interviews. Dawson
(2009) notes that during qualitative research data collection, semi-structured interviews
are very common. Furthermore, Dawson argues that the researcher uses semi-structured
interviews to pursue an in-depth understanding of data as well as to compare and
contrast the responses of different participants. As such, it is essential that all
participants are presented with the same questions (Dawson, 2009).

An interview schedule was created for this research, which ensured the
researcher organised a suitable location and time for each one-to-one interview based
on the participants’ interesting. The researchers was informed of the location and time
designated for their interview. The ALN teacher, SENCO, Arabic Coordinator and the
two L2 classroom teachers attended individual sessions for their semi-structured
interviews; one of the two L1 teachers, the two 1:1 support assistant, and two parents
approached in this research responded via social media and email only. Because of the
ethical consideration where the researcher gave attention to respect the participants’
privacy and anonymity. The researcher looked to conduct the interviews in suitable
time and location and by the way that protect school’s staff, students’ parents Cohen et
al. (2018).

The purpose of the semi-structured interviews was to identify the participant’s
views regarding the effectiveness of the educational services provided to the students
with dyslexia within the inclusive mainstream setting. The responses were transcribed
verbatim allowing the researcher to maintain accuracy of the data. The interviews
included closed- and open-ended questions, and supported impartial analyses by

interpreting the collected data from different corners.

3.3.3 Documents Analysis
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Document analysis is another data-collecting instrument used in this study to
relate the educational services and provisions’ effectiveness to the academic
development of dyslexic students in both L1 and L2 subjects. Document analysis is
frequently used in research for the collection, review, examination and analysis of
various forms of text as primary sources of research data (O’leary 2004). The document
analysis for this study included the analysis of relevant documents and reports in four
main areas:

First, samples of diagnosis reports which indicate cognitive functions,
assessment and areas of learning difficulties;

Second, official documents issued by the Ministry of Education on special
education and inclusion policies;

Third, relevant literature on academic development for children with dyslexia,
factors affecting their progress, EAL with dyslexia, and the educational services
provided for both English (L2) and Arabic (L1) subjects; and

Fourth, the Individual Educational Programme plans (IEPs) of the sample
students from the school, to see if they are utilised and followed by teachers and to
identify the extent of response to the psychological report recommendations.

3.4  Gaining Access and “gatekeepers”

The issue of access and gatekeepers was of particular importance in this
research as it involves children and academic information. Gatekeepers are those who
monitor access, and their permission is required in order for a qualitative research study
to be conducted in a given environment as they possess the authority to permit or deny
such activity. In the case of a study site (such as a school), a letter can be issued to the

gatekeeper explaining the research study, the methods, schedule, and potential impact.
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In the case of e-surveys or other one-on-one methods, advanced permission can be
obtained from the participants (Cresswell 2013).

At an early stage of this research, the informed consent was obtained from the
principal of the primary school branch (see Appendix 4); this permission was the first
step to have access to the school. The researcher held meetings with the SENCO and
targeted students’ classroom teachers in person to discuss the proposed research and
the ethical considerations. Furthermore, the researcher emailed all stakeholders,
including the principal, SENCO, and classroom teachers after meeting them, attaching
the researcher declaration, study proposal and the university acceptance and enrollment
certificate.

In addition, the researcher obtained parental consent from the students’ parents,
with the SENCO’s coordination, via written consent letter (see Appendix 4). This was
done after an in-person discussion between the parents and the researcher, which
addressed the research scope, benefit, confidentiality and protection of participants’
rights and researcher data tools (including interviews, observations, documents, student
artefacts, and official reports). Gaining access to school and facilities in L2 (English)
classrooms was smooth, however, gaining access to L1 (Arabic) classrooms was not
permitted due to administration issues in coordination with the Arabic department.

Some data weren’t shown to the researcher in this study out of respect for the
confidentiality of students and families in community. For example, this study required
any data that measured students’ progress in academic aspects, however classroom
teachers were one of the highlighted gatekeepers who prevented access to some data
such as tests and final grades.

3.5 Ethical Considerations, Confidentiality & Anonymity
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According to Cohen et al. (2018) the researcher needs to obtain consent from
the participants that will be observed, interviewed and questioned. In addition, it is
highlighted that ethical research involves an agreement between the researcher and the
sample group about the way the data will be utilised. The researcher guaranteed that all
data collected in this research study would not be shared with any third party, and that
any identifying information would remain entirely confidential. In addition, the
researcher followed ethical interview protocols (Qu & Dumay 2011) with all interview
participants related to the target students in this research (see Table 2). The researcher
obtained permission from all participants, and scheduled the time and setting for the
interviews. All in-person interviews were conducted at the participants’ offices, at
different times according to their schedule. All participants received both a soft and
hard copy of the interview questions before the meeting.

Table 2. Interview Participants

In-Person Written

Via email/social media
English Classroom Teacher 1 | Arabic Classroom Teacher 1
English Classroom Teacher 2 | 1:1 Support Assistant 1

SENCO 1:1 Support Assistant 2
ALN TA Parent 1
Arabic Coordinator Parent 2

The interviews were recorded, with permission, and transcribed, including the
researcher’s declaration and questions. Interviews conducted in Arabic were
transcribed and then translated into English. For those interviewees who responded via
email or social media, ethical considerations were likewise respected.

All interview transcriptions were reviewed by the respective participants
(interviewees), which allowed them to make any corrections or revisions they felt
necessary or appropriate before the data collection phase was completed.

3.6 Timeline
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It took nearly two months to select the sample group at the school. The parents’
permission was the next step after getting informed consent from the principal of the
primary branch, based on the SENCO’s guidance. Gathering data took an additional
month, with two weeks spent conducting the observations and interviews, followed by

two weeks to wrap up and complete the missing data and documents.

3.7  Coding and Content Analysis

Qualitative analysis is necessary to reduce a copious amount of data to be
manageable and comprehensible. Content analysis is a way of respecting the quality of
the qualitative data (Cohen et al., 2018) and is a common way of managing and
comprehending data in qualitative research. Cohen et al. (2018) define content analysis
as a process which reduces the material in classifying many words of the texts into
fewer categories. Coding textual sources is achieved by giving a code, name, or label
to a piece of the text, while non-textual material requires annotation and notes which
are added with coding. Codes might be descriptive, potentially including events,
activities, situations, processes, perspectives, relationships, etc. (Cohen et al., 2018, p.

674).

3.7.1 Thematic Analysis

Thematic analysis is a method that depends on the coding, and is a method of
analysing qualitative data. It is usually applied to a set of texts, such as interview
transcripts. The researcher closely examines the data to identify common themes,
topics, ideas and/or patterns of meaning (Cohen et al., 2018). There are various
approaches to conducting thematic analysis, but the most common form follows a six-
step process:

1) Familiarization. Conduct a complete overview of all collected data before

beginning the analysis.
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2) Highlighting. Single out short sections of the data, and devise shorthand
labels to describe their content.

3) Generating. Looking at the labels, identify patterns and begin to develop
themes.

4) Reviewing. The themes should then be compared to the data, to ensure they
are accurate representations.

5) Defining. Once the themes have been reviewed and confirmed, a final list
can be constructed that includes definitions of each theme.

6) Writing. Complete an analysis of the data, based on the themes.

3.8  Conclusion

This chapter outlined the method and methodology of the research project,
which is a qualitative, single-case study. The data instruments were reviewed,
including observations and field notes, semi-structured interviews and documents
analysis. The importance of access and gatekeepers highlighted the difficulties the
researcher faced in some aspects of the study, while ethical considerations and the
privacy of the student participants was emphasized. Having reviewed the analysis
methods chosen for the study, the next chapter presents the data and results of that

analysis.
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Chapter 4: Findings and Discussion

This chapter presents the findings from a study of educational services
provisions for native students with dyslexia, resulting from triangulation in order to
develop a comprehensive understanding of phenomena (Patton 1999, p. 1189-1208) —
including Observation and Field Notes, Semi-structured interviews and Documents
Analysis. A discussion section will include the thematic analysis which connects all

data together in order to answer the research questions as outline in Chapter 1.

4.1  Findings from Observations and Field Notes
4.1.1 School Environment

The school investigated in this research follows International and UK curricula,
where the majority of students enrolled speak English as an Additional Language
(EAL). It consists of grades 1 to 13; however, per UAE Ministry of Education directives
there was a realignment of grade levels, whereby the students under study in this
research were shifted from grade 4 (primary) to grade 6 (secondary). They are in a
unique situation in which they fall under teaching and administration staff from the
secondary level, but under the primary level for subjects taught in Arabic (Arabic
language, Islamic studies and social studies).

English language is a dominant language in this setting, with Arabic and French
regarded as Foreign Languages. Arabic is covered according to the UAE Ministry of
Education’s requirements, with half as many courses as English subject periods.

Although not having an official philosophy of inclusive education, the school
offers the opportunity for students with dyslexia to be included within general
classrooms and to be provided with educational services. These services are not limited

to dyslexia, but also are available for students reflecting a lower level due to language
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barriers. The school provides these services based on structured inclusion processes for
SEND students as shown in Table 3.
Table 3. Inclusion Processes for SEND students

Step 1 Class teacher identifies student having difficulties to grasp as peers

Alternative teaching & learning strategies are implemented as

Step 2 differentiation; if all attempts fail, the student is referred for assessment.

Classroom teacher, ALN TA and SENCO notify the student’s parents in

Step 3 writing.

Once professionally diagnosed and notified by the parents, the school
Step 4 . .

team will establish an 1EP.
Step 5 Pull-out sessions are arranged depending on the child’s needs.

4.1.2 Observation of Student 1

S(1) has been diagnosed with cognitive and learning disabilities. He has an
Individualized Education Plan (IEP), 1:1 support assistant (since grade 2) and daily, 50-
minute remediation pull out sessions for English literacy and guided reading using
targeted interventions and strategies.

Several observations of S(1) were conducted within English, math, science and
Arabic inclusive classrooms, as well as the pull-out sessions. S(1)’s school attendance
is irregular, which leads to missing activity subjects such as PE and Desigh &
Technology (D&T). (Details and field notes can be seen in Appendix 9.)
4.1.2.1 English

S(1) is included within the general classroom. Reading expectations in grade 6
are more rigorous and the students are expected to perform individually for an extended
period of time. The primary special educational service provision for S(1) was a 1:1
support assistant. There were no assessment modifications or accommodations
provided for S(1), other than having questions read to him (without comprehension
help); the support assistant was pulled to assist with another, non- dyslexic student; S(1)

remained focused on trying to read, using his finger to follow the words on the page.
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4.1.2.1.1 Grammar

Several different instructional activities were demonstrated in the inclusive
classroom, with the 1:1 support assistant sitting alongside S(1). For those activities
where the students were asked to integrate and work on a task together, S(1) became
super active, engaged with the VAKT teaching style. When the teacher performed an
assessment where each student was given the same task to perform individually, the 1:1
support assistant acted as S(1)’s collaborative partner, with S(1) using limited social
skills; the 1:1 support assistant was more interactive, breaking down the concepts into
smaller parts, and using body language, facial expressions, etc. to activate S(1)’s
interest; in this way the assistant took on a major role, while the classroom teacher had
a minor impact in comparison; S(1) was willing and excited to learn. The use of a smart
screen in the classroom was somewhat successful, in that S(1) was able to respond to
the teacher’s questions, but only after a long pause.
4.1.2.1.2 Library

S(1) is included with peers at the library, but does not have a 1:1 support
assistant. S(1) was off task, talking and disruptive. In the presence of the teacher he
was attentive and focused, but this changed once the teacher moved on to other students.
4.1.2.1.3 Math

S(1) is included in the math classroom along with a 1:1 support assistant; there
is also an ALN TA present to assist anyone. After modelling the problem, the teacher
had the students work on problems individually or in pairs; S(1) was observed working
only with the 1:1 support assistant, and struggled even with simpler problems. There
was a large gap between the work S(1) could do and the other students in the class.

There was modification of the curriculum for S(1), assessments were not

observed. He was comfortable and confident working differently than peers as long as
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he was integrated within a social context; i.e. manipulating flash cards, using a white
board, working interactively with the 1:1 support assistant. The assistant again used
body language and expressions to engage S(1); also verbal cues were noted, where S(1)
was predicting the answer but would look to the 1:1 support assistant for confirmation.
He would check his work by comparing with his friends. Overall S(1) demonstrated
low self-esteem in math, where he was noticeably uncomfortable and unconfident.
4.1.2.1.4 Science

S(1) is included in the science classroom, along with a 1:1 support assistant,
where reading literacy is part of the curriculum. The lesson was conducted through a
video, class discussion, and a worksheet. S(1) showed interest in the video, but did not
seem to have full comprehension and was off task.. All students were given the same
worksheet, with no differentiation for S(1). The 1:1 support assistant tried to reinstruct
the lesson; S(1) was responsive, but clearly exhausted. He was less engaged and
inactive overall.
4.1.2.2 Pull-Out Sessions

The ALN TA coordinates with classroom teachers to create a parallel
curriculum for SEND students and others, where they are taught the same general topics
as in the general classroom but with modified content. Work during the sessions is both
individual and with a partner/peers; but S(1) doesn’t interact with peers, only with the
1:1 support assistant.
4.1.2.2.1 Persuasive writing

This subject is taught using a smart screen with attractive fonts and colors. S(1)
is one of three students in the class, which he attends with his 1:1 support assistant. The
assistant was observed trying to elicit answers from S(1), but ultimately wrote her own

answers as he seemed moody and unable to concentrate or interact.
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Ultimately, the assistant plays an effective role, moving to different literacy
skills while encouraging and working with S(1) in ways to best keep him engaged and
focused.
4.1.2.3 General Classroom -- Arabic

S(1) is included within Arabic language classrooms, without a 1:1 support
assistant. The Arabic language teacher had not been informed about the research project
or investigation/observation, and in fact disagreed with S(1)’s assessment as dyslexic,
feeling S(1) is similar to about 40% of his students. He did not know about Dyslexia or
SPLD, however he was concerned and passionate towards his students.

