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Abstract

This case study aims to investigate the practices of an international mainstream
school in Dubai in addressing the academic needs of elementary students with
dyslexia in grades (1-5). The researcher used some tools of the qualitative approach
in collecting and analysing data to achieve triangulation such as: Observation,
interviews, questionnaires and document analysis to have a comprehensive idea about
dyslexia regarding assessment and identification, curriculum and extra-curricular
activities, interventions and provision, in and out-class support and teachers’ training

The results showed that further attention should be paid to dyslexia as an SpLD
regarding all the previously mentioned aspects that reflect students’ real points of
strengths and weaknesses. Also, the cooperation of the SEND department and all
stakeholders involved should be sought to eliminate the confusion whether dyslexia is
a disability eligible for a special care or not.

Furthermore, the research suggested a recommendation set for more effective
practices to be implemented by the Ministry of Education in the UAE, in the school
where the case study was conducted and the teachers.

Hopefully, this study can add to the existing research that focuses on SEND in the
UAE and gives way to more research studies concerning dyslexia in the future.
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CHAPTER ONE: INTRODUCTION

“every learner matters and matters equally” (A guide for ensuring
inclusion and equity in education 2018, P. 12)

1.1 Background:

Humans are considered the main and essential factor of economic, social, and
political growth. Investing in humans through education guarantees remarkable
benefits of societies (Galal 2008). Consequently, in a world calling for equity,
everyone has the right to acquire the education needed to pursue his/her dreams.
Students with special educational needs are not apart from the previous scheme (A

guide for ensuring inclusion and equity in education 2018).

It was previously believed that people with disabilities, now called people of
determination, should be taught apart from their regular peers who do not have
disabilities; this affected the social structure and motivated discrimination. Through
time, the calls for inclusion have increased and led to the launch of the EFA
‘Education for All’ in 1990 which is “a world commitment” that aims to provide all
students of different genders, ethnicities, social and economic backgrounds and
talents or disabilities with the basic requirements of education (UNESCO Handbook

on Education Policy Analysis and Programming 2013).



Based on the previous commitment, most of the countries had launched their own
laws that guaranteed equal opportunities of education for all students. This has been a
big challenge of which most of the countries have faced that is to educate students
with disabilities in mainstream schools, hence mainstream classes, after decades of
segregation in special educational schools. One aspect of this challenge is to educate

students with special learning difficulties such as dyslexia.

The researcher considers dyslexia as a spectrum because the level of severity and
symptoms differ from one individual to another; that is why Miles and Miles (1999)
explained how difficult it is to generate a specific definition for dyslexia as the
severity and symptoms vary. They also pointed out that the various definitions of
dyslexia might be connected to some historical incidents and have been formulated
by different social groups to serve different purposes. One of these definitions of
dyslexia the one constituted by the World Federation of Neurology in 1968 is that
“dyslexia is mainly a disorder in learning reading despite of all the adequate
teaching instruction, level of intelligence and social opportunities which depends on

original disability ” (Riddick, Wolfe & Lumsdon 2003).

Following the EFA commitment, schools accept students with dyslexia to learn with
their peers without disabilities, but it is not that easy for schools nor teachers to
provide such students with adequate instructions for so many reasons that will be
mentioned in detail later in the research. Teachers’ positive attitude towards such

students can eliminate anxiety and depression that might cause these students



deterioration in self-esteem, boredom, tendency to sleep in class and withdrawal from
collaborative work (Bohon et al. 2016). This agrees completely with the TPB ‘Theory
of Planned Behaviour’ that students with dyslexia can show a good progress when

positively enticed to progress (Ajzen 2012).

That is why this dissertation investigates how mainstream teachers in a mainstream
school in the private sector in Dubai, United Arab Emirates, help motivate students

with dyslexia in elementary phase to progress.

1.2 Chapters’ Organization:

Chapter one in this investigative study tries to introduce the meaning of dyslexia from
some distinguished scholars’ points of views. It also presents the context in which
this study has been conducted. It also introduces the research questions which the

study tries to answer.

Chapter 2 visits literature to introduce the different etiological models that discussed
dyslexia. It also includes some definitions of dyslexia along with its causes,
identification and assessment. The chapter also discusses dyslexia and inclusion

especially in the UAE context.



Chapter 3 introduces the research approach, the tools used throughout the study and
the rationale behind using them. It also presents the ethical concerns and the

challenges the researcher faced while conducting the study.

In chapter 4, the results of using the qualitative tools are presented, and the analysis

of the data gathered with each tool is discussed.

Chapter 5 discusses the results of the case study in relation to the research questions
mentioned in chapter one. It also offers some recommendations for the Ministry of
Education, the school and the teachers for better future practices. The chapter ends

with the final conclusion that wraps up the whole study.

1.3 Aim of the study

The purpose of this investigative research is to:

1. study the policies and procedures tackled and interventions and assessment
tools provided for students with dyslexia in international private mainstream
schools in Dubai.

2. Explore the attitude, of teachers and SEN COs dealing with students with
dyslexia.

3. offer some recommendations to enhance the process of instruction provided to

those students.



4. propose some suggestions that can be useful for the regulations and policies of
including students with dyslexia in the elementary phase in mainstream

schools in Dubai, UAE.

1.4 The Research Questions:

In this investigative study, the researcher attempts to answer the following questions:
1. What is on offer for students with dyslexia in elementary (grade 5) mainstream
schools in the private sector in Dubai, UAE, in relation to:
1.1: Policies and procedures
1.2 Identification and assessment
1.3 Placement and in-class support
1.4 Curriculum differentiation and extracurricular activities

1.5 Professional development for teachers

2. What can be recommended to help students with dyslexia reach their utmost

potentials in mainstream classes in private elementary schools in Dubai?

1.5 The research context: The UAE/Dubali

The UAE is a small country in Asia that looks over the Arabian Gulf and neighbours
both Saudi Arabia an Oman. It was established in 1971 by the Late Sheikh Zaid after

the withdrawal of the British Empire from the Gulf area. It consisted of seven



Emirates® ruled by different rulers till 1971 when Late Sheikh Zaid formed the
federation under his wise leadership (Rugh 2009). Abu Dhabi is the capital of the
country, yet Dubai is considered the second city and very famous worldwide. The

rulers of the seven Emirates constituted the ‘Supreme Council’ which is considered

the highest ‘Constitutional Authority’ in the Country (UNESCO 2010)

The UAE has risen from a small fishing and pearling community to a strong and
wealthy economic story of success (Freas 2010). In addition to the discovery of oil in
the region, the growth of the UAE has been due to ‘laissez-faire’ laws and policies
that have been constructed by the rulers (Freas 2010). In its economic growth, the
UAE has depended on non-oil industries to achieve the desired sustainability. The
profits of oil and non-oil industries were channeled to build a strong infrastructure

(The United Arab Emirates 2005).

Education in the UAE has gone through many phases; the official framework of
schooling started in 1971 in which the Kuwaiti syllabi were used till 1977. In 1977,
the UAE launched its first curricular framework that reflected the UAE culture and
catered for the needs of the society for elementary and intermediate schools. In 1983,
the UAE as a member in the GCC? agreed to unify the curricula for science and

mathematics in cycles 1 and 23 (The United Arab Emirates 2005). Before 1991, the

! Abu Dhabi, Dubai, Sharjah, Ajman, Ras al Khaimah, Umm al Quain, and Fujairah

2 Saudi Arabia, the UAE, Oman, Kuwait, Bahrain and Qatar
3 Cycle 1: Elementary schools, Cycle 2: intermediate (middle) schools



Emirati MOE used to use an English Curriculum that was designed and produced by
foreign publishers, but the need for a local curriculum emerged, so a committee of
educators from the MOE and the UAE University worked on designing a curriculum
that addresses students’ local environment and catered for the needs of students in

grades 4-12 (The United Arab Emirates 2005).