S(1) showed much greater confidence in the Arabic classroom compared to
English; he was active and engaged, although did not seem to have full comprehension.
The teacher suggested that S(1) was an average student. S(1)’s mother tutors him at
home, so he comes to class having practiced and with completed homework.

Assessments were not modified in any way. S(1) sat without working on his
exam paper for ten minutes before abandoning it; once the teacher noticed, he attempted
to help by reading the question and explaining, but he is unable to do so for every
question and for each student who may ask. S(1) was comfortable with the teacher and
stated the exam was “not so bad.”
4.1.2.3.1 Islamic studies

S(1) is included in the general Islamic studies classroom, taught in Arabic,
without a 1:1 support assistant. The teaching style was traditional — teacher-centered,
with a textbook and worksheets. S(1) was slow to answer questions, sucking his fingers
or biting nails, and his peers didn’t give him opportunity to answer; he copied their

answers. S(1) struggled with abstract meanings or answering deductive questions.
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There was no curriculum modification or differentiation; the teacher relied on

group work and discussions, which kept S(1)’s interest as he wanted to collaborate with

peers, but without understanding the task.

4.1.2.4 Conclusions

A summary of the conclusions after completing observations of S(1) is shown

in Table 4.

English
Reading

Grammar

Library
Math

Science

Special Sessions
Pull-Out
Sessions
Persuasive
Writing

Arabic
Language
Studies

Islamic Studies

Provisions

1:1 support assistant

1:1 support assistant

1:1 support assistant
ALNTA
Curriculum modification

1:1 support assistant

1:1 support assistant
ALNTA

1:1 support assistant
ALN classroom

Class Style

Individual work

Work in peer groups
Individual work
Smart Screen
Individual work
Work in peer groups
Individual work

Video
Class discussion
worksheet

Work in peer groups
Individual work
Individual work

Traditional — teacher
centered, with textbook
and workbook

Traditional — teacher
centered, with textbook
and workbook
Group  work
discussions

and
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Table 4. Summary of notes for Student 1 Observations

Notes

Focused and trying

Assistant only allowed to read
questions

Assistant pulled to help others

No  accommodations  or
modifications

Willing and excited

Assistant more interactive

Responded to kinesthetic style

Off-task and distracting others

Low self-esteem

Would not work with peers

Responded to interactive
assistant

Clear gap between S(1) and
class peers

Exhausted and not engaged

Would not work with peers,
only the assistant

Moody, not cooperative

Sometimes assistant wrote own
answers, but overall
interactive and effective

Showed greater confidence

No  accommodation,  but
teacher tried to help with
reading test questions as
possible

AT(1) not aware  of
SEND/dyslexia, considers
S(1) on par with 40%

Slow to answer, copied peers

Struggled with abstract ideas
and deductive questions

Responded well to working
with peers, but lack of
understanding



4.1.3 Observation of Student 2

Student 2 (S(2)) was observed in inclusive English (including science and math)
and Arabic language classes, in addition to pull out sessions with a small group for
English literacy skills and guided reading within the ALN TA teaching room. (Details
and field notes can be seen in Appendix 10.)

S(2) is a dyslexic student who has been enrolled in this school since grade three,
when he was diagnosed with dyslexia as well as having weak visual sense (has
corrective eyewear). He appears well-behaved, but not social with other students only
his 1:1 support assistant and other adults at the school; there is less monitoring and
communication by the parents with the school staff. Despite his learning challenges he
was moved from grade 4 to grade 6, as per government directive.

S(2) has been provided with an Individualized Education Plan (IEP), 1:1 support
assistant (since grade 3) and remediation sessions where he is pulled out for 1-2 50-
minute sessions daily for English literacy and guided reading.
4.1.3.1 Reading

The classroom English teacher (ET(2)) teaches English, Math and science
subjects, where S(2) is included within the general classroom. S(2) was responsive to
brief encouragement from the teacher at the beginning of the class, which was taught
using an “acting out” strategy, using presentation skills to elicit assessments by the
students; all students were motivated, S(2) was on task but not interacting at all with
the teacher or peers.
4.1.3.1.1 Grammar

The class was interactive as students were invited to a carpet to sit and discuss
the lesson. S(2) was fully motivated and interested to approach the teacher and to

change routine. ET(2) used pictures and puzzles as part of the lesson, and music to
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reinforce; S(2) was observed following along and accurately answering questions from
the teacher; he was pulled out of this lesson in the second hour.
4.1.3.1.2 Spelling

S(2) was observed having a spelling assessment during this inclusive class. He
has a modified test different than his classmates, based on his cognitive and learning
disability. The spelling test was conducted with another TA and he received low scores;
when working independently his scores were even lower.
4.1.3.1.3 Math

According to parent feedback, S(2) is strong and motivated to work in math. His
classroom teacher (ET(2)) plays a positive role in reinforcing student learning through
her speech, working towards greater student. The 1:1 support assistant appears
challenged by S(2), acting nervous and unsure.

S(2)’s seating in this class makes it difficult for him to access what is written on
the board, causing him to go off task. The 1:1 support assistant repeated instruction on
the small white board. S(2) is interested and motivated but slower than his peers,
completing one problem in the time it takes the others to finish three.

The teacher does not focus on S(2), but doesn’t ignore him either; her
assessment style is to call small groups of students with a homogenous ability level to
evaluate their understanding; this helps those struggling to avoid embarrassment. S(2)
was observed attempting to complete problems individually, but needed more time.
4.1.3.1.4 Science

S(2) is included in science. He was observed daydreaming during the lesson,
while the 1:1 assistant was writing the key points of the lesson in order to help him
separately. The lesson was taught in a traditional style, with the teacher writing on the

board and the students copying answers. S(2) worked with peers but depended on
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copying answers from the 1:1 assistant. He seems more dependent when he loses
motivation because of the teaching style or difficulty of the material.
4.1.3.1.5 Designing & Technology

S(2) is included in this subject which focuses on science, technology,
engineering, arts and mathematics (STEAM). The teacher was friendly and effectively
interactive. There was no distinction between students because of their academic level,
only collaboration and responding to structured roles. S(2) was an enthusiastic
participant. He was shown to be collaborative and motivated to listen and follow
instructions. Moreover, he was tasked with explaining his work to others, which can be
difficult, but his teacher kept reinforcing him and pushing him further to do it with extra
time. It was the first time that S(2) was observed as a human who has feelings and
impact on his surroundings, he seemed to be flying free of academic conditions. He
spoke freely but brokenly, collaborated, and responded to all, moving and using motor
and sensory skills efficiently.

This was in stark contrast to his demonstration in classes with a moral education
subject, where he was lost and off-task. The lesson had complicated philosophical terms
and concepts, and additionally was taught in a traditional style which killed S(2)’s
motivation.
4.1.3.2 Pull-out Sessions

Both S(1) and S(2) are tutored by the same ALN TA who is teaching EAL
students, those with dyslexia or otherwise at a lower academic level, in small, mixed
groups of 3-5 students. The students are dependent on the teacher, but the 1:1 support
assistant follows S(2).

S(2) is confident to speak, participate, express himself, and discuss with his

peers and the ALN TA; he is engaged and friendly. Whereas in other contexts he
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remains rather silent, in this class he interacts positively with the ALN teacher. After
attending Arabic lessons, S(2) becomes nervous and off-task within the ALN
classroom. However the ALN TA efficiently manages his behavior, demonstrating
passion and rapport; S(2) interacted with her confidently and tried his best to share
answers, which were mostly accurate. He finds difficulty in visualization of the written
word; he has good comprehension, but is limited when speaking with others. He was
engaged most with drama and story-telling instructional method. He did not need the
1:1 support assistant in this session.

S(2)’s IEP has not been updated since last year; there is no particular
intervention for reading and writing, other than using visual aids and media with games
within a social context. S(2) was ultimately removed from the pull-out sessions for
reading.
4.1.3.3 General Classroom -- Arabic

The Arabic class for S(2) is on the primary school campus and taught by primary
teachers. It has already been discussed that the students in grade 6 are technically part
of the secondary school, but there are some aspects of their schooling that is still
overseen by staff in the primary section (see Section 4.1.1). This complication was
revealed during the course of the study.

The teacher had not been notified of the study, and was not aware that S(2) had
a psychological report and had been formally diagnosed with dyslexia. Coordination in
primary school seems to be disorganized; the teacher and Arabic coordinator didn’t
permit the researcher to continue until verbally informed in person by the SENCO. This
same scenario occurred with S(1)’s Arabic teacher and the Arabic staff in the primary

section, resulting in a clash between the Arabic teachers and administration.
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There is no 1:1 support assistant and no ALN (TA) in the class. S(2) is regarded
as all students who have fallen behind; he sat with a homogenous group, and was
bullied.

The teacher followed a traditional method, focusing on students with a higher
ability level; the remaining copied from the board. Some effort was made to include
music and engage the students, however S(2) was off task throughout and unable to
complete the work as he needed extra time and physically he was unable to see the
board (located behind him) (see Appendix 1). There was no accommodation, although
he was motivated and gave attention to the national song because it was about UAE.
4.1.3.3.1 Spelling

S(2) was scheduled to have an assessment, however the researcher was not
allowed to remain in the classroom and was asked to leave by the teacher.

In Arabic classes S(2) appeared as if he was absent, when he was in fact in the
class. In addition to bullying by peers, he doesn’t interact or participate; whether
because of his inability to access the curriculum, the lack of supportive provisions, or
the manner of his peers who were unable/unwilling to collaborate with someone having
SEND or at a lower capability level.
4.1.3.4 Conclusion

A summary of the conclusions after completing observations of S(2) are shown

in Table 5.
Table 5. Summary of notes for Student 2 Observations
Provisions Class Style Notes
English
Reading 1:1 support assistant ~ Encouragement Responsive
“Acting out” strategy ~ On task but not interacting with
teacher or peers
Grammar 1:1 support assistant  Interactive, on carpet Followed along and accurately
Pictures, puzzles answered questions
Music
Spelling 1:1 support assistant  (observed during Performed best with 1:1 assistant;
Modified assessment  assessment) lower score with different TA;
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Math 1:1 support assistant

Science 1:1 support assistant

Design & Tech  1:1 support assistant

Special Sessions

Working towards
independence
Group assessments

Traditional style
Work with peers

Interactive
Peer collaboration

even lower score when
working independently
Seating arrangement is difficult
Motivated and tries to work
independently, but slower and
needs more time
Daydreaming and not interested
Enjoyed working with peers, but
copied answers from 1:1

assistant
More dependent with less
motivation
Highly motivated and

collaborating

Confident, vocal and engaged
Support assistant not needed

Difficulty  visualizing  written
word

Engages with drama and
storytelling

Focus on higher-level students

No accommodation

Teacher not aware of
SEND/dyslexia,  considers
S(2) on par with all lower
level students

Off task throughout, bullied by
peers

Pull-Out 1:1 support assistant ~ Work in small peer
Sessions ALN TA groups
Aids and assistive tools
Smart screen
Arabic
Language Traditional
Studies Some use of music
Spelling (researcher not permitted to observe)
4.2 Findings from the Interviews

The interviews allowed for a wider understanding of how the educational

services were employed to support dyslexic, native Arabic students at a mainstream
school. All interviewees were shown the interview questionnaire before meeting (see
Appendix 13), with appointments then scheduled according to interviewee availability.
The sample studied included internal support for the student (school staff) and external
support (parents). Interviews were conducted face-to-face and via text sent through

social media as summarized in Table 6.
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Table 6. Interview sample and method

Internal support
English Teacher 1

5 Face-to-Face English Teacher 2
° SEND coordinator
8 Teacher Assistant
[<5] .

n . Support Assistant 1
Written Support Assistant 2
Face-to-Face Arabic Coordinator

)

E Written Arabic Teacher 1

a
Declined Arabic Teacher 2

External support
By Phone Parent of S(1)
Written Parent of S(2)

4.2.1 Semi-structured interviews with Classroom teachers

Analysis of the teachers’ responses allowed the following themes and
subthemes to emerge, with their summarized responses shown in Table 7:

1. Attitude toward inclusive education for dyslexic and EAL learners

2. Experience with teaching in an inclusive classroom and EAL

3. Special needs/challenges of targeted students with dyslexia

4. School system and Educational services (provisions) for dyslexia

5. Promoting students’ primary language (Arabic) to strengthen English

Language skills

6. Recommendations to improve provisions for SEND with dyslexia
4.2.1.1 Attitude toward inclusive education for dyslexic and EAL learners

Both ET(1) and ET(2) agreed with inclusive education for EAL learners within
mainstream schools using a British curriculum. ET(1) emphasized its importance for
all students in the class, not just the dyslexic student. ET(2) likewise stressed that all
students benefit from an inclusive classroom as this builds social skills, relationships,

respect and tolerance.
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4.2.1.2 Experience with teaching in an inclusive classroom and EAL

Both teachers have extensive experience in teaching in an inclusive classroom
with various SEN, however the addition of EAL is challenging. While ET(1) has had
Continuing Professional Development (CPD) training and experience with students
having various needs in the UK, he has not been trained specifically in dyslexia. ET(2)
also acquired most of her knowledge and experience with dyslexia while working in
the UK, including having students in her classes and dyslexia -specific CPD; however
she feels that the school is unable to offer CPD in dyslexia to staff currently due to
changes in the school structure.
4.2.1.3 Special needs/challenges of targeted students with dyslexia

ET(1) noted that S(1) had English reading struggles common to EAL, and did
not show dyslexia difficulties in math. He was unable to identify where S(1) would fall
on the spectrum, and whether he would have similar struggles in L(1) (Arabic). S(2)
has trouble with verbal understanding and memory; therefore ET(2) expects S(2) to
have these same difficulties in an Arabic classroom as well. ET(2) also felt that with
Arab students it can be difficult to determine whether they struggle because of ALN or
EAL needs.
4.2.1.4 School system and educational services (provisions) for dyslexia

According to the both ET(1) and ET(2), the school system is providing students
with efficient educational services for transition year students (Grade 6). Both ET(1)
and ET(2) also stated that teachers are given a register of individual children’s notes
about SEN and EAL at the beginning of the school year, in addition to notes from
previous teachers.