As the economic evolution in the UAE began, the need for establishing a private
schooling sector emerged. At the beginning, the private sector was only for
expatriates who came to the country seeking new job and life opportunities in the
economically growing country, but now so many locals would send their children to
private schools for better instructional opportunities, hence better outcomes (Hoteit et
al. 2017). The private sector is considered a good investment as the private schools’
tuition is considerably high, but the Emirati MOE has limited the increase in school’s

tuition to only 2% per year (Hoteit et al. 2017).

The private sector implements more than 17 curricula to address the needs of the
cosmopolitan society in the UAE, and it also implements the UAE curriculum
specially in Arabic and Islamic. The private sector is supervised by authorities
assigned by the MOE especially in Abu Dhabi and Dubai; The KHDA in Dubai aims
to assure quality instruction and easy accessibility in the private sector (The United
Arab Emirates 2005). Although the private sector is supervised by the government,

the special education services are provided in a different way.



The UAE had established special education schools under the authority of the
Ministry of Social Affairs, yet with the consistent world demands for inclusion, the
government has launched the ‘School for All’ policy that gives all students with
different needs and disabilities the chance to join mainstream schools with their
regular peers (Special Education Department, MOE, UAE 2018). In 2009, the
government launched the articles of Federal Law 29/2006 that guarantee the rights of
people with disabilities the rights in health, education, and employment (Alborno &

Gaad 2014).

Consequently, the KHDA in Dubai established ‘Dubai Inclusive Education Policy
Framework’ to support the nation’s commitment towards to the UNESCO convention
on ‘The Rights of Persons with Disabilities’ and to back the national and local
legislations represented in the Federal Law 29/2006 and Dubai Law 2/2014. This law
guarantees Dubai’s commitment to provide a comprehensive social and educational
inclusion of all children including those who have special educational needs and/or

disabilities (KNOWLEDGE AND HUMAN DEVELOPMENT AUTHORITY 2017).

The information about including SEND students in the private sector is little as
reported by Bradshaw et al in 2004. They reported that schools did not provide
admission to many cases of SEND students due to the lack of budgets and qualified

personnel to provide the needed support (Bradshaw, Tennant & Lydiatt 2004).



However, it is seemingly, that private schools have many cases of SEND students in

mainstream classes (Sheikh 2015).

On the other hand, the public sector started to open special classrooms in 1980.
Segregation was the main dominant in these classes because although located in
mainstream schools, the classes were separated from mainstream classes and were not
run by mainstream teachers. 10 years later, public schools tended to activate less
restrictive educational environment and opened resource rooms to provide those
students with the needed services. Students who did not show progress or

demonstrated severe disability would be sent to special care centers (Sheikh 2015).

1.6 Rationale and significance of the research:

As a language teacher, the researcher believes that Dyslexia is one of the major
challenges for language teachers as it directly affects students’ literacy. Moreover, an
important factor that makes it even more difficult to work with students with dyslexia
is the fact that they have ‘inefficient’ short-term memory (McLoughlin et al. 1994,

Beech1997, Singleton 1999 in Riddick, Wolfe & Lumsdon 2003: P.4).

Schools nowadays are highly concerned about literacy in all subject areas, so they
should pay extra care to students with dyslexia as there is a great connection between
‘students’ acquisition of literacy’ and their ‘phonological processing skills’ (Thomson
2003). Consequently, dyslexia can cause poor single word reading, big number of

reading mistakes for the age level and miss out words or sometimes lines while



reading. All these cognitive problems can negatively affect literacy not only in

languages, but also in all other subjects (Riddick, Wolfe & Lumsdon 2003, P:12).

One more factor is that students with dyslexia demonstrate difficulty in transferring
information from ‘working memory’ to ‘long-term memory’. This can affect keeping
information such as the alphabet which is the base to learn any language (Riddick,
Wolfe & Lumsdon 2003: P.4). On the other hand, a student with dyslexia can
demonstrate remarkable intelligence in math and science if it doesn’t involve reading

in the process (Riddick, Wolfe & Lumsdon 2003: P.4).

Another significance of the research is that the researcher has got to know that one of
the most distinguished scholars in the field of special needs that happened to be the
researcher’s tutor is with dyslexia. Weird enough, she does not suffer from dyslexia
in her mother tongue (Arabic), yet she demonstrates difficulty in reading in the
foreign language (English) although she is so fluent when she speaks it which was
previously related to English as a language (Riddick, Wolfe & Lumsdon 2003: P.9).
Moreover, it is well known that some remarkable scientists such as Albert Einstein
and Thomas Edison, artists like da Vinci and Picasso, actors such as Tom Cruise and
Robin Williams, and politicians such as Churchill and Kennedy were with dyslexia
(Alexander-Passe 2010) , yet it never hindered them from being such great assets to

humanity.
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It is known that students with dyslexia do not show external symptoms and look like
regular, non-dyslexic students. Also, the SEND departments in most of the schools
are still new and lack well-trained staff and teachers. This causes teachers to accuse

those students of being lazy and careless and treat them unfairly.

One more thing that has encouraged the researcher to investigate dyslexia is that
according to statistics delivered by the British Dyslexia Association, almost 4% of
students suffer from severe dyslexia and almost 10% of students suffer from milder
dyslexia (Peer 1994 in Riddick, Wolfe & Lumsdon 2003). This number is merely an
added challenge for mainstream teachers who might have up to 30 students or more

in one class.

It is rather unfortunate that teachers especially in the elementary phase do not have
the tools for screening and identifying students with learning difficulties or specific
learning difficulties such as dyslexia; however, it is very useful for those students to
receive proper instruction which can make a big difference with their cognitive skills
(Ahmed & Din 2017).
Figure 1. 1: the effect of proper intervention on brains with dyslexia
TE) T2

No Dyslexia Has Dyslexia

)
3

Dyslexia: Dyslexia:
Before Intervention After Intervention
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This has encouraged ‘cross-disciplinary’ teaming and co-teaching to become a
standard practice in differentiated instruction especially for SEND students (Villa &
Thousand 2017). That is why it is very important that the UAE schools assess their
practices regarding including students with special needs and disabilities for better

future practices and identification.

Because schools are considered a miniature image of the society, they are total
reflections of it, and implementing inclusive education at schools reflects an inclusive
environment that accepts everyone regardless of colour, gender, ethnicity and special

need.

Dealing with students with dyslexia, teachers can find themselves facing some other
physical, behavioural, and cognitive problems such as poor gross motor skills,
ADHD* and dyspraxia® (Riddick, Wolfe & Lumsdon 2003). Students with dyslexia
can feel misfit and cannot cope with the class pace, especially in reading, so they tend
to cause trouble and demonstrate some disruptive behaviours to lessen their anxiety.

This can make teachers’ jobs even more complicated.

It is very useful when all the staff in charge are aware of the problem faced by
students with dyslexia, so they implement strategies and techniques to help those

students’ literacy and allow them proper access to the school’s curriculum (Riddick,

4 Attention deficit hyperactivity disorder
5 Inability to perform coordinated movements.

12



Wolfe & Lumsdon 2003). To be able to do so, it is very important for teachers to
employ a process in which barriers to learning are eliminated. Such a process should
be included in the school’s action plan for inclusion which provides all stakeholders
an incentive to assign more budgets for recruiting more qualified staff, preparing
more resources, and buying new equipment to help all students overcome their

learning barriers in a more inclusive environment (Riddick, Wolfe & Lumsdon 2003).

The previous points are intriguing that the researcher has decided to dig deep down in
dyslexia to find out about: policies and regulations of inclusive education, problems
of students with dyslexia, proper interventions, and finally come up with some
recommendations that can be useful for teachers in the elementary phase to better

help students with dyslexia.

1.7 The research limits:

This research is limited to some aspects:

1. the research context; one school in the private sector in Dubai, the UAE.

2. The subject of the study is just one boy in grade 5. This can help the
dependent variables such as (gender, age, grade level, social circumstances
and parents’ follow-up) affect the independent variables such as the
interventions including adaptations and modifications.

3. The academic year 2017/2018.
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1.8 The research terminology:

1.8.1: Dyslexia:

There are many definitions of dyslexia that mostly evolve around phonology

impairment that can affect all aspects of a language. (Thomson 2003).

In this study, dyslexia is discussed as a different phonemes and word processing that
can need modification and adaptation in languages, and necessarily in other subject

matters.

1.8.2: Inclusion:

Inclusion in literature is the tendency to include students with disabilities in
mainstream schools with their mainstream peers. (KNOWLEDGE AND HUMAN

DEVELOPMENT AUTHORITY 2017).

In this study, inclusion is accepting all students including the ones with dyslexia in a

mainstream class and respect that they are different rather than they are disabled or

impaired.
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1.9 The researcher’s Background

The researcher has an experience in teaching English language and Arts to students of
middle and high school in and out the UAE. Throughout a period of almost 20 years,
the researcher has faced students with reading and literacy problems of which she
could only relate to students’ ignorance and laziness, but now as inclusion and special
educational needs have emerged, the researcher would like to participate in shedding
the light on the problem of dyslexia and some possible ways to overcome it. The
researcher joined the school in which the case study was conducted in September

2011.
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CHAPTER TWO: LITERATURE REVIEW

The literature review starts with historical definitions and background of dyslexia and
listing the causes and the possible accompanied symptoms and disabilities. It also
goes further to discuss theories and etiological models that are concerned with
providing insightful accounts of provisions and interventions that can be implemented
in case of dyslexia. The chapter also discusses students with dyslexia regarding

inclusion within the UAE context.

2.1 Literature Search Methods:

The researcher consulted various online databases to visit and examine previous
researches about dyslexia. The researcher mainly used EBSCO databases, the library
database in the British University in Dubai. Also, the researcher consulted literature

from the Education Resources Information Centre (ERIC).

The investigative study focused basically on free published journals as well as books.
Publications of the 21% century were mainly used to give the research a more recent
scope about the subject in hand, dyslexia. The study used some key abbreviations

such as: SEND, SEN CO, STL, HOS and the UAE.
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Moreover, the study also used UNESCO and the UAE Ministry of Education
publications to examine policies and regulations of inclusion locally (the UAE

context) and worldwide.

2.2 Literature Review:

2.2.1 Dyslexia and the various etiological models and theories:

Dyslexia is a specific learning difficulty of language, mainly reading. Consequently,
it has been discussed and investigated in etiology, and this has led to many theories

about diagnosing and treating it through various models (Le Jan et al. 2011).

In the medical model, dyslexia is considered a result of a neurological and learning
dysfunction (Macdonald 2009). Some multi etiological researches suggest that
dyslexia is the result of genetic disorder located in the brain. Moreover, these
researches suggest some ‘loci: 6p21.3, 15915-21 and 18p11.2” to be the identified

places of genes that might cause dyslexia (Saviour & B. Ramachandra 2006).

However, the social model discusses the ‘disabling barriers’ and their impact on the
education and employment of people with dyslexia (Macdonald 2009). it also
investigates the effect of the social class and institutional discrimination and its
negative effect on people with dyslexia who live in such conditions (Macdonald

2009). Suarez et al. (1983) believed that children should be considered as an output of
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‘complex sequence of events; this can include the child’s genome as well as the
environment in which this child grows (Suarez et al.1983 in Frisk 1999).
Consequently, dyslexia is looked at as a social rather than an individual problem

(Macdonald 2009).

Cognitively, there is no definite definition for dyslexia as it is a disposition or a
cluster of dispositions in etiology. More utilization of the reliable reading patters
required to come up with a clear well defined ‘cognitive model’ which can activate
the cognitive elements of reading and writing and overcome the barriers faced by

students with dyslexia (Castles et al. 2006).

In his book ‘Dyslexia, Reading and the Brain’, Beaton (2004) investigates some
theoretical approaches to reading in relation to etiology. One of these theories is the
‘Dual- Route’ theory, figure 2.1, that suggests two paths of which the written word is
processed, hence, pronounced (Beaton 2004).

Figure 2. 1: The ‘Dual- Route’ theory
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The first path assumed by the theory implies that words, to be read, go through a
process that deals with each word as an ‘indivisible whole’. This process takes place
when the store of words in the memory is accessed. This creates a visual dictionary
entry of the word that includes its meaning. (Beaton 2004). Pronouncing the word,
then, takes place when creating a sound entry that is connected to dictionary or
lexicon of sound structure of stored familiar words (Beaton 2004). The brain usually
follows this path with idiosyncratic exceptions of words that do not follow the regular
rules of decoding and blending such as ‘colonel’ (Beaton 2004). The second path is
used in pronouncing the nonwords as they do not have entries in the word store in the
memory. This process follows the rules of blending and recoding strings of sounds to
create the nonwords (Beaton 2004). When this theory was applied to students with
dyslexia, they showed better results with the first rout, yet the results were

comparatively low with reading the nonwords. These results show that students with
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dyslexia pay more attention to the visual structure of words rather than their strings of
sounds (Beaton 2004). This theory was highly debated as many phonologists argued
that both processes of pronunciation require activating decoding and blending, and

that can happen very fast before pronunciation (Beaton 2004).

Furthermore, Ajzen’s theory of planned behaviour (TPB) (1985), is concerned with
teachers’ attitude towards students with different SpLD and/or SLD. Such an attitude
can affect these students’ sense of belonging and behaviour, hence, academic output
(Gwernan-Jones & Burden 2010). This theory states that teachers join their
professions with intentions of how to deal with students SpLD and/or SLD like
dyslexia in this context. These intentions agree with these teachers’ attitudes towards
dyslexia as an existing learning difficulty in relation to their perceptions of the norms
within their profession as teachers. The mentioned attitudes and norms are forged by
their personal values and ethics of teaching students with such a difficulty from one
side, and by the ethics and beliefs of others around them from the other side. One
more thing can affect teachers’ beliefs is that how much competent they believe they
are in dealing with dyslexia among other special needs (Gwernan-Jones & Burden
2010).

Figure 2. 2: Theory of Planned Behaviour Model
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Investigating the previous models and theories gives a close look at how dyslexia
occurs, what the causes of dyslexia might be, how to assess people with dyslexia, and
what proper interventions can be provided to students with dyslexia to overcome their
reading problems. These researches are very useful for the SEND department at
schools as they provide insights about how to identify and deal with students with

dyslexia.

2.2.1 Definitions of dyslexia:

Dyslexia is a combination of two Greek words: Dys means impaired and Lexia means
word. Explanations and definitions of dyslexia differed from one individual to
another; thus, one neurologist to another. Neurologists linked the definitions of
dyslexia to the feature or cluster of features of the impairment. One explanation is
that it is a language related problem that causes phonological and spelling

weaknesses. These weaknesses are due to a problem in the phonological processing

21



system that is responsible for all phonological tasks, not just reading and writing

(Thomson 2003).

The British Psychological Society (1999) supports the original meaning of ‘dyslexia’
as it reflects the difficulties in one’s words. It identifies dyslexia as:

“Dyslexia is evident when accurate and fluent word reading and/or spelling develops
very incompletely or with great difficulty. This focuses on literacy learning at the

‘word level’ and implies the problem is severe and persistent despite appropriate

learning opportunities.” (Riddick, Wolfe & Lumsdon 2003: P. 1)

Berninger (2001) pinpoints the discrepancy between the impairment in individual
word skills and the ‘higher thinking’ skills like ‘verbal reasoning” and comprehension
(Riddick, Wolfe & Lumsdon 2003). That definition has been scrutinized by the
critics claiming that it is very limited as it does not highlight the difficulties in
literacy that an individual with dyslexia might encounter (Riddick, Wolfe & Lumsdon

2003).

Morgan (1996) came up with a precedent medical definition of dyslexia; he referred
to it as ‘congenital word- blindness’. This definition refers to the individuals who
have a problem in reading and understanding written contexts without being exposed

to brain injury or damage (Beaton 2004).
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The National Institute of Child Health and Human Development in agreement with
International Dyslexia association (2002) defines dyslexia as a disability that features
some difficulties with fluency and/or accuracy regarding word recognition, and some
difficulties in blending, decoding and phonemic awareness. These difficulties can be
caused by a phonological deficit that might result from poor instruction inside

classrooms (Alexander-Passe 2010).