ET(1) discussed the transition between primary and secondary; there are no

IEPs in secondary, however S(1) has a Support Assistant who coordinates with ET(1)
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and the secondary SENCO. ET(1) also works with the SEND department and ALN TA
to create a parallel curriculum for pull-out sessions. He feels that S(1) is gaining
confidence. ET(2) likewise coordinates with the Support Assistant, ALN TA and SEND
department as requested; she also mentioned that while the plan is created in school it
is shared with the parents.

4.2.1.5 Promoting students’ mother language (Arabic) to strengthen English
Language skills

Both ET(1) and ET(2) felt that students could benefit by having a bilingual 1:1
support assistant. This is more critical when the student is younger; both teachers
emphasized that by secondary the students, enrolled in a British curriculum school,
should be immersed — thinking and talking in English. Having bilingual help at that
point could impede fluency.
4.2.1.6 Recommendations to improve provisions for dyslexia

According to ET(1) the child should work by different supportive assistants on
a case-dependent basis, with an emphasis on developing social skills; by secondary
(Grade 6) students will need to be more independent. Parents should be realistic about
the student’s abilities present and future, and be mindful of attendance as repeated
absences have a particularly negative effect on academic achievement in dyslexic
students.

ET(2) likewise stressed the parental role and acceptance of differences in
children, who learn differently and have different struggles. She also mentioned the
importance of developing social skills and their impact on academic achievement, and
the need for early screening.

Table 7. Classroom Teacher Interviews summary

Inclusive education in mainstream schools

1 Attitude Benefits all students, not just dyslexia
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2 Experience

3 Challenges

4 Provisions

5 Primary language

6 Recommendations

Experience teaching in inclusive classroom

Limited experience in bilingual school

Current school unable to offer dyslexia CPD at the
moment

ET(1) —no formal training in dyslexia

ET(2) —training in SEN (personal time)

Difficult to determine if problem is SEN or EAL based

ET(1) — unable to determine if SEN or EAL based

ET(2) — expects S(2)’s difficulties to show in both
languages

Teachers are given notes from prior years

Teacher coordinates with support assistant, TA ALN and
secondary SENCO

IEP plans are shared with parents

Bilingual support assistant helpful
Bilingual help in primary years
Immersion critical in secondary years for fluency

Emphasis on developing social skills

Work more towards independence in secondary
Parental acceptance

Early screening

4.2.2 Semi-structured interviews with SEND department staff

Face-to-face semi-structured
coordinator (SENCO) and Teacher Assistant (ALN TA). The Support Assistants
declined face-to-face interviews and instead their responses were closed and written in
documents sent by e-mail (see Appendix 13). The analysis of SEND department staff

responses revealed the following themes and subthemes, with a summary shown in

Table 8:

1. School system and SEND Services provided

2. Parents’ role

3. Importance of strengthening L1 (Arabic)

4. Recommendations to improve the educational services for the EAL (native

Arabic) students with dyslexia

4.2.2.1 School system and SEND Services provided

Regarding identification and notification of classroom teachers, the SENCO

collects a list of students who have dyslexia at the beginning of the school year, emails
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the list to teachers and makes it available on the school’s electronic system; the
information includes student needs, teacher support methods, etc. which can also be
accessed by meeting directly with the SENCO. The ALN TA has access to medical
and/or psychological reports, along with prior academic performance, and directly
contacts teachers electronically and in person.

In cases where the student has not been previously identified, any concerns
noted by the teacher are relayed to the ALN TA, who observes the student and, based
on set benchmarks, makes recommendations for accommodations the teacher can make.
In the event these are not successful then the parents are informed and a referral for
further evaluation is made. Based on diagnosis, an IEP is collaboratively developed
(with SENCO, ALN TA, 1:1 support assistant, teacher, parent, and student). IEPs are
reviewed at least each year, sometimes each term.

Educational services provided include 1:1 support assistant; ALN TA who
conducts small-group parallel pull-out sessions; and various general classroom
strategies such as cover overlays, use of bullet points on smart screens, etc.
4.2.2.2 Parents’ role

All agreed that parents play a vital role in supporting students in general, and in
particular students with dyslexia; they continue to work with the students at home, and
have the main responsibility for their children. Both the SENCO and ALN TA
emphasized that greater partnership and teamwork between parents and teachers/school
staff is needed.
4.2.2.3 Importance of strengthening L1 (Arabic)

All agreed that strengthening L1 (Arabic) would lead to stronger skills in L2
(English); and they recognized a discrepancy between the quality and quantity of

services to support students in Arabic classrooms as compared to English classrooms
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within the school. They recognized the importance of L(1) fluency, since additional
languages are learned on the basis established by learning a primary language.

The interviewees likewise noted a difference between the Arabic department at
the primary and secondary levels, with the primary Arabic subject teachers less aware
about dyslexia and utilizing the traditional, teacher-centered class style; and the
secondary Arabic department was noted as having an efficient coordination of dyslexic
students and provisions. The students under study in this research, although they are in
secondary, fall under the scope of primary for Arabic as they are in grade 6 and this is
regarded as a transition year in the school.
4.2.2.4 Recommendations to improve the educational services for the EAL (native
Arabic) students with dyslexia

The SENCO stated training of staff and teachers is essential, which is unfortunately
limited in this region; likewise early screening, working towards shifting the cultural
mindset, and updating official policies towards inclusive education. The ALN TA also
mentioned training, but placed more emphasis on collaboration and communication
between all concerned, including Arabic teachers, and utilizing new methods and
methodologies. The Learning Support Assistants either declined to answer or stated that

they had nothing to suggest.

Table 8. SEND department staff Interviews summary

Inclusive education in mainstream schools
Information shared from prior years
School system Set procedure for determining new SEND students
and provisions 1:1 support assistant
Small-group pull-out sessions with ALN TA
Modifications within the general classroom

Main responsibility for children
2 Parents’ Role Continue school efforts at home
Greater partnership/teamwork needed

54



Stronger primary language leads to stronger additional
language

Discrepancy between services offered in English and
Arabic classrooms

Discrepancy between SEND organization in Arabic
department at primary and secondary levels

3 Primary language

Training of staff and teachers

Early screening

Shifting the cultural mindset

Greater collaboration and communication among all

4 Recommendations

4.2.3 Semi-structured interviews with Arabic department

The coordinator of the Arabic department in the primary school participated in
a face-to-face semi-structured interview; Arabic teacher 1 (AT(1)) shared his closed
responses via social media, while Arabic teacher 2 (AT(2)) declined to be interviewed.
Analysis revealed the following themes, with a summary of responses given in Table
9:

1. Inclusive education for dyslexic and EAL learners

2. School system and Educational services (provisions) for dyslexia

3. Intervention for students with Dyslexia

4. Recommendations to improve provisions for dyslexia
4.2.3.1 Inclusive education for SEND and EAL learners

Both the Arabic Coordinator and AT(1) have over three decades of teaching
experience, respectively. Both agree with inclusive education, and they believe that this
school is an inclusive school, including in the Arabic department.
4.2.3.2 School system and Educational services (provisions) for dyslexia

The Arabic coordinator stated that they have inclusive classrooms where
dyslexic students are attending with 1:1 support assistants. Additionally the students
have IEPs -- all students showing poor performance, whether dyslexia or with low
academic ability. The Arabic department receives a list of students from the SENCO

who have been diagnosed with medical or psychological issues, or any other SEND
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concerns; sometimes an entry only has the student name with no details, and sometimes
the Arabic department disagrees with the SENCQO’s determination (cites cultural
differences). There are classroom interventions such as an enrichment reading plan.

According to AT(1) there is poor coordination between the Administration staff
and general classroom teachers. This is in contrast to the Coordinator, who claims that
the coordination among all staff at the primary school is excellent. Weekly lectures
have been organized to further develop teaching skills, with topics such as question
styles, critical thinking, etc.

Accommodations and modifications are made within the classroom, but are not
reflected in the official grading notebook; it is designed as an encouragement for
students only. Additionally, the classroom teachers will create leveled materials for the
same task to accommodate students.
4.2.3.3 Intervention for students with Dyslexia

Regarding interventions used to support students with dyslexia, a guided
reading program has been adopted this year although it has not yet been implemented.
The program involves students reading books from the library at home and teachers
creating activities based on this approach, with some variance between teachers.
4.2.3.4 Recommendations to improve provisions for dyslexia

Both the Coordinator and AT (1) stated that greater family support is needed, the
coordinator further stated that classroom teachers are the focal point for supporting
students with dyslexia and determining accommodations, while the AT(1) emphasized
collaboration and coordination.

Table 9. Arabic department Interviews summary

Inclusive education in mainstream schools
School in study considered inclusive
Avrabic department considered inclusive

Inclusive
education
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1:1 support assistants and IEPs
Files sent from SENCO

2 School system Sometimes no details given, disagree about diagnosis
and provisions Classroom interventions and accommodations
AT(1) — lack of coordination between classroom and
admin
3 Interventions Guided reading program — not yet implemented

Greater family support

4 Recommendations AT (1) — more coordination and collaboration

4.2.4 Semi-structured interview with Parents
Parent (1) (P1(1)) participated in the interview by phone call, while Parent (2)
(P(2)) responded by closed answers via WhatsApp. Analysis of the parents’ responses
revealed the following themes and subthemes, further summarized in Table 10:
1. Child with dyslexia profile
2. Awareness of dyslexia
3. School services
4. Individual Educational Plan (IEP)
5. Satisfaction with services provided in both Arabic and English subjects
6. Recommendations and suggestions to improve services
4.2.4.1 Child with dyslexia profile
S(1) has struggled since Kgl, repeated first grade, and was finally diagnosed in
grade 2. Highlighted challenges include memorization, numbers (after grade 1 showed
no improvement, limited progress in grade 3 with a support assistant), focusing and
concentration, and abstract understanding. He is collaborative, organized and
committed, with good handwriting.
S(2) was described as having difficulties since grade 1, but was formally
diagnosed in grade 2-3. Highlighted challenges include attention and concentration,
distraction and delay in comparison to typical peers, and reading and writing skills. His

strengths lie in math.
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4.2.4.2 Awareness of dyslexia

S(1) has a brother with dyslexia, even so P(1) has limited awareness. Whatever
she knows is from her own research; a meeting was held with the Arabic department to
reinforce the family’s role to support Arabic literacy, but the meetings were
unprofessional and not beneficial. Collaboration is present through phone calls,
meetings, online interface, and in-person feedback; but this has only begun in the
current school year.

P(2) communicates with the school though periodic meetings.
4.2.4.3 School services

Both students were part of a transition year where they were shifted from grade
4 to grade 6; the parents agreed to this move in order for the students to remain with
their peers. P(1) is aware of potential problems for S(1) because of the jump in level
but believes with the provisions and parental support he will succeed.

Regarding Arabic, both parents feel that a strong basis in L1 is necessary for
success in acquiring further languages; however they both recognize a discrepancy in
the services provided in Arabic classrooms compared to English classrooms.
4.2.4.4 Individual Educational Plan (IEP)

When asked about the development of an IEP for their children, and whether
they were involved and their opinion of its content and process, the parents have
different points of view. P(1) views the IEP as inadequate as it doesn’t include math or
science, and the evaluation criteria are unclear. P(2) was satisfied with the IEP.
4.2.4.5 Satisfaction with services provided in both L1 and L2 subjects

S(1) has several supports for English classes, including a 1:1 support assistant,
pull-out sessions and an IEP; in math and science classes he only has a 1:1 support

assistant; in Arabic classes he has no additional support at school, only at home. Overall
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P(1) has noticed clear development in general academic skills, particularly reading and
recognition of math symbols.

Regarding the services, P(1) was overall satisfied but felt that the IEP did not
include all subjects and its results were not clear; and regarding the classroom teacher,
P(1) felt there was poor communication with parents, dependency on the support
assistant, and shallow feedback on assessments.