On the other hand, some discuss dyslexia from a different perspective since many
people with dyslexia have achieved remarkable successes in different fields
(Alexander-Passe 2010). Consequently, it is believed that people with dyslexia
develop skills to reimburse the difficulties they suffer from. Some neurologists seem
to go far enough to believe that dyslexia is nothing but an evolution that occurs to the
humankind that enables humanity to possess some abilities that are unknown and

superior to the recent modern societies (Alexander-Passe 2010).

2.2.3 History of Dyslexia:

Dyslexia is a common reading disorder that affects 2-7% of children at school age.
There was very little information about the factors that might cause learning
disabilities till a century ago (Undheim 2003). The terminology of dyslexia; however,
has not been clear as there were many areas that dyslexia might concern; 20-25% of
children who suffer from ADHD have reading disorder, yet the correlation between

SpLD and psychiatric disorders has not been studied thoroughly (Undheim 2003).
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The term dyslexia was invented 130 years ago by Rudolf Berlin who was a German
ophthalmologist and professor in Stuttgart (Kirby 2018). During his work, Berlin
noticed that some of his grownup patients struggled in reading printed words
although they did not have any sight problems. Berlin then suspected that these
difficulties were due to some physical changes that occurred in the brain. Berlin gave
this disorder a term that meant ‘difficulty with words’ (Kirby 2018). However, it was
the German Professor Adolph Kussmaul writings that influenced Berlin; in 1877,
Kussmaul mentioned this kind of disorder and referred to it as ‘Wortblindheit’ which

means ‘word-blindness’ (Kirby 2018).

In Britain, an ophthalmologist called Hinshelwood, a council medical officer called
James Kerr, and a general practitioner called Pringle Morgan did not just study the
previous disorder as a sole symptom but extended it to include children (Kirby 2018).
Doing this, a new distinction between acquired and congenital word- blindness
emerged. Consequently, they spotted two causes for this disorder; it could be a brain
injury in adults and genetic in children (Kirby 2018). Morgan’s account about certain
cases had become fundamental to understanding dyslexia in children as reported by
Peggy Anderson and Regine Meier-Hedde (2001). Their reasons were that Morgan, in
his account, used an observable format unlike other accounts of some other
physicians. Another reason was that Morgan was the first one to shed light on

children’s cases (Kirby 2018).
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Because of wars, the focused studies of dyslexia moved from the UK to the USA. In
1925, the American neuropathologist from the State University of lowa, Samuel T.
Orton, made a presentation in the annual meeting of the American Neurological
Association in Washington, DC®. His presentation was based on case studies he
conducted, so he came up with a new hypothesis that reading disorders are attributed

to intellectual dominance (Kirby 2018).

In the 1960s, the notion of intellectual dominance changed to other theories of
cognitive development. In 1970, Critchley gave a new definition of ‘developmental
dyslexia, as an issue that required immediate attention (Kirby 2018). In 1972, Naidoo
published the first account that differentiated between dyslexic and non- dyslexic

children (Kirby 2018).

Many accounts about dyslexia were discussed and published till 2009 when the report
presented by the ‘Rose Review’ defined dyslexia as: “A learning difficulty that
primarily affects the skills involved in accurate and fluent word reading and
spelling.” (Kirby 2018). In 2014, in their book ‘The Dyslexia Debate’, Julian G.
Elliott and Elena L. Grigorenko focused on the problem of literacy as the main
concern of dyslexia and how to address it clinically, educationally, occupationally,

and socially (Kirby 2018)

6 District of Columbia
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2.2.4 Causes of dyslexia:

Dyslexia is considered a ‘specific developmental disorder’ that causes reading and
spelling difficulties. Moreover, it is widely known that the percentage of dyslexia
among children ranges from 2-10% of which one third is male (Trautmann 2014). To
interpret the causes of dyslexia, different models have been used recently; all these
models on neurological, cognitive and behavioural levels tried to explain the
interaction and performance of the previous levels (Trautmann 2014). Later on,
another level of interaction was added to the previous models; that level interpreted
the interaction of genetics with the previous levels. In a way, these models studied the

etiology and family risk factors (Trautmann 2014).

The previous studies have come up with several causes; one of them is the genetic
abnormality in the °‘the left perisylvian speech area’ which is responsible for
phonological deficits (Trautmann 2014). On the other hand, those who support the
‘cognitive-oriented, phonological hypothesis believe that the deficit in the
performance of phonemes leads to dyslexia and clarifies why people with dyslexia
face difficulties in reading and spelling (Trautmann 2014). The previous failure can
lead to further visual, auditory and fine motor skills problems. Furthermore, it is
believed that due to some hormonal conditions amid pregnancy, the developmental
abnormalities that cause dyslexia can also activate some disruption in the sensory

routes released from the thalamus (Trautmann 2014).
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Other theories such as the ‘temporal processing deficit hypothesis’, or “timing
hypotheses suggest that the mechanism that impacts language, attention and motor
skills induce dyslexia (Chiappe 2002). Consequently, deficiencies in timing can cause
challenges in converting oral language because the individual phonemes and sounds
are so quick. These challenges can cripple the fine motor coordination and other

sensory skills (Chiappe 2002).

2.2.5 ldentification and Assessment of Dyslexia:

“Reading is fundamental to educational achievement, career prospects and
ultimately adult well-being” (Maughan et al., 2009 in Snowling et al. 2011).

Although the debate of how to define dyslexia has not been won yet, there is a sort of
agreement that it concerns problems in word decoding, spelling and reading fluency
(Diagnostic and Statistical Manual of Mental Disorders (DSM-5); American
Psychiatric Association, 2012 in Warmington, Stothard & Snowling 2013). Children
who have such problems demonstrate other difficulties in phonology processing skills
and inadequacy in the performance of the working memory (Warmington, Stothard &
Snowling 2013). For these reasons, teachers’ judgements of students’ progress in
reading and phonics is considered a valid screener for students with dyslexia

(Snowling et al. 2011).

It is widely known that dyslexia and SpLD have different meaning for different

people (Reid, 2003; Mcintyre & Deponio, 2003 in Reid, Deponio & Petch 2005).
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Despite the collaboration between the British Dyslexia Association and the
Department for Education and Skills (DfES) to promote distinct definition of
dyslexia, it is still seen as ‘sub-set’ of specific learning difficulties. Consequently,
dyslexia is covered in the same policy documents with specific learning difficulties.
As a result, some educational authorities would assume that dyslexia and SpLD refer
to the same population of students (Reid, Deponio & Petch 2005). This conception
can be double-edged as it can be sometimes misleading as it does not necessarily

mean that dyslexia is given a high attention (Reid, Deponio & Petch 2005).

Some educational authorities have pointed that it has been difficult to identify
dyslexia because of certain barriers including: the accelerating number of students
needing support, the need for extra training, hesitation to identifying children with
dyslexia earlier, lack of teachers’ knowledge that can cause late identification,
dyslexia is only one array in the issue of inclusion, no clear views about dyslexia,
teachers in lower elementary do not fully assess IEPs of children in kindergartens,
and some teachers have the mentality of “waiting for assessment”, so they, waiting
for the assessment to be conducted, hold back and do not use their expertise to
intervene earlier (Reid, Deponio & Petch 2005). Consequently, it has become
ambitious to identify dyslexia earlier and to intervene accordingly to foreclose or
confine reading difficulties as ‘prevention is better than cure’ (Reid, Deponio & Petch

2005).
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2.2.6 Dyslexia; Included or Excluded:

Although the world is moving towards implementing inclusive special education in
mainstream educational settings, the evidence in the data-base for educational
implementation is not comprehensive nor subtle (Hunter and O’Connor; 2006;
Kearney and Kane, 2006; Nes and Stromstad, 2006; Winter, 2006 in NUGENT
2007). There is a shortage of factual data about the results of parents’ and students’
experiences in integrated settings (NUGENT 2007). Researchers define integration as
“the placement of learners with disabilities in regular classes on a full-time or part-

time basis with typically developing peers” (Awada & Gutiérrez-Colon 2017 p. 51).

The debate about inclusion versus segregation is still running as some people believe
that it is not possible to include all special educational needs in mainstream schools,
and it is better for some to receive their education in special educational schools
(NUGENT 2007). Consequently, evaluating the educational services and
interventions is very important; this evaluation should include quantitative as well as
qualitative data that should be collected from the parents and the students to be more

accurate and effective (NUGENT 2007).

As debates go on, the question of “should students with dyslexia be taught separately
or should they receive their education in an inclusive context?” is still being asked
(Awada & Gutiérrez-Col6n 2017). Inclusive education calls for total involvement in

mainstream settings, and it requires supporting those students with the provisions and
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interventions needed without stigmatizing or exposing them to segregation (Awada &
Gutiérrez-Colon 2017). Studies have proved that students with dyslexia showed
remarkable results compared to their mainstream peers when supported with proper

interventions in mainstream classes (Awada & Gutiérrez-Colon 2017).

Because dyslexia is a disability that does not demonstrate apparent physical
symptoms, it is difficult to diagnose it. Consequently, children with dyslexia have
faced stigmatisation and discrimination for which their academic mischief is imputed
(Awada & Gutiérrez-Colén 2017). Those students mostly show ‘high cognitive skills’
and they might excel in other subjects like science, math and arts (Awada &

Gutiérrez-Colon 2017).

While some studies recommend that students with dyslexia are grouped in segregated
settings for which they can be totally catered , others affirm that students with
learning disabilities are better integrated with mainstream peers (Awada & Gutiérrez-
Col6n 2017). The second opinion supports the concept of providing students with
dyslexia with all the needed support and assessment inside mainstream classes, but it
allows students to leave class during the school day to be given extra support and
instruction (Bunch, Finnegan, Humphries, Doré, & Doré, 2005 in Awada &

Gutiérrez-Colon 2017).

Kemp, Segal and Cutter (2009) state that students with ‘learning disability’ need help

and support, yet their learning disability is not a problem of low 1Q, so inclusion can
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be considered as a positive structural movement towards accepting students with

dyslexia in mainstream schools (Awada & Gutiérrez-Colén 2017).

It is very important to implement various instruction strategies to improve all
students’ reading skills let alone students with dyslexia as it falls into and supports
the principles of equity and social justice that the theory of inclusion calls for (Awada

& Gutiérrez-Coldn 2017).

Teachers have a great role in establishing an inclusive educational environment, so
teachers should acquire the required knowledge, character’s traits, collaboration,
skills and attitude (Awada & Gutiérrez-Coldn 2017). Many studies have proved that
teachers’ awareness of the benefits of inclusion and the obstacles that they might face
to achieve it is very essential. Knowing the previous facts can lead teachers to back
the theory of inclusion, yet teachers’ numbers and readiness are still a matter to worry

about (Awada & Gutiérrez-Colon 2017).

2.2.7 Effective classroom practices in addressing students with
dyslexia:

Identifying the area of reading difficulty for each student is very essential as the
causes and the results of interventions differ from one another; it seems that dyslexia

in its features is heterogeneous (Law & Cupples 2017). Consequently, each child
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needs a motivating program designed to cater for his/her reading impairment (Law &

Cupples 2017).

It is very important for schools, hence teachers, to understand what dyslexia is and
how the brain of students with dyslexia work before they plan their interventions.
One approach to intervene and help students with dyslexia is to implement
‘accommodations for all’ approach which means modifying the curriculum that
includes all texts to be more accessible to each student (Cosenza 2017). This
approach considers dyslexia as a difference in cognition, communication and

processing information rather than a disability to diagnose and treat (Cosenza 2017).

Peter McLaren argues that using ‘educational rituals’ in classrooms helps construct
meaning rather than reflecting it. According to him, Rituals are “forms of enacted
meaning” (McLaren 1999, P. 50). Consequently, by using symbols implemented in
‘Rituals’, students can construct reality and meaning of such reality (McLaren 1999).
There are many ‘ritualized educational’ actions that can help students with dyslexia
such as setting certain times for classes, setting timelines for the courses, fixed times
for exams and using some strategies of reading and discussing the reading material
classes (Cosenza 2017). Doing this, students will set their own norms and construct

meaning accordingly (Cosenza 2017).

Although Suggate (2016) stated that there is a shortage in the studies that examine the

impact of ‘long-term’ interventions, some other researches recorded the ‘long-term’
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impact of implementing single interventions such as ‘phonemic awareness’ on

improving reading skills (Awada & Gutiérrez-Colon 2017).

Mastropieri and Scruggs (1997) state that combining cognitive and direct strategies
show a drastic progress in students’ reading comprehension skills. These findings are
supported by Swanson’s (1999). However, Ellis, McDougall, and Monk (1996) and
Treiman and Hirsh-Pasek(1985) highlighted a fact that young children with dyslexia
can have similar performance rate as their peers without dyslexia, and that students
with dyslexia can show better response, hence, progress in tasks that use visuals

(Awada & Gutiérrez-Coldn 2017).

Another approach is the ‘Dual Route Model” (DRM) which has been used in many
interventions and has shown some progress in improving reading and spelling of
students with dyslexia (Law & Cupples 2017). In DRM, students use two different
techniques in changing the written form of words into a spoken form; the first
technique is the ‘lexical’ techniques in which the student recognizes the whole form
of a word and recalls its pronunciation from the memory. On the other hand, in the
second technique, the non-lexical, students go through a process of blending and

decoding sounds to be able to pronounce them (Law & Cupples 2017).

Broom and Doctor (1995) developed a type of interventions that can improve ‘the
visual orthographic processing’ in the word-reading mechanism (Law & Cupples

2017). This strategy works successfully with irregular words; the student writes the
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words, understands what they mean and says them. After practising the words in
class, students should practice them as a homework assignment. This strategy proved
successful with some students. This proves that helping students generate
orthographic image of the word helps them retrieve the words easily especially if

students can relate to these words (Law & Cupples 2017).

Using flashcards is another technique that is used successfully in class for both HFWs
and irregular words. Some word cards can include some hints that can help students
relate and identify them. For better results, students should practise both in class and

at home (Law & Cupples 2017).

Learning how to link between symbols and sounds is very useful for students with
dyslexia. Students can achieve that through 3 steps:

1. ‘The learning phase’: in this phase students are exposed three times to nine
symbols and their names to identify the form and sound.

2. ‘The recalling phase’. students are asked to retrieve as many names of these
symbols as possible.

3. ‘The linking phase’: students should name individual symbols that they are given
(Law & Cupples 2017).

Using this technique enables and trains students with dyslexia to link the printed

symbol to its sound which is a difficult task for such students.
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As students with dyslexia are identified as struggling readers, they need help for
decoding unfamiliar words especially words with multisyllables, so students should
be aware of basic rules as how to segment long words into syllables. They should also
know the most common prefixes’ and suffixes® and how they can change the meaning
or negate the words. One of the most common rules is how to form and pronounce
CVC and CVCe words (Witzel & Mize 2018). Lenz & Hughes (1990) created an
instructional strategy called DISSECT in which students with dyslexia can “Discover
the context - Isolate the prefix (un-fair-ness) - Separate the suffix (un-fair-ness) - Say
the stem - Examine the stem - Check with someone - Try the dictionary.” In this case,
students can segment words into smaller parts, understand the meaning of the
common prefixes and suffixes and get familiar with the different word patterns and

the words’ semantics (Witzel & Mize 2018).

Another way to increase reading fluency is using the ‘repeated reading’ strategy in
which students get to read the same context repeatedly. It is preferable to incite
students with extra points or medals as they re-read the same text to lessen their

boredom (Coulter, Shavin, & Gichuru, 2009 in Witzel & Mize 2018).