S(2) also has tutoring sessions, a 1:1 support assistant, and participates in clubs
and learning trips. Overall P(2) sees clear progress in math.

Regarding the services, P(2)’s opinions were that all are good and effective.
4.2.4.6 Recommendations and suggestions to improve services

There is a need to strengthen inclusive Arabic classrooms with more effective
services, similar to what the English department has established. Furthermore, students
with SEN should be encouraged to develop their self-esteem and confidence. Services
should develop social skills through authentic activities, giving SEN students
responsibilities to boost their self-esteem. P(2) also emphasized the importance of
tutoring sessions and additional practice.

Table 10. Parent Interviews summary

S(1) diagnosed in 2" grade; difficulties with
memorization, numbers, concentration, abstract; strong
1 Profile in collaboration, organization, handwriting
S(2) diagnosed in 2-3" grade; difficulties in concentration,
distraction, academic delay; stronger in math

P(1) limited awareness, poor communication with school;
2 Awareness better program this year but newly implemented
P(2) periodic meetings at school

Chose to shift students from 4" to 6™ grade
3 Services Strong basis in Arabic important
Limited facilities in Arabic as compared to English

4 |EP P(1) inadequate, doesn’t include math or science
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P(1) noticed clear overall improvement; dissatisfied with
IEP and class.85
5 Satisfaction room teacher
P(2) noticed improvement in math; satisfied with all
services

Strengthen Arabic classroom services (should be on par
with English services)

Develop social skills

Continue tutoring sessions/additional practice

4 Recommendations

4.3  Documents

Document analysis is frequently used in research for the collection and analysis
of various forms of text as primary sources of research data (O’leary 2004). The
document analysis for this study included relevant documents and reports, such as
diagnosis reports of S(1) and S(2), official documents issued by the MOE on special
education and inclusion policies, and IEPs for both study subjects. After analysis, the
documents used in this study have revealed the following themes:

1. Inclusive education policies and regulation in the UAE

2. ldentification assessment and recommendations

3. IEPs designed for targeted students

4.3.1 Inclusive education policies and regulation in the UAE

The first theme reveals the development of special education policies and regulations
in the UAE since 2010. The MOE launched an initiative promoting inclusive education
in 2010, called "School for All." This initiative is aimed at reinforcing Federal Law
29/2006, which stressed that schools should not refuse admission to children with
special needs. Along with outlining general rules for special education services, both
public and private schools were provided with guidelines, procedures, steps, and

considerations regarding how to implement successful inclusion (UAE MOE,
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2010)(see Appendix 2). The initiative has been viewed as a positive step towards reform
(Florian (1998), Roaf (2002) and Ajodhia-Andrews & Frankel (2010) in Alobeidli).

Further developments have moved toward best practice of education for all in
the UAE, based on the UAE’s Vision 2021 (UAE MOE 2019). The UAE authority has
outlined an educational framework and inspection manual to ensure that standards of
high quality of education are being met, a pillar of which is inclusive education. It is
based on comprehensive performance standards that define the essential
aspects of quality education. Each standard is broken down into specific indicators, and
detailed descriptors and illustrations guide inspection judgements
and school improvement (see Appendix 3).
4.3.1.1 Ministry of Education strategy for 2017-2021

The Ministry of Education launched a strategic plan for 2017-2021 to develop
an innovative education system in its efforts to build a knowledgeable and globally
competitive society (UAE Government 2019b; UAE MOE 2017). The UAE is
determined to become an inclusive, barrier-free, rights-based society that promotes,
protects, and ensures the success of all groups of students. The impact of inclusion
should be seen through the learning experiences of all children, with leaders facilitating
and developing inclusive attitudes and practices within their schools.

The ultimate goal is not simply the academic success of all students, but to
develop an inclusive environment where the entire school culture recognizes and
embraces individual differences, proactively identifying and removing barriers or
obstacles to student achievement and participation.

The plan includes an Educational Inspection Manual which tasks the MOE and
all stakeholders with developing and implementing standards and tools by which the

MOE can inspect and review schools to ensure compliance with its directives. This not
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only guarantees the school’s participation, but assures the community of its compliance
and builds greater awareness of the importance of inclusion in the greater society (UAE
MOE 2019). Five key criteria are identified: 1) a special needs teacher; 2) a record of
reports from surrounding special education centers; 3) Individual Educational Plans
(IEPs); 4) a license stipulating inclusion requirements; and 5) specific equipment and
curricula for each SEN student (UAE MOE 2019).
4.3.2 ldentification assessment and recommendations

The psychological report for S(1) and S(2) outline the nature and extent of
learning issues, and suggest strategies and classroom accommodations for each student
respectively. Their analysis will allow a comparison of the extent of the educational
services provided within Arabic and English classrooms with what is suggested in the
reports.
4.3.2.1 S(1) psychological report

S(1) was assessed when he was repeated grade 1, with the evaluation conducted
in English. The assessment indicated that S(1) is in the below average range overall,
including verbal reasoning and oral language comprehension. S(1) has difficulties in
verbal comprehension and in working memory. In attainment tests it was noted that he
has significant challenges in reading, spelling and writing (for more details see
Appendix 5).

The suggested strategies include:

Short tasks with frequent breaks

Extra time for all work- literacy and humeracy

Individualized Educational Plan (IEP)

Support with written work and the use of structured writing frames
Practice in comprehension activities

Extra time for future examination

Shadow teacher and one-on-one support throughout the day
Reader for tests

©ONoakrwWDdE
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4.3.2.2 S(2) psychological report

The assessment for S(2) was held when he was in grade 3, conducted verbally
in English. Overall, he appears to have significant difficulties pertaining to word
reading, written expression, phonetic decoding, spelling and reading fluency.
Moreover, in math he experiences calculation difficulty and has trouble applying
principles to everyday examples (for more details see Appendix 6).

The suggested strategies include:

Therapeutic intervention program
Continue in a mainstream school setting
Individualized Educational Plan (IEP)
Modified individual school curriculum
Full- time 1:1 Support Assistant

arowbdE

4.3.3 IEPs designed for targeted students

The analysis of the IEPs is a cornerstone to evaluate the impact of educational
services on S(1) and S(2)’s academic development. The IEPs are revised once a year,
with a validity running from October to October. This section presents the IEPs
documents designed to support both students from last year (Grade 4) (see Appendix
7) in primary, and the next year IEPs which are designed to cover the transition year
(Grade 6) (see Appendix 8) in secondary.

Both students have different IEPs with similar targets in the literacy skills area,
while math targets were differentiated. The findings revealed that targets were suitable
to grade 1 or 2 within the British Curriculum program. The objectives were specific,
measured, achievable, realistic and timely (SMART). Both documents stressed the
parents’ role in continuing the provision plan at home in reading and comprehension.
There were rich aids and resources recommended for literacy, utilizing the MultiL.it

program (MultiLit 2020). Overall, both students showed improvement in some
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academic areas, whereas the report recommended to revise some targets and use
different techniques to develop reading, writing and phonics skills (see Appendix 7).

The current IEP for both students is the same for Grade 6, which as a transition
year from primary to secondary includes a significant change in academic atmosphere
(see Appendix 8). S(1) and S(2) have individual IEPs for English literacy skills and
guided reading, as these are the basis for all other skills. The curricula is simplified to
some extent, while they are pulled out daily to be taught parallel lessons within general
English.

The ALN TA designs her own IEP for both targeted students, reviewing the
IEPs each term. The last review determined that both still struggle with reading and
writing and their level is below the average of their age group by several years. This
review led to a call to change the IEP from a modified curriculum delivered in pull-out
sessions to being tutored in one-to-one sessions by the 1:1 support assistant, with the
ALN TA monitoring and supporting. The immediate target is to attain the ability to read
high frequency words, with the long-term goal of accessing the parallel curriculum.

Overall, the gap was dramatic between the previous IEP for Grade 4 and the
Grade 6 parallel curriculum. This shift forced the students to jump to an impossible
level in a short period of time; The modified curriculum of Grade 6 was unattainable
by S(1) and S(2), therefore the IEP recommended using the MULTILIT intervention

program to continue from the previous IEP gradually and logically (see Appendix 8).

4.4 Discussion

This section includes a discussion of the data analysis, aligned with the research

questions.
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4.4.1 Effectiveness of educational services and provisions

Q1: To what extent are educational provisions effective for learners with
dyslexia in subjects taught using English as a dominant language and Arabic as a
foreign language in a secondary Northern Emirate private school?

Overall both students have shown slight improvement in reading, writing, and
literacy skills based on the researcher’s observation and the 1:1 support assistant’s
feedback. However, the current rate of improvement is not sufficient to cope with the
transition year (from Grade 4 to Grade 6) (see Appendices 8 and 9). According to the
ALN TA their reading and writing skills are at a level of Grade 1 or Grade 2, which has
led to a dramatic gap between their peers in Grade 6. The school’s leadership has
struggled to plan for EAL students with dyslexia in the transition year, and should
provide students with effective IEPs (see Appendices 11 and 12 for student evaluations
by Arabic and English classroom teachers).

The quantity of educational services and provisions to support the targeted
students with dyslexia is sufficient in English classes, but the quality to some extent
needs more development. The SEND department, which includes all students with
dyslexia and any EAL learners at a lower academic level together, plays a vital role,
along with the ALN TA and 1:1 support assistants, who together design and monitor
IEPs. Classroom teachers have no clear role, and scaffolding that was mentioned by the
SENCO in the interview was not apparent during the observation.

S(1) and S(2) were influenced to a limited extent being included in the general
classroom. Classroom teachers have collaborated with the ALN TA and 1:1 support
assistants through sharing lesson plans and schedules. The inclusive classroom culture
seems to be friendly, but in reality, the students have physical integration in the class

but not true inclusion. S(1) and S(2) were given similar, unmodified curricula which
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was difficult for them in some instances; and in others, they received modified
instructions within general setting by the 1:1 support assistant, which limited their
interaction within the general classroom environment. Physically, they were integrated
while morally, they were isolated. In some instances, the dyslexic students were given
a modified curriculum, but an unmodified assessment.

The pull-out sessions, small groups led by the ALN TA and in which the 1:1
support assistant is minimal, seem to be effective. The students interact, participate and
work with peers; S(1) and S(2) receive similar instruction and assessment, and have
equal access to the resources and assistive tools such as the smart board and computers.
However, after the revision and evaluation of the IEP, the team determined that the
targeted students were to be removed from the pull-out sessions in order to be tutored
by the 1:1 support assistants in one-on-one sessions. This change is a continuation of
the previous intervention from grade 4, and shows that skipping a year did not work for
the targeted students.

Parents were shown to play a diverse role. There is a financial aspect, as they
pay extra fees for 1:1 support assistants. They also have a support role, as they continue
the school program and intervention at home. P(1) reported regular communication
with the school and monitoring her child’s academic progress, but was limited in
helping with the English program due to language barriers, as she is EAL. S(1) doesn’t
receive any educational services or support in Arabic at school, but is supported by his
parents who supplement his Arabic learning at home, and he is considered in the
average; this is in contrast to his English language level, where he receives no
reinforcement at home, and in which he is below the average. The study findings
suggest that parental support and continuance of the intervention program at home is

ideal for achieving best development of the child and enabling successful inclusion.
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In summary, the educational services and provisions are effective in the English
classroom, but the jump from fourth to sixth grade did not fit with the study subjects’
identified dyslexia. This could have resulted from poor evaluation of the IEP at the end
of Grade 4, which determined the eligibility of these students to jump two years ahead.
4.4.2 Recommendations to improve educational services and provisions

Q2: What could be recommended to improve the educational services and
provisions for SEND learners with Dyslexia?

Transitioning dyslexic students should follow processes as outlined in the
School for All initiative. Additionally, 1EPs should include science as this course
focuses on literacy, vocabulary, reading and writing (similar to language courses) in a
science context. A truly inclusive classroom (in English and Arabic) is the goal. The
Arabic department should implement training workshops about the SEND policy in the
UAE and inclusive education.

Coordination between the SENCO and classroom teachers should be
strengthened. Teachers should be monitored, as their role is not removed at the presence
of the 1:1 support assistant with a student. The teacher still must monitor, instruct the
lessons, and differentiate classroom activities (distinguishing between dyslexic
students, EAL students, and those at a lower academic level).

Classroom teachers should be trained regarding accommodations and
modifications, including greater awareness of the distinction between the two.
Modification during assessment caused a problem for these students; students with
dyslexia were only given the accommodation of extra time for the same exam.

Both 1:1 support assistants were effective, however the child should work with
different people in order to broaden their knowledge and skills. Additionally, the 1:1

support assistants need to be trained regarding dyslexia, as per the recommendations
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from the psychological reports. The benefits of having a bilingual assistant should also
be further investigated, with the aim of using Arabic language to simplify complicated
tasks. This is in contrast to the interview findings which stressed an English-immersive
atmosphere; however it must be noted that in spite of all provisions, these students still
struggle and are stuck at basic levels. It was observed that whereas the classroom staff
may struggle to aid the student, an Arabic-speaking peer was quickly able to share
comprehension.

Pull-out sessions and ALN TA tutoring are excellent, but the school should
separate dyslexic students from EAL at a lower academic level who currently are
tutored together. EAL is different than dyslexia.

Some parents play a collaborative role, however they are unable to continue the
school’s provision program at home because of the language barriers. The school
should further promote parent’s awareness about dyslexia and IEPs and interventions.