One way to assess how fast and accurate the processing of orthography of students
with dyslexia is an ‘orthographic encoding task’ in which students need to identify

the similarity or the differences within pairs of nonwords. This test is administered on

7 A group of letters added to the beginning of word roots
8 A group of letters added to the end of word roots
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computers and includes 80 pairs of either similar or different- by -one- letter- pairs in
a duration of 650 and 340 milliseconds. This test was first described by Seymore and
Evans (1993) (Law & Cupples 2017). This technique takes students with dyslexia to a
higher level of analysing the similarities and differences between printed symbols in

the level of words, not just individual letters.

2.2.8 Dyslexia and SEND in the UAE context; Literature Review:

It is known that the formal religion in the UAE is Islam which constitutes some basic
human rights that influenced education in the country such as: the rights of being
equal, the rights of living in dignity without being abused or bullied, the right of
living in welfare and the right of having proper education (Bradshaw, Tennant &

Lydiatt 2004).

According to Bradshaw et al. the Emirates educational system is categorised into two
sectors; the private sector which can accept students with mild disabilities such as
learning difficulties, and the public sector which performs screening assessments for
young learners in KG and grade 1 and refers them to special centers if categorised as

students with disabilities (Bradshaw, Tennant & Lydiatt 2004).

In 2006, the UAE issued Federal Law 29 that granted students with special needs

their rights in the society (Ministry of Education- UAE n.d.). The previous law grants

students with special needs the rights in mainstream schooling as their peers with no
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special needs in both educational sectors; public and private. In that case, students
with special needs are eligible for special programs and services that require
modifications and adaptations in instruction and environment provided by

mainstream schools (Ministry of Education- UAE n.d.).

After issuing the previous law, the Department of Special Education in the Emirati
Ministry of Education issued the ‘School for all” program which is considered as a set
of regulations that govern the system of inclusion in public and private schools. The
program classified special needs to many categories that include specific learning

disabilities such as dyslexia (Ministry of Education- UAE n.d.).

The ‘School for all’ program grants students with special needs some special
programs that allow them to receive the educational instructions they need in a less
restrictive environment as a mainstream classroom; some of these programs are with
‘community- based support’, others are with ‘classroom-based support’, and some
programs provide ‘school-based support’ (Ministry of Education- UAE n.d.). The
later programs cater for students with specific learning disabilities such as dyslexia.
In this case, students with dyslexia are pulled out of class to be trained by a reading
specialist. This usually happens in the resource room within the school settings

(Ministry of Education- UAE n.d.).

Nowadays, public schools have started to have a SEND department that can include a

SEND support teacher that provides extra help for students with special needs and
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teachers. However, some support teachers can only speak the students’ mother
tongue, Arabic in our case, and cannot help students whose English is a core subject

in their educational program.
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CHAPTER THREE: METHODOLOGY

Chapter 3 spots the light on the researcher’s methodology in tackling the research. It
will also introduce the tools used and the rationale behind using them. The chapter
will also examine the ethical considerations and the limitations and challenges faced
by the researcher throughout the research phases. The last part of the chapter will
introduce the subject of the study and the settings in which the study has been

conducted.

3.1 Qualitative Approach in Research:

There are many objectives of a research; one of them is to “To portray accurately the
characteristics of a particular individual, situation or a group” (Kothari 2004 p. 2).
The previous objective fits the researcher’s purpose of conducting this research .
Such a research is known as ‘descriptive’ research (Kothari 2004). Thoroughly
examining the research objectives and the research questions, the researcher thinks

that it is appropriate to use the qualitative approach in collecting and analysing data.

One more fact about the nature of this research is that it is basically based on
analysing a case study. Using the case study tools such as: observation, interviews
and surveys, and then analysing the data collected by these tools requires preferably
using the qualitative approach for better results (Heilmann 2018). A case study is a

common type of ‘qualitative analysis’ that includes cautiously observing
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representatives of the society no matter how small or large the representative group is
(Kothari 2004). In this case, the case study is about a mainstream school and how it

deals with students with dyslexia.

As a matter of fact, case studies are very useful to the world of research as they are “a
method of study in depth rather than breadth” (Kothari 2004 p. 113). Although the
case study approach is very common, some still argue that it is a methodological
approach rather than a research method (Pearson, Albon, & Hubball, 2015 in

LUCAS, FLEMING & BHOSALE 2018).

The fact that there are so many limitations bound to this research lends itself to using
the qualitative approach as it allows the researcher to use the ‘judgement sampling’
technique. In this technique, researchers can conduct the study on representatives of

the population to discuss a hypothesis (Kothari 2004).

3.2 Research Methods:

A case study as a methodological technique is to examine phenomena in context.
Achieving these goals, case studies tend to use several tools to collect data (Baxter &
Jack, 2008 in LUCAS, FLEMING & BHOSALE 2018). Yin (2013) believes that case
studies do not just answer the ‘what’ questions of a research, but also provides some
insight to ‘why’ and ‘how’ (LUCAS, FLEMING & BHOSALE 2018). To do so, the

researcher has used triangulation and chosen the tools she believes will help answer
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the previous questions. Triangulation is “the use of two or more methods of data
collection in the study of some aspect of human behaviour.” (Cohen, Manion &
Morrison 2007 p. 141). The tools used and the reasons for using them are explained

in the following part:

3.2.1. Observation:

The researcher managed to observe a grade 5 male student with dyslexia during
different classes to examine how dyslexia might/might not affect his attainment and
metacognition in different school subjects. The researcher’s position as an HOD at
school has enabled her to observe the student in different classes normally and
without raising any doubts about her presence in class especially with the existence of
walkthroughs system at school that allowed staff to visit teachers at any time of the
day and helped students feel less intimidated by class visitors. In this case, the case
study has benefited from ‘researchers’ degree of insiderness’ as Walsham (2006)
refers to it as “being good for in depth access to people, issues and data” (Walsham

2006 p.321 in LUCAS, FLEMING & BHOSALE 2018 p. 220)

3.2.2. Interviews:

Interviews were conducted face to face with the student, the subject of the case study,

and with his mother. The questionnaire used was semi- structured and conducted in
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Arabic for easier communication with the mother and in simple English with the
student. These interviews were audiotaped after taking the mother’s and the boy’s
permissions and were arranged by the SEND Team Lead. These audio-taped

interviews were transcribed in the appendices section.

The interview was conducted after the observation as it allows the researchers to
develop perspectives of the main stakeholders of the study (LUCAS, FLEMING &
BHOSALE 2018).

To be able to relate to the participants’ experiences, the researcher used open ended
questions for the participants to feel more at ease (LUCAS, FLEMING & BHOSALE

2018).

The questions were checked by a bilingual expert® for more validity and reliability.
Some questions were modified accordingly to suit the research’s purposes: Example
of the modified questions are in the following table:

Table 3. 1: Questions before and after modification

Before modification

After modification

(To the mother): The canter helped H.,

right?

What did they do in the centre?

(To the mother): after being registered in
the SEND department, | think he has
improved in reading.

Have you noticed any improvement in
reading after that?

(To Hatem) | knew that you started to

When did you start to have a problem a

% Dr. Hussam Alsayed Mohamed Alzieni Lecturer- English Language, Higher Colleges of Technology,

Dubai Men’s College




have the reading problem in grade 2. Is | problem while studying?
that true?

3.2.3 questionnaire-based interviews:

The questionnaires were designed both in Arabic and English to investigate teachers’
knowledge and attitudes towards dealing with students with dyslexia. The
questionnaires were conducted in the last two weeks of term 3 for the teachers to be

freer yet still have all the information required in their heads.

Different questionnaires both in Arabic and English were administered by grade 5
teachers. Other questionnaires were given to the HOS of the boys’ campus, the SEND

Team Lead, the SEN Cos in charge and a random sample of elementary teachers.

The teachers’ questionnaires were piloted once with 3 teachers inside school to
collect some exploratory data. The questions were checked by a bilingual expert!? for
validity and reliability. All modifications were administered accordingly to guarantee
that all questions are understandable, valid and reliable. An example of the original
questions and the modified ones are recorded in the following table:

Table 3. 2: the original questions of the questionnaires Vs the modified ones

10 Dr. Hussam Alsayed Mohamed Alzieni Lecturer- English Language, Higher Colleges of Technology,
Dubai Men’s College
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Original questions

Modified questions

Do vyou consider Hatem mentally
younger than his real age?

Can you estimate the student’s mental
and intellectual age?

Do you agree or disagree that Hatem has
a good relationship with SEN Cos in
charge?

How do you describe Hatem’s
relationship with you as his SENCO?

Do you maintain a good relationship with
the families?

How do you describe your relationship
with the family?

The purpose of the questionnaire and the ethical adherence were provided on its cover
page. A letter of consent was signed by the school principal to allow the researcher to

conduct the case study.

Using questionnaires enables the researcher to discover causes and effects of different
phenomena and gather data scientifically to serve as a foundation for the final

conclusion (Kothari 2004).

3.2.4 Focus Group:

The researcher managed to hold a discussion with three of the elementary teachers
and listen to their opinions about the practices of inclusion including students with
dyslexia at school. The teachers also discussed how reading difficulties affect the
teaching/learning process. The discussion was held at school and audiotaped upon

teachers’ consensus.

Focus group technique enables participants to share their opinions and perspectives

about the topic in hand more comfortably (Thiele et al. 2018). Moreover, it is

44



considered as ‘a time saving technique’ to gather information from a group of people

and can be used as a preliminary data collecting strategy (Sarma 2012).

3.2.5 Document review and analysis:

Analysing documents in case studies enables the researcher to gather a huge amount
of data and information, yet it needs extra caution as the accumulation of data can
become overwhelming and cause the researcher to feel lost (LUCAS, FLEMING &

BHOSALE 2018).

Many documents have been reviewed to achieve validity and reliability such as the
The center report, student’s latest IEPs of terms 1, 2 and 3. The researcher also
examined some of his exams, his progress monthly reports written by his teachers,
the school’s SEND Policy and Handbook, and the KHDA reports regarding the
SEND status at school which supports the federal law 29/2006 for the rights of

children with special educational needs.

3.3 Ethical Concerns:

Although the researcher used to have access to the whole school as an HOD, she
sought permission from the school principal with a formal letter of consent.
Moreover, the consensus of the teachers who participated in the study had been

obtained, yet the purpose of the observational visits remained general to guarantee
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less interference in the course of the observed periods, hence, less deviation in the

resulted data (Cohen, Manion & Morrison 2007).

The help of the SEND Team Lead and SEN COs was sought to identify the students
with dyslexia at school and to choose one of those students to be the subject of the
study. Also, the researcher sought their help to have access to the needed documents.

The permission for audiotaping was sought from all the interviewees.

All participants were informed both orally and in a written form that they have the
right to withdraw the study any time they feel like it, and that all their participations
will remain anonymous; if the researcher needed to use names in the study, she would
use pseudonyms instead. The researcher has offered all participants access to the
transcribed data once finalised and analysed. The notes taken during the observational
class were transcribed immediately to guarantee credibility. Furthermore, back-to-
back translation technique was applied to the questionnaires and interviews

administered in Arabic for more reliability.

3.4 Limitations and challenges:

1. Being an employee at school has its own merits and challenges at the same time as
it has given the researcher an easier access to classes, teachers, documents and
policies, yet it set some obstacles such as bias that could have altered the results of

the study if it had not been tackled wisely and objectively. The researcher used
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triangulation to avoid such challenges. For more objectivity, the researcher led a non-

participating type of observation, by observing a student she did not know or teach.

2. the Math teacher did not like to participate in the study either by allowing class
observation or in filling in the questionnaire; she only agreed to discuss the student’s

status orally and briefly.

3. The social study teacher refused the researcher to observe her class, yet she agreed

to fill in the questionnaire. The questionnaire was discarded as she couldn’t finish it.

4. Because the terminology of Arabic grammar is remarkably different from the
English ones, and because the the Islamic topics and details are hard to translate or
interpret due to some religious and cultural issues, the researcher could not give a full
account of the classes’ observations, but gave a brief analysis about them in chapter

4.

4. The Curriculum Coordinator at school refused to participate in the study saying
that the modified curriculum for SEND students was solely the responsibility of the

SEND department.

5. Because of the limitedness of time and the nature of the study, the research
examined one student with dyslexia. However, it is known that every child with

dyslexia is a different and unique case, and the findings of this study cannot be
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overgeneralized on all students with dyslexia. Therefore, more researches that include
more students with dyslexia are highly recommended to shed more light on the
educational practices provided for students with dyslexia in elementary private

schools in Dubai.

6. The SEND departments at schools are still new and do not have the experience
required to deal with students with special educational needs let alone students with

dyslexia.

7. Because of the tide time, the researcher couldn’t conduct one-on-one interviews
with the subject’s teachers as the study was conducted in term 3 That term was short
and hectic with the Holy Month of Ramadan in it. This made the term even more

hectic.

8. The language barrier as the mother had preferred Arabic to be the language of the
interview. This resulted in the researcher using the back-to-back translation technique

in transcribing the interview.

3.5 Hatem; the subject of the study:

Hatem is a fifth grader local boy in Dubai American Mainstream School and who was
reported and diagnosed as a child with dyslexia. His chubby body makes him quiet

introvert as it is difficult for him to play and run with his peers. He lives with his
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parents and siblings. His mother follows up his case and progress at school since he
was diagnosed with dyslexia in grade 2. Hatem is a pseudonym given to the student

for ethical purposes.

3.6 The settings of the study:

The study was conducted in the private school in Dubai that was founded in 1998
(Knowledge and Human Development Authority 2018). The school is self-supported
and privately owned, yet it is run by a board of trustees. The headquarter is in the
center of Dubai and the branch, the one in which the study was conducted is in Dubai
suburbs. Its location allowed to serve the population situated in the areal! . ("Dubai

International school™ 2019).

Most of the demography in the area, hence the school, is local citizens. Consequently,
there are 1435 Emirati students that represent almost 68.6% of the population and
32.4% are non-Emirati students both Arabs and non-Arabs with 58 SEND students.
There are 132 teachers; mostly Lebanese, and teachers-students ratio is 1- 16.
Furthermore, there are 21 teaching assistants (Knowledge and Human Development
Authority 2018); mainly in KG and grade 1. The number of classes in the elementary
section which is the main setting of the study is 30 classes varying from grades 1-5
with 781 students and 50 teachers. The school hosts students from K-12 with mixed

classes of boys and girls till grade 4. In grade 5, boys and girls are separated in

11 Most of the information in this section was taken from the school website and an informal interview
with the school secretary

49



different campuses. The school is very big with 6 campuses and multi storey building
and moving elective classes. (Appendix 1.1) represents the school layout. (Appendix
1.2) represents grade 5 in the boys’ section that is situated in the Middle School

Campus.

There are 3 HOSs at school; one is responsible for KG-grade 3, another is responsible
for grades 4-8; boys and girls, and the third is in charge for the whole high school.
These HOSs are responsible for all the academic and behavioural issues in their
sections that might involve both students and teachers. They also have a role in
evaluating the teachers’ performance in class as well as the HODs. There are two
HODs for each subject; one is in charge for grades K-5, and the other supports
teachers in grades 6-12, Except for Islamic and PE; there is one HOD in each subject

for all grades.

In every section, there are two supervisors who are directly responsible for the
behavioural problems of the students and answer directly to the HOS. To help the
supervisors, there are duties twice a week for each teacher, either in the morning,
students’ breaks as there are two quite long breaks daily except for Thursday because

it is a short day, or at the end of the day in the bus yard.

Furthermore, there are 3 guiding counsellors (Knowledge and Human Development

Authority 2017) and a department for Special Educational Needs with one SEND
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Team Lead, two SEN COs and two supporting teachers; one is for Arabic subjects
and the other is for English in the High School. The two SEN COs support English,
Math and Science in both Elementary and Middle School. The SEND department
helps teachers write the IEPs and provide them with all the support needed to
understand the different cases in classes. Check (appendix 1.3) for the school

organizational chart.