School administration should be coordinated among all branches of this school,
including Arabic department teachers. They should emphasize the Arabic language,
based on the percentage of Emirati students in the school (over 60%). Especially for
targeted students, they should have emphasis placed on L1 (Arabic); once this base is
established, the second language can be built gradually. Barriers on Arabic language
classrooms must be removed to have a dyslexia-friendly school.

45  Conclusion

In this chapter the data collected in the course of the research project was
presented and analyzed. After considering the observations and field notes, semi-
structured interviews, and documents reviewed, the resulting analysis allowed for a
discussion of the research questions and responses. For the sample students, who have

been diagnosed with dyslexia and attend a bilingual school, it was found that the
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effectiveness of provisions was mixed. There are a number of recommendations for
improvement of provisions and services, summarized in Chapter Five which comprises
a conclusion of the study and its findings, in addition to limitations and

recommendations for further study.
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Chapter 5 Conclusion and Recommendations

The conclusion and recommendations of this research have been suggested by
the various stakeholders (school staff, administration and teaching staff, as well as
parents) and analysis of the presented findings, in conjunction with appropriate
recommendations and practices found in the literature. The goal is to improve the
quality of services and provisions for included students with dyslexia specifically, and
to support the implementation of a successful inclusive education in Northern Emirates
within the UAE in general. Effective services and provisions in schools for EAL
students with dyslexia is a joint work between the school program and the
administration staff, SEND department, class teachers, SEND teacher assistants, and
1:1 SLAs; but also the parents and the greater community. Collaboration between all
these individuals is key, achieved through IEPs and other educational services to
address challenges faced by targeted students within both English and Arabic Language
subjects.

5.1  Successful inclusion based on successful implementation

The implementation of inclusive education includes all subject areas in a
mainstream school. A framework for its adoption can be developed in four stages:
identifying and adopting a system of inclusive practices; implementing an effective
training program; addressing any challenges that arise; and monitoring and revising the
framework as needed to ensure best practices (Rodrigues 2016; Mitchel 2014) Each
stage requires evidence-based strategies and methods that are carefully planned and
based on actual change (Mitchel 2014).

5.2  School support and team collaboration
The findings of this study show poor collaboration between school

administration staff at the primary and secondary level, and with the teaching staff in
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the Arabic department. The targeted students with dyslexia are negatively impacted by
the lack of school support, the poor provisions in Arabic language classrooms, and the
inadequate school inclusion system which is applied for English literacy but ignored in
Arabic language subject. Time and effort is needed on the part of the administration to
provide the necessary support for both teaching staff as well as parents, to include
advice and professional help to the general Arabic education teachers as part of
successful team collaboration (Montgomery & Mirenda, 2014).

Having effective collaboration in the school is key. The collaborative team
should include the school administration, general education teachers of English and
Arabic subjects, and special education teachers, along with a variety of educational
personnel with the necessary expertise within Arabic as well as English. This team
should have a team leader and establish common goals with regular meeting schedules
and lesson observations (Mukhopadhyay, 2014). Flexibility is required in order to
promote Arabic language subjects with educational services provisions equal to those
provided for English language subjects (Schwab et al., 2015).

Additionally, schools should seek professional help from specialists such as
speech-language pathologists, behavior specialists and other consulting professionals
in order to identify important accommodations and provisions as part of the student's
IEP (Montgomery & Mirenda, 2014).

The findings of this study show that teachers struggle with resources and
provisions in school to implement inclusion in their classes. Therefore policymakers
and legislators of inclusive practices need to take into consideration the attitudes of
these teachers and their needs. Governmental support should be comprehensive and
include providing appropriate resources, access to specialist staff, backup staff, and

training. Failure to provide such support could result in a situation where regular
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schools become more restrictive for already vulnerable children, in an Arabic or English
context (Monsen et al. 2014).

Schools need to work collaboratively with parents and involve them actively in
the learning experience of their children. Parents need to play an effective role within
the collaborative team. This includes not only participation in awareness sessions
within schools, especially for the parents of students with dyslexia, but also an emphasis
on positive attitudes towards their children's education and progress. There is some
disparity among parents regarding the importance of inclusive classrooms for children
with disabilities, with some preferring separate settings. Parents need more awareness
to recognize the social, emotional, and educational advantages of inclusive education
that caters to the needs of all children (Abdelhameed, 2015).

5.3  Recommendations

In addition to the recommendations which are based on primary data collection
in this study, secondary research yielded other relevant recommendations.

Appropriate provisions are needed for L(1) Arabic language subjects, as it the
base for the second language which is English. The findings of this study highlight the
poor educational services in the Arabic inclusive classroom, where the targeted students
with SPLD struggled with curriculum and assessment. The policymakers and
legislators of inclusive practices need to take into consideration the private schools
which have international programs where English is considered the First Language, but
the majority of students are native Arabic speakers. They need a comprehensive plan
for support, including appropriate resources, access to specialist staff, backup staff, and
training.

Dyslexia is a language-based disorder that will affect a student’s academic

performance in most subjects, especially language subjects such as their first language
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or a foreign language (Schneider 2009; Miles, 1999). Moreover, dyslexia is not a
disorder which can be cured, most dyslexic students work with a special-education
teacher in their first language to help them create strategies they can use to succeed in
school. Native Arabic students in the UAE with dyslexia face the same difficulties in
Arabic subjects as in English, according to the research reports and interviews with
parents and teachers. Failure to provide such support for Arabic language subjects could
result in a situation where mainstream schools become more restrictive for already
vulnerable children (Elshazly 2019).

In addition, there is a need for an appropriate, official school policy regarding
inclusive education, more flexible curricula, and sufficient teacher education at the
university level, all of which require the support of policymakers and legislators
(Schwab et al., 2015).

The findings also show that teachers consider the curriculum as one of the
factors affecting their attitudes, therefore it is important that teachers are aware that
students with disabilities require significantly different teaching strategies in regular
classes, including curriculum adaptations and lesson modifications. Offering more
flexible curricula that can be adapted to students’ different needs is very important to

academic success for all students in the classroom (Mitchell 2014).

5.4  Limitations in methodology

There were several limitations to this study, mainly to do with access. As the
study involved children and clinical information, stakeholders were often reluctant —
and at times even refused — to give information. Finding a school willing to participate
and gaining their permission took a long time. It was likewise difficult to obtain official
documentation from the school as to their agenda, inclusion license and accreditation

from the MOE, the criteria and scales used for student assessment, students’ artefacts
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such as assessments and the IEPs, and conditional letters. It was impossible to address
specific lesson plans from teachers to evaluate the differentiation techniques used to
teach targeted students with general classroom. Moreover, several target participants
were reluctant, some agreeing to respond only through e-mail/online.

There were also limitations in access to students, as the researcher was not able
to conduct student interviews and had limited opportunity to observe students in parallel

situations across Arabic and English subjects.

55  Future recommendations

Future research could be broadened to include more subjects, female and male,
in addition to studies in public as well as private schools. The researcher could be
integrated with students in all situations, thereby completing more comprehensive,
active research.

Additionally, new initiatives could be implemented and then assessed for
validity and effectiveness. For example, the possibility of a bilingual 1:1 support
assistant was introduced in this study, with the goal of strengthening L1 as a base and
therefore L2. A pilot study could be done using the adoption of a bilingual assistant as
a research subject. Proactive leadership is essential to provide suitable educational
services to support students with dyslexia in bilingual schools, and to create a dyslexia-
friendly environment where students with dyslexia are truly included in general
classroom.

This study also recommends further research beyond the UAE, extending within
the Gulf Cooperation Council (GCC) region, where there are many students with
dyslexia who are left behind and need special educational services to support their

academic learning, particularly in a bilingual context (Arabic and English literacy).
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In conclusion, this study was designed to examine the effectiveness of
educational provisions provided by an international, private, bilingual, inclusive
secondary school in the Northern Emirates of the UAE, in support of native Arabic
students with dyslexia. Data were gathered through observations and field notes, semi-
structured interviews and documents analysis, which showed that the school is
providing a number of educational services for students with dyslexia which seem to
be effective for English literacy skills; however there is a lack of support provided for
Arabic literacy classes. Limited improvement might also be related to a lack of
coordination between teaching staff, administration and parents, in addition to an
unclear vision of inclusive education. It is the personal goal of the researcher that this
study will help other researchers and decision makers in the UAE and greater GCC to
improve inclusive education for students with dyslexia within bilingual international

schools.
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Appendix 2 School for All Initiative
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== Pre Referral Services: —

e Student Support Team

= Special Education Programs : -

» Regular Education Classrooms Programs
* Special Education Classrooms Programs
e Community Based Special Education programs

— Other Related Support Services: —

» Speech and language services

 Physical Therapy

* Occupational Therapy

* Vocational Training

» Other support services according to the needs of student

92



o

Figure 4, Flowghart for the Special Education Process
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Appendix 3 UAE Ministry of Education School Inspection

Framework

UNITED ARAB [ MIRATES bammd dess pal' ' foaY

MINISTRY OF EDUCATION Pt ' § bt et ' # ' 4 g

Educational Inspection Manual
General Education Institutions

2018

Copyright© Ministry of Education
Ipoction Sector- Edacational Inspection Disectorats (Ganaral Education ieasusions)
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Appendix 4 Consent Letter for School Principal and Parents

MAETER OF IRCLUSNE EDUCATION PROGRAM

The De=errasion Tide -

The provisiens of educational services for native Arabic leamners with dy=lerna
in 3 prnvate primary scheol- Morthem Emimates: A case stody
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Appendix 5 Psychological Report Student 1

Main Tests Used

1. ‘Wechsier intelligence Scale for Children {WISC IV)
Wechsler individual Achievemnent Test (WIAT- and I}
Gray Oral Reading Test (GORT- 5)
Comprehensive Test of Phonological Awareness (CTOPP)
Test of Orthographic Compatence (TOC)
Test of Early Reading Abdity (TERA-3)

» w s W

Background
Bl : 2 ouiet and polite boy who tried very hard with all the tasks during the assessment.
He Is however experiencing significant challenges in class parﬂcularlv with reading and
writing, He Is currently In Grade 1 (which he has mpmed) and Itis Impomnt that supports
" continue to ba in place when he moves to Grade 2.
The purpose of this assessmant Is to ascertain the nature and extent of-lumlrc Issues
and to suggest some strotegies and classroom accommodations to help him progress in

attalnments.

His parents were both present and a feedback meeting was held after the assessment with
the help of a translator. His parents Indicated that he s quite different and home and
shows good understanding of activities outside of school.

The assessment was held at o Oubat A full range of tests were used consisting of
cognitive, (reasoning and processing), and attainments (reading, speliing and maths). A
summary of assessment results is shown below,

Summary of Assessment Results

The assessment indicated ﬂul. in the low average range for full scale 1Q ussng the
General Abllity Index (GAI). The GAI discounts MM ard w
scores,  His working memory was particularly lgz_w and this skewed the overall scores, Using
the GAl therefore is appropriate and gives a better indication of his ability level. His GAl was
in the 10™ percentile in the low average range.

e His \Verhal Comprehension came out in the low/below average range in the 6™ parcentile
and this is one of his most significant issues. ‘l.'lis*ln. f_a_cgs _p_r_vytp_glqg_ him Erom pogmdru
as often he had difficulty in understanding the question, v

B

100



3

o D
His Pmptuﬂ Reasoning, which Is visual reasoning, was In the 12" percentlle. His
| ———a "

reasoning skills are in the low side and this means that instructions will need to be repested
to ensure he has full inderstood the task ' &

Hxs processing sp-eed came out dose to the average ra@E but his wocking memory was in
the very low range in the 1 percentite,

In the attainments It was noted that his read.ng accuracy was befow the 1* percentile and
he was unable to read any words In the single word reading test. it ;as not passible
therefore to administer the Gray Oral Reading Test (GORT-S) and the Test of Early Reading
Abllity (TERA-3) was used instead.

l’n the TERA-3 scored In the low average range (9% percentie) in the Alphabet Scales
and in the very low range in the 1% parcantile in the mesning index

The Early Reading Scales were also used In the WIAT-I1 and he scored In the 2™ percentile In

this sub test. 6_)
F-Qelllng {written expression} is in the very fow range in in the 1" percentile and he is

very vuherable in his written work although his handwriting is very neat and legible, His
letter 'ormaﬁon Keood\sut he neads a great de deal of time for written work. He made a good

attempt at coping the words in seatences in es in the wrltten exptssion sub-test but was not
albrie 10 do this accurately. He persisted with this kask and his handwritng Is very peat.
by -\ (O @

Wms in the kw ¢ in the 1% percentile and this & a
vulnenble arepfor him, l&uptemmhnl-ym in the below average range and
whilo this is higher it is still very low. These sub-tests used picture cues,

His practical Maths « Maths was also in glsa in the very low range and h his onl Maths Problcm Solvnngwas in

the beiow average range. ~uecalf -

i':s significant challenges in literacy and numeracy and he ks presanting with general

loarning dificultes that dre hawing an Arpact across the currcuhim —
-phoms and word attack ckllis were also in the L_"s.lde and he will need a ﬂ/w

comprehensign.

The key points of the cognitive assessment are shown below and full discussions and tables
of results are shown &ater In the report.

—2
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Key Polnts of the assessment - Cognitive
. -scmd in the low average range averali in the WISC-IY using the General Ability

Index'. This index discounts the processing scores.
He has significant challenges in working memary.

Re

He scored in the below average in language comprehension,
He had difficulties in receptive vocabulary as well as expressive vocabulary and he

_ -8

may vall Benefit form a pregrammae develaped &y a Speash and Languags Thorapiss, -/

He scored in the low average range in the Perceptual Reasoning Index in the 12
percentile. This index relates to visual reasoning and he performed extremely well in
the block Hesign sub test, which relates to visual spatial ability, In this sub-est he
scored in the average range.

v - -tnrod in the very low range In working memo!' In the 1™ percentile = he had

"""l"i:' particular difficulty In understanding the instructions to this test although they were
.‘l”  g— ——— . )
:_\ explained to him the maximum number of times, He does have d_lfﬂnlties in
prooesslnx information using working me.r_ngrv_ .
[{ o« Overall the 5cores In the copmitive S55EsEment e vary ok it borms oF reasoning
3 and processing. It is encouraging that his processing speed came out close to the
o mam_"&pmmsomﬂmmd!m&w thldhamadmmly__th =
Y\'\W tas( understanding Jand ha Will need instructons o be clear and @mw —ya
,a_r_ggoam The full scores are repartad below. 3 Pp({ﬁi
Wechster intelligence Scale for Children (WISC 1v) tien
Indices Composite Score | Percentile 95% confidence | Qualitative
| (mean=100 Rank interval description
Verbal 77 6 72.85 Below Aversge '
Comprehension
Perceptual 82 12 7691 Low Average
Ressaning '
Working &5 1 60-75 Very Low
Memory
Praressing AR ral an.aa Low Average
Speed

* The Gznert Abliey Index (GAJ} 5 2n aggregate of reasoming scores - Vareal Comprahension and Perceptusl Bessoring. It
’w«mmmlmmmumumonuom dmim&myaelhehddmum"
undertaking a processing acthity,
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General Ability | 80 10 17520 Low Average
Index [GAI)
Discussion of Indices:

Verbal Comprehension index

In the verbal comprehension scales.mnd in the low average range In the simdarities

{language concapts) subtest and in the below avarage range In comprehension.

Perceptual Reasoning Scale

The perceptual reasoning scale relates to visual processing. In this scored in the

low avarage range. His practical visual/spatial skills however came out at a good level and

he parfermed well in the block design sub-test. This s a visual spatial test and can have a

relationship with spatial orientation,

N WerKang memordy
.cored In the very low range overall in working mem&r'y. WOrklng memoary is short-

taam memory that Invdves processing twao or mare pieces of lnfomation at the sarme bme.

The sub-tests involve digits forward, reversed and a more complex test df

auditory working memory - the ‘letter /numbesr scquondng sub-test. It can be nohd that

he sroved in the vary low range in tha lotter/mumber cub tacy, whogh invalver = 'gg aneing
skllls as well as working memory, He had difficulty in fully comprehending this purpése of ¢

sk, W ha.'g d.N.S e mm& Atcbgmm')»—\
will for mample need instructions one at a time and he v_ul!l__oqc_d lnmnl_qns repeated 10 "
ensure that the instruction has been consolldated in memory.

Processing Speed

.coud close to the average range in the procassing speed index. These sub-tests
invo'ved copying Information and%le tor doc this quite well, He does have 2 difficufty
in generating written Information. Il reguire more time for writing activities and for
processing information.  The sub- tests scores of the WISC-IV are shown below.

Wechsler Intelligence Scale for Childran (WISC IV) - Sub-tests Results *

Verbal Perceptual Working Processing

comprehension Reasoning memory spoed 7.
Simtiarities 7 | Biock design | 9 | Digit span 5 | Coding ]

103



6

| Vocabulary 6 | Picture 6 | Letter/numbar | 3 | Symbol 7
| .| concepts sequencing search

! Comprahension | 5 | Matrix 6 -

l | reasoning [

Taverage 8-12, range 1-19

Educational Attainments
In ordor to ascertain rall kevel of achievement a number of tests were used. The
WIAT-Il and Wl offer a comprehensive ovendew of a range of areas in literscy,
comprehension and Maths. A number of additional measures were used to ascertain the
nature of-dlfﬁmhios in addition to the WIAT-|N, particutarly the GORT-5 (reading
accuracy, reading rate and reading comprehension) and the Comprehensive Test of
Phonological Processing (CTOPP]. Sub-tests on exgressive writing and handwriting were
also used,
Results - Reading
The results Indicated that [Jcored in the very low range in singte word reading. He was
_unable to read any words but was able to read most of the letters correctly. He had 3
“difficulty with sounds and rhymes. it Is encouraging in the Test of Early Reading Ability that
;llo alphobet aldiis eame out in the low average roige. Ty b waentially a visual 1e51 ano s

helped. great doal,

spelling and Writing

< fomed in the very low range in spelling. His handwriting is at a good level but he
has difficulty with writlen expression. He made a zood altempt at copying sentences bqt~

was not able to generate any phrases himself in the written expression sub-test.

;“‘ o et onsudmecsw A IIEC A e Y

-cnnd in the very low range in the practical numeracy task. He scored in the below
average range In the oral Maths problem solving sub-test. He will need mare time for Maths
in view of his language and processing difficuities.

Receptive and Expressive Vocabulary

'coreo in the very low range In receptive vosabulary and (n the below average range for
exprassive vocabulary, He will need instructions to be repeated in view of his challenges

with receptive vocabulary, but it is very encouraging that his expressive wocabulary s at a3
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Test of Early Reading Ability {TERA-3)
Subtest Percentile rank | Standard score | Qualitative Description
Alphabet skills 9 80 Low Average
Meaning 1 | 70 Bolow Avaraze
C_o_m;lm Comments * (¢ cwc{u& YV L

b A sumemary (2 providad at tha baginning of this rasort. but briafly tha aztacumant indieatas
that

in the below averzge range overall In the WISC<V overall and his verbal

reasonlm and his oral language comptehmslon are fn the below ;;r‘;gé-ﬁﬁ.ﬁ?

y m the attalnmem tests n was notod that his raading, cpemng and writing are all very
d\alendng for hlm He has significant language comprehension difficulties and will need a

shadow teacher as well as some support from a readiing specialist or speech therapist.

Areas o Priority tor [

The maln areas of concern are the following:

Focussing ~ he will benefit from short tasks and frequent breaks between the tasks. 4
Processing Speed — he will need extra tme for all work - literacy and numeracy. A’“\

3. Devolopment of stratagies for warking and Ionq—term memory. —s uisuals - G
4, Strategies for reading and spelling |V u b Lt .ﬁo;;&\-:sb
5, Support with written work and the use of structured writing frames s s ALN A
B, Practice in comprehension activities. ?&',.’,‘t?f.’:
iz 7., Hewill noed extra time for future examinations.
£ 2 Hewill need a shadow teacher and one on one support throughout the day.

: A-?.

genu-ad, Rmand *03‘1 (SAT’
bu.a Sovwmerivwo: |1 | road,

Suggestions for Intervention
The following sreas of concern need to be taken into account in the development and
implementation of a pmgtar‘n of work fof-
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Some other suggestions include:
o avoid too much environmental distraction,
———

A}
. leeplmm:dlonsmanimmm-oneataumﬁ Avabilc — Nawng
«  provide re-<assurance on tasks,
«  splik tasks into shorter tasks with frequmthma@ R -

« ensure the task can be completed,

. scaffold workto help with comprehension —= ALN — TA

. dincizs the task with his tn anture he has a full understanding. s Needs _
LA ,‘ﬂsu.&m

2, Reading
phonological awareness/ phonic skills
This is currenatly a weaker area for.nd this thould be prioritised in order that ha
devalops efficent decoding skits. The main areas to target are:
¢ Rhyming -
* Theuse of alliteration -
* Blending and segmenting syllables -
* Deyeloping recognition in Initiad phonemes -
*  Linking sounds to symbols —

* DOnsetand Rime -~

? A it ise for this and in the ng factors: sequential,
cu tive and over loaming. This, and other similar approaches, will be beneficial foo-

——m—

| Phonamic analysls and word attack slills
This involves breaking words down into constituent sounds snd blending the sounds and
syllables to make words, The following may help:
»  exerclses to help his recognize alliterations, sound pattems and rhyme in words, —
»  exercises identifying syllables in words,
«  practice at identifying initial and final sounds in words,
«  practice at blending longer words, = ALN (TAY
There are a considerable number of games and ‘Tun type’ activities availabie thet can help 1o
vary the learning experiences when tackling deceding text. For example:
* games where he has to find picture cards beginning or ending with specific sounds,
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¢ or where he has to think of the most words ending in that particular letter sound,
* homophone games can improve spelling through recognition of key words,
* vowel discrimination games to develop suditory awareness and improve worgd attack skills
and word games and sctivities that can develop memory, sequencing, free writing and an
awareness of rhyme.
Onset/ rima

-wnenencos difficulities In tasks Involvinn onset/rime.
This involves the prefix and the rest d the word and dividing words into syllables. Activities
for this are helpful as they will develop and extend decoding skiils. 1t will be useful o
develop this using concrete materials and word games.
Sight word reading

-nﬂl need practice In developing autormaticity in sight words. This means he wili need to
break down words into constituent sounds in order to read them. He has a difficulty In this
area at the moment and this is restricting his progress in reading. As he advance in reading
he will nead 10 accumulate sight words and in order to do this he will need madmum
exposure to whole words..ﬂl therefore also need top down approaches to reading to
obtain this. An example of this is the paired reading approach 35 ha will be able to hear the
word and see it smultaneously, -uill therefore need both phonics approaches to
reading 03 well as whole language appgoache;.'

fon
. Reading practice and comprehension Q((WM

>Thi$ is very important b.s he progresses through school. He will benefit from reading
practice but It needs to be accompanied with camprehension activities. The ‘hido’ readers
that are characterised by the high interest and law vocabulary level of the book can be idaal
as they can help with fluency and comprehension.
These books can help to develop reading comprahension and processing speed. There are &
number of stockists of these types of books, for example "Writing World' which has
suggestions for reading and writing - htige//www.wiiting-waorkd.com/foster/Toster03 shtrml

Bareington Stoke [www. Barringtanstoke cam have » number of these type of Luuks,

Some suggestions for this can be seen in the web site for cross-curricular literacy
hito:/fwww edu gov.on cafong/studentsuccass/thinkliteracy/files/reading pdf

The National Literacy Trust Schools Guide 2014-2015 &5 2 helpful document for developing
litaracy.,
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hitp://www,literacytrust. org.ukjour_network(guide
3. Writing
This is a priority area 1or-nd this is currently n the below average range. He will
benefit from writing frames to develop his expressive writing skills.
Writing VOca'b_uTary '
n\eaeatlonofapenonaldemtmﬂsoumm.ltisaooodmamhaveme
meaning of the word next to the word te ensure that the word Is usad appropriately.
You may find the video discussion on children’s writing teaturing Lowsa MoSTs halpful -
heto://www readingrockets org/webcasts /3001 /Ttrans=yes
Pre-Writing Activities
The procedures for this useful guide in struciuring written waork can be seen at
htto:/ (www teachingengiish,org uk/articie/approachys-process-writing
Pro-writing Activities
1. Creativity - thinking about how to apgroach a writing topic. In this stage, the most
important thing & the flow of ideas
2. Focusing ideas - during this stage, students write without much attantion to the

accuracy of their werk or the organisation. The most important feature is meaning.
Hova, the tascher (or nther stdents) should concentrate on the content of the
wnting. . -~

Is it coherent?

Is there anything missing?

Anything extra?

3, Evaluating, structuring and editing - mow the writing is adapted to & readership.
Students should focus more on form and on producing a finished piece of wark. The
teacher can help with error carrection and give arganisational advice.

Pre-writing suggestions
Bralnstorming - quickly produce words and ideas about the writing.
Planning: make a plan of the writing before starting writing.
These plars can be compared and discussed in: groups befare writing takes place.
* Generating ideas - discovery tasks such as cubing {students write quickly about the
subject in six different ways - they:
1. describe it
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3, compare it

3. assaciate it

4. analyze it

S. apply it

6. argua for or against It.

5. Spelling

The fnllondng mary ke halpful « |l

* The use of key words and visuals that cam be used to reinforce spelling rules and
concepts,

*  The use of mnemonics to help with recall of nen-phonetic words. There are a number of
useful computer programmes that can ake be helpful with spelling making it a fun
activity, The company www.spallingmadesim ple.com have & good range of software for
spelling.

* The School Zone speling 2 pack alkse has 3 range of fun activities in spefing
(www.schoolzone.com)

Spelling - Look, Cover, Write , Check

Thisis an established strategy for spelling.

Look — this involves active engagemant of the writer laoking closely at the word with the

inteation of reproduc:mg it. Tracing at the 'look" stage, which will utlise the kenesthetic

memaory, can result in 3 stronger memaery trace and enhance the chances of the <tudent
remembering the visual features of the word. It is also important that the look stage is not
skipped or rushed through before the student has had an opportunity to develop visual
strategies to help memoarise the visual festures. Such strategies can inciude making visual
analogies of the word and recognising the visual features and simllarities of the letters and
the word to ather words or acknowledging the distinctive fagtures. For example in the word

‘window’ there are a number of visual aspects which could help with memoary such as the

first and fast letter being the same and the distinctiveness of the letter “w'. At this stage itls

50 possibie to draw attention 10 words within words such as the word “tent’ in “attention’

andd ‘ask’ in "basker’.

Cover - this Involves the visyal memary ~this takes practice and some children can adapt to

this batter than others. This type of activity lends itself very well to a game and this can be
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motvating for leamers, Visual memory can of course be practiced with a range of visual

games and games and activities involving visual discrimination. For example Crossbow

educational produce 2 wide range of games such as Rummyword’, ‘Breakdown' and

‘Funfish’ all of which can help provide practice in visual activities which can have a spin-off

for spelling. Additionally mnemonics as well as. game-type activities can be used as an aid

for visual memory.

Write — this is an important stage as it provides the kinesthetkc practice needed to

strengthen the memory trace.

O_n_ct__ - this provides the leamer with some responsibility for his own spelling It is

important to reduce the dependency on the teacher as 500n as possible and to promote the

activity of salf-correction.

Simultancous Oral Spehling:

The steps for this include:

*  Have the word written correctly, or made with the |etters,

Say the word.

*  Write the word, spelling out each letter as it is written, using cursive script.

* Tha child needs to ~see each letter-hear its name ~receive kinesthetic feadback through
the movement of the arm and throat musdes,

+ Chock to see if.the word is correct. =

* Cover up the word and repeat the process. Continue to practice the word in this way,
three times a day, for one week. By this time the word should be committed to memory.
However, only one word will have been learned.

This final step nvolves the categorisation of the word with other words, which seund and

look allke, So If the word that has been leamed Is ‘round’ the studant is then shown that he

can also spell ‘ground’ ‘pound” found' ‘mound’ ‘sound ‘around’ ‘bound” ‘grounded’

‘pounding” etc. That Is six, elght, or more words have been learnt for the effort of one.

7. LoamingStomtesies -Ohcmgion - XN A
-wbeneﬁcm&bg{sjgg of the text befiore he attempts to read. This will help his
develop a ﬂm of the text, which will help to extend his language concepts and
comprahension,

Organisation and generation of ideas
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Kid/Inspiration

Inspiration is 8 software programme that cam help In the development of xleas and to
organise thinking Through the use of diagrams it helps the student comprahend (oncepts
and information, Essentially the use of diagramns can help to make creating and modifying
concept maps and ideas easier. The user can also prioritise and rearrange ideas, helping
with essay writing. Inspiration <an therefore be used for brainstorming, organising,
prewriting, concept mapping planning and owtlining. There are 35 In built templates and
thase can be used for a range of subjects ncuding enghsh, History and Scente, Ine
Inspiration programme converts this iImage into a linear outline.

ANSYST Ltd — provide computers and technology for helping people of all ages at college,
school, work or home. Provide products such as texthelp, Dragon Naturally Speaking
Inspiration and software on learning skalls such as reading, spalling, grammar,
comprehension and memory, Waeb sites - www iansyst.co,uk and www.dyslexic.com.

Crick Software www .cricksoft com  Popular clicker programmes can be used for sentence
bullding, word banks, writing frames and multimedia. Lively presentations eg series on Find
out and write about includes programmes on explorers, castles and animals. Also prowide
Clicker books and Clicker animations.

This Sriwrnatiu ol web site commante an tpalicheckers. slartrnir hooks, dfferent kinds of
calculators, wordshark and dickerd (talkiag word processor), Kurzwell 3000 (scars and
reads books), WordQ (writing tool that wses advanced word prediction), Text help,
Co:Writer (provides vocabulary, spelling, composition and revision that supports that hullds
skills in writing), Write OQutioud (talking ward processor — very suitable for grades 3-12 ),
PenFriend, (supportive wriling software featuring word prediction (predictive typing|, on-
screen keyboards, screen-reader speech feadback), Dragon ‘Naturally Speaking,
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Appendix 6 Psychological Report Student 2

The Psychological Assessment Summarz

Done for (Student 2)

REASONS FOR REFERAL

A referral request was made when the child was almost 9 years
old, in 2017, due to concerns at school. The school regarding
Academic abilities. Difficulties were reported in relation to in
reading and written expression and mathematics skills. As well as
the difficulties that he had to access the academic curriculum. It
was noted that he faced difficulties in sentence composition, as
well as phonics and pronunciation. It was reported that significant
difficulties in relation to personal, academic and school

community skills.

In relation to socialization skills, he reported with significant
difficulties included comprehending emotions in others. Engaging
with classmates and using words to express feelings. In relation
to motor skills, he reported age appropriate gross motor skills,
with mild difficulties with fine motor skills such as tying knot

and cutting complex shapes.

The school SEN coordinator further reported that when the child
began at this school, he initially experienced regular dribbling
from his mouth. He was described as completely non-verbal in school
and avoidant in engaging or interacting with children and adults
at the time. In relation to academic skills, he experienced
difficulties in retaining academic information that he learnt, in
contrast to non-academic (understanding was more apparent outside
the classroom, in school or at home). Moreover, the child’s mother
reported that S(2) met the normal motor and speech milestones

throughout his early development, however a significant bowel
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problem appeared when he was 6 years old which subjected him to a

restricted diet.

TEST ADMINISTEREDW

0,
0.0

Wechsler Intelligence Scale for Children -4t Edition (WISC-
Iv)

RS
o

Wechsler Nonverbal Scale of Ability (WNV)

¢

7
*

Behavior Rating Inventory of Executive Function (BRIEF)

L)

*,
e

Wechsler Individual Achievement Test- 3th Edition (WIAT- III)

3

* Vineland Adaptive Behavior Scale-2"¢ Edition (VINELAND-II)

L)

o

* Behavior Assessment System for Children -2°¢ Edition (BASC-2)

TEST RESULTS AND INTERPRETATION

The assessment was delivered in English, and evaluated S (2)

cognitive, executive, and achievement functioning.

Wechsler Intelligence Scale for Children -4t Edition (WISC-IV)
COGNITIVE FUNCTIONING

The WISC-IV is a measure of intellectual functioning that provided
a profile of a child’s strengths and difficulties. It is a verbally
presented assessment, delivered in English. Percentile ranks give
an indication of how the child compares to other children of the
same chronological age. The Full-Scale IQ represents a measure of

overall global intelligence. S (2) achieved score of 71, which

ranked at the 3rd percentile with classification of borderline.
That means that he scored higher than 3% of other children in his

age.

The Verbal Comprehension Index (VCI) measures knowledge acquired
from a child’s environment, as well as verbal concept formation

and verbal reasoning. It examined how the child forms the ideas
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and concepts. S(2) scored lower on Vocabulary and Comprehension
which suggesting significantly below age appropriate knowledge and
principles. The large discrepancy in subtest scores removed the

ability to provide a representative VCI for S (2).

The Perceptual Reasoning Index (PRI) is measure of a child non-
verbal fluid reasoning, spatial processing and visual perception.
It considers the ability to examine a problem, draw upon visual
motor and visual spatial skills, organize thoughts, create
solutions, and subsequently test. S (2) achieved scaled of 5 for

Matrix Reasoning suggesting that S (2) Below Average skills and

difficulties for him in the area of fluid reasoning. This refers

to his capacity to solve new problems in novel situations not

encountered previously. Moreover, he scored within the Below

Average for block Design (SS:7) suggesting below age appropriate

abilities in spatial reasoning. However, he performed within the

Average range within Picture Concepts (SS:10), which reflected his

highest score on the WISC and suggested relative strengths in task

examining non-verbal categorical reasoning skills.

He is obtained a WNV Full Scale IQ of 73, which ranked in the 4tk
percentile with classification of Borderline. This suggests that
his intelligence level 1is below the level expected for his age
when not relying on verbal communication, similar to his skills
identified within WISC. This suggests that S (2) performance was

not significantly impaired by language deficit.

The Working Memory Index (WMI) is a measurement of visual and
visual -spatial working memory, representing the S (2) ability to
hold information in mind, concentrate and manipulate information
to produce an end result whilst resisting interference. It involves

attention, concentration, mental control and reasoning and is
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important in higher order thinking, learning and achievement. He
achieved a WMI of 80. Which ranks at the 9th percentile with a
classification of Low Average of Low Average, reflecting an area
of difficulty for this child He achieved a scale score of 6 for
Digit-Span, this suggesting below age appropriate abilities
regarding mental manipulation and sequencing. He also scored
within the Below Average range for Letter-Number sequencing
(SS:7), suggesting difficulties in tasks involving a higher

cognitive load.

The Processing Speed Index (PSI) measures the ability to focus
attention and discriminate between order visual information
quickly scan. It requires a level of planning ability and
persistence, but can sensitive to motivation, motor co-ordination
and time pressure. He performed in the Below Average range with
Coding (SS:7), suggesting below age appropriate skills in visual
scanning within time constraints. He also experienced difficulties
within symbols research (SS:6) which is a complex task that
involves discriminating between target items to determine if
matched exist.

His perceptual reasoning skills were an area of his strengths.
Overall, it was identified that S (2) has individual strengths
pertaining to perceptual reasoning, particularly tasks examining
non-verbal categorical reasoning skills.

His overall perceptual reasoning skills were below the level
excepted for his chronological age. He also, experienced
difficulties pertaining to working memory and processing speed,
his greatest area of difficulty related to verbal comprehension,
particularly tasks examining the child’s knowledge and use of words
in English, as well as his ability to discuss his knowledge and

intellectual concepts verbally.
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Behavior Rating Inventory of Executive Function (BRIEF)
EXECUTIVE FUNCTIONING

The testing center used the Behavior Rating Inventory of Executive
Functioning (BRIEF) measurement tool, which assesses the child’s
everyday behavior with specific features of self-regulated problem

solving and social functioning.

Overall, this child was noted to experience significant
difficulties within the metacognition domain, such as planning,
organizing and self- monitoring are likely to be required to a
much greater degree within school setting compared to home setting,

which would indicate difficulties for him compared to his peers.

Wechsler Individual Achievement Test- 3th Edition (WIAT- IIT)
ACHIEVEMENT FUNCTIONING

The Wechsler Individual Achievement Test, 3*¢ edition (WIAT III)
was used to examine S (2) ’'s academic skills, including oral

language, reading, written expression and math.

The targeted child’s Oral Language skills were found to be within
the low range overall. Suggesting significant difficulties
understanding and presenting his ideas verbally for academic
purposes and his understanding of verbal information and ideas
presented by others appears to be greater area of difficulty than

his ability to express himself verbally within school.

Within thee Listening Comprehension Index, he performed mildly
below-appropriate age levels on the Oral Discourse Comprehension,
suggesting mild difficulties understanding large Dbodies of
information presented verbally by others. Overall the findings
suggests that the targeted child S (2) is likely to experience
comprehending verbal information provided by others in academic

setting, particularly complex words in English.
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Within Oral Expression Index, the result suggesting that he
performs significantly below the level expected in chronological
age in relation to expressing himself verbally in English. Although
to pertaining to_his ability to attend to repeat verbally presented
sentence. However, he demonstrated strengths in Oral Word Fluency,

which suggests that his word retrieval skills are age-appropriate.

The targeted child’s overall Reading skills are an area of

significant difficulty for him, which require immediate and long-

term support. The results suggesting that he experiences

significant difficulties in reading common words where he required
to apply phonetic decoding rules to words. Although his ability to
comprehend various texts including fictional stories information
texts and how to read passages was in the below average range. In
Oral Reading Fluency, he scored in very low range, suggesting that
his reading fluency skills are an area of significant weakness for

him.

The targeted <child’s overall Written Expression assessment
revealing significant difficulties in ability to compose
sentences. Overall written expression skills are below age-

appropriate levels.

The targeted child’s Mathematics skills suggesting difficulties in
Numerical Operations, Math Problem Solving and Math Fluency. As
well, that he experienced difficulties performing math

calculations and applying such principles to everyday examples.

Overall, He appears to have significant difficulties pertaining to
word reading, written expression, phonetic decoding, spelling and
reading fluency. Moreover, in math he experiences calculation
difficulty and has trouble applying principles to everyday
examples. this included difficulties pertaining to reading to word

reading, phonetic decoding, and reading fluency.
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RECOMMENDATIONS

i

The difficulties identified suggest that a therapeutic
intervention program should be implemented for S (2). This
should be consisting of the following:

Speech and Language Therapy: Given S (2) difficulties
pertaining to verbal comprehension and oral language, he
would benefit from attending a Speech and Language Therapy.
This assessment should be completed by a Speech and Language
Therapist who is fluent in both English and Arabic, with the
function of establishing a baseline indication of his speech
and language skills in both languages. This will determine
whether he should attend Speech and Language Therapy sessions
in the future.

He would be benefit from additional Tuition for his reading.
Written Expression and Mathematics. This can be conducted by
individual tutoring, either at school or within home setting.
Those work with this child, should focus on improving his
basic blending skills, reading fluency and reading
comprehension. Within Written Expression, he should be
support to develop his skills in writing short words and to
learning basic sentence composition skills. In relation to
Mathematics, S (2) will require support to improve his

geometry and calculus skills, as well as his math fluency.

. Student (2) would be benefit from English Language tuition to

improve his English comprehension and expression skills. This
appears to be a significant difficulty compared to his peers,
and given a nature of his academic environment, should be

improve in order to facilitate his development.

. This child would be benefit from attending a Social Skills

Group to encourage further development of skills with a small

group of peers. A social Skills Group is typically facilitated
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1. by Clinical Psychologists and encourages small groups of
similarly aged.

2. Overall school program: it’s recommended that the targeted
child continuous to access to mainstream school setting,
working accordingly to an Individualized Education Plan
(IEP). An IEP addresses a child’s unique profile and includes
specific goals tailored to their strengths and difficulties.
The targeted child’s IEP should be guided by the results of
this assessment and designed to appropriate modify his
individual school curriculum. This should include academic
difficulties, as well as additional support that could be put
in a place to build these skills. This child’s learning style,
as highlighted by this assessment, should be addressed within
the teaching setting. It is important that each teacher is
aware of the targeted child’s unique profile of strengths and
difficulties.

The targeted child’s IEP should include:

a) A statement of child’s present level of performance

b) The child’s annual education goals

c) Modifications and Accommodations school will provide to
support the targeted child’s progress

d) Special education supports and services that school
provide to support the child with achieving the goals

e) How and When school measure the child’s progress towards
annual goals

f) Accommodations during tests

3. This child will require modifications during the test-taking
in the future
a) He should be allowed approximately 25%additional time

when completing tests or timed tasks.
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9

a) Where possible he should take tests in the morning,
toward the beginning of the school’s day
b) He may benefit from sitting test in a separate room from
his peers
c) Assistive technology may be provided to support him
during test-taking.
2. It’s essential to have access a full- time Learning Support

Assistant or shadow teacher to work with him one-one.

The LSA should be trained in working with children with

cognitive and academic difficulties. The role of the LSA

should include:

a) Ensure that targeted child has the support to participate
in individual and group activities relevant to academic
curriculum.

b) Provide support and help

c) Assist teachers in generating and applying any curriculum
modifications/adaptations that are deemed necessary for
this child

d) Promote appropriate social interaction and communication
skills with adults and children.

e) Ensure that he follows generalized group instruction,
demonstrate on-task behavior and work toward independent
task completion, while accessing the age-appropriate

curriculum

Overall, it is recommended to given difficulties indicated a
therapeutic intervention program should be implemented. It was
recommended as well that S (2) continue to access a mainstream
school setting, working according to an Individualized Educational

Plan (IEP) that addresses his unique learning profile and includes
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specific goals tailored to his strengths and difficulties. Saad’s
IEP should be guided by his results and designed to appropriately
modify his individual school curriculum, which should include
consideration of modifications Saad may require based on his verbal
comprehension and academic difficulties as well as additional
support to build these skills. Furthermore, he needs a full- time
Learning Support Assistant or shadow teacher who should be trained

in working with children with cognitive and academic difficulties.
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Appendix 7 Individualized Educational Plan Grade 4
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Appendix 8 Individualized Educational Plan Grade 6

2019-2020 Y6 transition — Term 1 IEP for both students
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Appendix 9 Observations and Field Notes Student 1
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Appendix 10 Observations and Field Notes for Student 2
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Appendix 11 Evaluations Student 1

General English class teacher evaluation (term 1)

-:c-.-:la.in ErgFsh amd Baiks are

Geps J0AD

English reading v 1« Wisieg Working a5 grade 1
2030 Fale

English reading yr ¥ - writing lewel werking toveards grade 2
]

Arabic language teacher evaluation (term 1)

= AL the beginning of the year was 129100 o 12 oJls l]'l'ﬂ"Ir L-I'g; ﬁ.‘q-;.‘l
58 =Jl5 Ladll Lais S5 100
64 =i Jladll £:lg 55100 oo

* At the end of the year was 64 %100 100 o
e’

- @ - -0

= A1 the middle of the year was 58 %100
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Appendix 12 Evaluations Student 2

General English class teacher evaluation (term 1)

| have read threugh your notes. | give you pesmission and | am hapgry for yeu to use them, | feel they give & true transeript of cor camensation.
With regards to the data you needed fav.l have not forgotten but his test results are a little complicated

I lm!.ia stil making some prograss but not as much i he &id Last term, This temm his peogress his slowed a lot Bacause of some changes we
have neticed inhim. Me is now very tired at school and does not lssen well or s2ay focused in his lessons. Both myself 2 '-:‘_,hr:
shadow| have mentioned this to his parents, In particular when we completed the written assessments e was writing down answers without

v reading the quesTions net carng if his answer was ridrrect,

Unfortunasely, because of this the data, from the end of fast term to now there i very Itzle Improvement, This ks not usual and | would hege ¥ he

regainy b focus we wil vew his dsta improve.

| am sorry If this i not helpful to you for your research but feel | must be honest with you,

Arabic language teacher evaluation (term 1)

Student (2) grades in Arabic e
from Term 1 100 o 81, il AL Gy

100 e 18 ¢ |abli b nsiy dpas,
al 10K e 50 2 el Ligs Lo
* At the beginning of Term 1, ) i

Diagnoses assessment :

g&/100

* At the middle of Term 1:
18/100

* At the end of the term :
50/100
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10.
11.

12.
13.

14.

15.

16.

17.
18.

Appendix 13 Interview Questionnaires

English Classroom Teacher Qualitative Interview Questions

It’s nice to meet you and get all these experiences, great and worthwhile
observations. Can you introduce yourself before you start?

Do you think inclusive education is one of the solutions to support the
academic and overall development of students with special needs?

Do you agree to have inclusive classroom when the students are EAL or they
are speaking English as a second language?

How do you know that you have students with special needs in your
classroom?

Is there an individualized educational plan (IEP) for these students? How are
they created and assessed?

Are the parents involved?

Do you plan regarding his needs and so on? Are there any modifications or
accommodations?

Regarding shadow teachers, did you agree to have a shadow teacher in the
class? In the case where a student also has pull-out sessions, what if only one
provision was given, which do you think is more effective?

What do you think if the shadow is bilingual, speaking Arabic and English?
Do you think it could be of benefit or not?

What is the difference between British curriculum and the PYP?

Is there a different approach to student support between primary and
secondary schools?

Is the curriculum designed for students as English native speakers or ESL?
Regarding assessments, are these students included within the general
classroom? Are there assessment modifications?

What is your point of view about teacher training? Do you have specific
qualifications for working with dyslexic students?

Do you think there is sufficient collaboration between English and Arabic
classroom teachers, and the administration/coordinators?

What are the challenges you face during inclusive classes where English is the
dominant language?

What do you think about the local culture, or mindset about special needs?
What are your recommendations to support an inclusive setting in subjects
taught in English, which is a second language for many students here?
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10.

11.

SENCO Qualitative Interview Questions

It’s nice to meet you and get all these experiences, great and worthwhile
observations. Can you introduce yourself before you start?

How are classroom teachers informed about SEND learners within their
classroom?

What are the education services for targeted students?

What do you think about the parents’ role?

Who are the individuals who participate in designing the individualized
educational plan (IEP)? Are revisions done by the same group?

Some have said that students in the secondary stage must be given reduced
educational services, because they must be more independent. What do you
think?

Is there differentiation between students with weaknesses because they are
working in a foreign language, or because they have special disabilities? Are
they differentiated in this service?

If you compare provisions between English and Arabic subjects, there is no
comparison as they are lacking in Arabic. What do you think is the issue?
Do you think if we strengthen students in their mother tongue that will help
support them in the second language?

How is the coordination between primary and secondary regarding SEN
students? Is there coordination between English and Arabic departments?
What are your recommendations to provide for the needs of Arabic learners
with specific learning difficulties within an ESL school?
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ALN/TA Qualitative Interview Questions

It’s nice to meet you and get all these experiences, great and worthwhile
observations. Can you introduce yourself before you start?

What is your role?

What is the situation with the transition year, and how has it been problematic
for SEN students?

How are students having additional needs in class identified?

Once you have a diagnostic report, what is the next step? What is the
provision?

How many times do you revise and review the IEP and provisions?

Do you believe in the parents’ role? There is a statement which says parents
play a crucial role in the achievement of an IEP.

Did you receive any training in this setting, which helps you, supports you to
be able to create an IEP, to provide students with a specific, particular
intervention that they need?

What are the educational services for the students observed in this research?
Are there specific accommodations or modifications? Are the tests the same?
When you compare the provisions for students in English classes they are
excellent, sophisticated; but what is provided for them in the Arabic section, it
is like they are not in the same school. What is the issue, do you think?

If there was integration between the Arabic and English departments, do you
think this would be of benefit? Would raise awareness?

If we strengthen SEND students who have dyslexia in their mother language,
would this reinforce them in the second language?

What are your recommendations to have more effective provisions for these
students, or for others with specific learning difficulties like dyslexia?
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1:1 Support Assistant Qualitative Interview Questions

. It’s nice to meet you and get all these experiences, great and worthwhile
observations. Can you introduce yourself before you start?

. How many years have you been supporting students with special needs?

. What are the challenges faced by the target student in subjects taught in
English (L2)?

Do you think he has similar difficulties in subjects taught by using Arabic
(L1)?

. What does the target student need to be supported within the inclusive
classroom?

. To what extent are there educational services provisions in the school to
support SEND learners with dyslexia in both English and Arabic subjects?
Does the inclusive classroom support the student to strengthen his academic
achievements?

. Who assesses the target student after each lesson, the shadow teacher or
classroom teacher or both?

Do you have suggestions to get the best inclusive environment for native
Arabic learners with learning disabilities?
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Arabic Coordinator Qualitative Interview Questions

It’s nice to meet you and get all these experiences, great and worthwhile
observations. Can you introduce yourself before you start?

Can you discuss your experience?

Do you agree with the following statement: “Our school is a role model of
inclusive education”?

Are the Arabic language classes running in the same general school inclusion
system?

As the Arabic Coordinator, how are teachers informed about special cases
with SEND?

How do you create the IEP?

Is the plan a general plan created for all students with weaknesses, or is there a
different 1EP for SEN students?

Is there modification or accommodation in Arabic subjects to support SEN
students to meet their potential?

Do you see a distinction between a student with weaknesses because of some
reasons such as poor care, etc., and one who has weaknesses because of SEN?
Does coordination between the administration and your teaching staff need
more reinforcement?

Do you receive workshops in respect to inclusive education for SpLD
students?

What is your evaluation of each element which could affect inclusive
education and play a role in making inclusion effective and successful?

Do you have a message for parents/guardians of SEN students?

What about the role of the administration staff, is it important?

Do you think the idea of inclusive education is a recent one in our culture (the
Middle East)?

If the student’s shadow teacher doesn’t speak Arabic, how can she support the
child during Arabic classes? Who is monitoring the support teacher?

What about pull-out sessions, are they useful?

What is your last message and recommendations for providing the best
inclusive education?
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Arabic Teacher Qualitative Interview Questions

It’s nice to meet you and get all these experiences, great and worthwhile
observations. Can you introduce yourself before you start?

Do you agree with the idea of inclusive education?

Is inclusive education applied in this environment?

Do you agree with this statement: “integration is not inclusion”?

How are you informed about SEN students who need support and educational
services, and when?

Is cooperation between the administration and the Arabic language team
supportive of the teacher and student?

Can you distinguish between a student’s academic weakness, and weakness
due to a disability or cognitive disability such as learning disabilities?

How were you informed about the target student with SEN in your classroom?
When?

What are the most important challenges and difficulties faced by the target
student, in your experience? How do you overcome these challenges?

What are the target student’s strengths?

Have you received any workshops in this regard?

What is the role of management in order to effectively support people of
determination?

Are there individual exceptions that take into account the needs of special
cases, such as accommodations and modifications?

Do you think academic achievement of the student in the first language
(Arabic) is necessary for his progress in the second language (English)?
Does the target student need a special support teacher as shadow or pull-out
sessions? Which is more effective?

Do you think exchanging experiences and cooperation between Arab and
foreign teachers might support students with special needs in inclusive
education?

What are the obstacles that are faced by Arabic language teachers within an
inclusive environment?

What are your recommendations to effectively support inclusive education in a
school environment in which English is dominant?
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Parent Qualitative Interview Questions

When did you enroll your child in the current school?

When did you discover that your child needs support?

What were the symptoms or signs of this issue?

Would you mind sharing your thoughts regarding the integration of years in
this school year (transition year)? What was the best choice for your child
from your point of view? Why?

Do you think educational services provisions to support the child are
necessary for your child in subjects taught by English and Arabic languages?
Did you know about SEN or dyslexia before?

What are your child’s strengths and weaknesses?

Does this school have a program to guide parents of children with SEN, such
as workshops, to promote your knowledge of dyslexia?

How is the communication and collaboration performance with school
stakeholders to support your child? How has that happened?

Are you invited by the school to monitor your child’s academic development?
What are the educational services provided by the school to support your
child?

Does the child receive educational services provisions in English, math and
science?

Do you know your child’s IEP and any accommodations or modifications in
curricula and assessment?

Are you satisfied with provisions in English? Why?

To what extent are there services to support your child? Which area?

Does your child show academic progress? Which area, and why do you think
s0?

Does your child have provisions in Arabic?

Are you satisfied with services provided in the Arabic section?

Did this school have efficient evaluation for your child based on his individual
needs?

Is your child supported in Arabic subjects the same as he is supported in
subjects taught in English? How?

Do you think supporting your child with dyslexia in L1 could develop his L2?
Are educational services and provisions equivalent in both subjects, English
and Arabic?

Are you satisfied with the Academic coordinator (SENCO)?

Are you satisfied with school departments, both English and Arabic?

What are your recommendations or suggestions to provide effective
educational services in both English and Arabic?
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