There are resident doctor and nurse. Moreover, there are many male and female

helpers at school, yet only males work in the boys’ campuses.

The school follows the American Curriculum with the California State Standard
(CCSS*?) framework. Consequently, there was a curriculum coordinator assigned to
support and help all departments to follow the standards, hence the curriculum. They
also do MAPY, CAT4' and SAT™ Benchmark exams to address the Emirati

National Agenda (Knowledge and Human Development Authority 2017).

All subjects including English, Math, Science, Music, Computer classes (IT), Art and
even social studies in the higher grades follow the CCSS. Only Arabic, Islamic a long

with Social Studies taught in lower grades follow the curriculum set by the Ministry

12 Common Core State Standards

13 the Measure of Academic Progress
14 The Cognitive Abilities Test

15 Scholastic Aptitude Test
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of Education. French is taught only in lower grades till grade 3 then stops till grade

10 and starts again as an elective course.

Students from grades 1-5 have the chance to join a one-hour supporting program in
English weekly. They can also join a Math club upon their interest or join the sports

club as an extracurricular activity.

All students have the chance to participate in the morning assembly broadcast with
the teachers of their preferred subjects. Every teacher prepares for the broadcast twice
a term. In it, students can act, sing, or give useful information about a topic chosen by

the teacher in charge in both Arabic and English.

Parents have an active role at school through the mother’s council. They are
considered important stakeholders who participate in the significant school decision
as a part of the school board. All parents have the right to meet with the supervisors,
HOSs, HODs, the vice principal and the principal to solve their children’s problems.
Moreover, parents have access to the school’s system to check for their children’s

marks and weekly homework.

The school has been fully accredited by the MOE and had an international

accreditation as well from CITA® in 2003. The accreditation of the previous non-

16 the Commission on International and Trans-Regional Accreditation
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profit American agency continued even after its name was changed to AdvancED-
NCA! in 2012. In 2016, the school was a potential candidate for NEASC!®
accreditation. However, the accreditation was postponed in 2018. The school intends
to re-apply for it in May 2019. In the annual KHDA reports, the school has been

granted “good” as a total score for 3 consecutive years with previous ups and downs.

17 North Central Association Commission on Accreditation

18 New England Association of Schools and Colleges
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CHAPTER FOUR: CASE STUDY FINDINGS

“In addressing holism, complexity theory suggests the need for case study
methodology, action research, and participatory forms of research, premised in many
ways on interactionist, qualitative accounts, i.e. looking at situations through the eyes
of as many participants or stakeholders as possible. This enables multiple causality,

multiple perspectives and multiple effects to be charted.”
(Cohen, Manion & Morrison 2007, p.
34)

Although Dyslexia symptoms differ in so many ways with different people, this case
study can be a clinch on which the whole system can be hanged rather than
considering it as an individual case. The case study was tackled using some
qualitative tools to achieve triangulation as mentioned in chapter 3. The findings
based on using these tools will be discussed next in this chapter. Using such tools
provide the study with an insight about how dyslexia is dealt with at school. The
school is referred to as the Private mainstream school in Dubai as introduced

thoroughly in chapter 3.

4.1 The Observations Results:

The researcher observed Hatem in different subjects in about 4 class periods to get a

comprehensive idea about his academic level in those various subjects.
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4.1.1 The Observational Settings of Hatem’s Classroom:

Hatem’s classroom includes 25 students who sit in groups of fives, (figure 4.1). His
place is in the first group to the left of the teacher, and he sits in the second chair
behind another student.

Figure 4. 1: Hatem’s class layout
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The classroom is not considered a rich-print environment as there are not enough
students’ works stabled on the class bulletin board. There are lockers for students to
keep their books in; one for each student. Mostly, they study all the subjects in class
except for the PE and the IT. Sometimes, they study science in the science lab in

which the researcher conducted her observation for the science class.
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4.1.2 Observations findings:

At first sight, the observer would think that Hatem is a very quiet boy who pays
attention to the teacher and the lessons, but in fact, Hatem showed a great deal of
boredom in classes especially in language classes; Arabic and English. During the
Arabic class, the researcher noticed that he has a good rapport with the teacher who
sometimes, would call him by his nickname. However, whenever he was not the

center of discussion, he would mess with his book or speak to his peers in the group.

Moreover, one feature that was very clear about Hatem was how he reads in Arabic
and Islamic; the researcher noticed that he could hardly read a sentence correctly.
Moreover, he would skip lines during reading aloud, and sometimes, he would read
some memorized words rather than the actual words because the initial letters are
similar as if he creates an orthographical image for the words, yet he never felt shy to
go to the front of the class and read aloud. This can indicate how good his

relationship with these subject teachers was

Being a student with dyslexia also affected how he answered written questions; one
of the incidents in the English class was that he unintentionally skipped one of the
questions till one of his peers attracted his attention to it. The English teacher did not
seem to understand Hatem’s case as she did not give him enough time to think and
answer; she let another student answer instantly.

12

T: says “Someone is going to win their race
sentence.

What’s wrong with that
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H: “their race”. T: What’s wrong with it? H: emmmm.... (Another student

answered.) (appendix 2.1)
Another surprising feature of Hatem’s was how, in science, he answered challenging
questions that required higher thinking skills with finesse; the lesson was about the
layers of Earth.

“T. Hatem, if scientists can’t visit the layer, how can they know it’s hot?

H. By volcanoes

T. Elaborate
H. When volcano comes up, scientists check everything that comes up. ”

One more incident was when the science teacher gave students a problem to solve:
“T. If you were a scientist and knew that a volcano would erupt in China, what
would you do?
H. throwing a comment: I would go to space.” (appendix 2.2)
Hatem’s answers seemed to prove the definition of dyslexia as an evolution to

humans that grants them abilities far from the modern society’s grasp (Alexander-

Passe 2010).

Another remarkable characteristic noticed was that he flourished when appraised and
encouraged. He would feel more confident and raise his hand to answer and read
aloud although he was fully aware of his struggle. On the other hand, when he came
across difficult lines, he would feel frustrated. It was noticed that when the Islamic
teacher was reading some verses of Qur’an, students would repeat. However, Hatem
felt the words were so difficult that he put his both hands on his cheeks to reflect his

struggle.
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4.2 The outcomes of the interviews:

Because the researcher, using qualitative approach, should “embrace outliers and
actively seek diverse points of views from participants to enrich the data” (De
Chesnay 2017), the researcher had conducted one-on one interview with Hatem and

his mother. Follows are the outcomes of these interviews.

4.2.1 Interview with Hatem’s Mother:

Hatem’s mother (M) gave a good account of Hatem’s status and how and when they
had discovered his struggle. She also mentioned how they went to a specialized
center to have a full account of his problem. Also, she talked about his siblings’ status
and how some of them demonstrate some symptoms of dyslexia as well in an
interview that lasted more than one hour in the SEND Team Lead office:

“RH: Is Hatem your eldest son?

M. No, he is the youngest. He is the fourth child and has one brother and two

sisters.

RH. When did you notice that he had a problem in reading?

M. In grade 1, | noticed that he was weak, so | went to Miss. A. (the supervisor
back  then) she said that if you feel that he is weak, (deviates) because we do
not speak English at home; we speak Arabic. | even remember when | say a
couple of words in English. | remember his brother. He used to say: Mom, speak
Arabic.

(Appendix 3.1).
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Furthermore, the mother mentioned that the school should communicate more with
parents to inform them about the detailed progress level of their children. This

pinpoints a weakness in the school-parent communication system.

4.2.2 Hatem’s interview:

After taking permission from the mother, a face-to-face interview was conducted with
Hatem in simple English. When the researcher asked him how he liked school, he
first said “good”, yet he started to complain about it:
“R: How do you feel about coming to school?
H: Good
R: Can you explain?
H: Yeah, I go to school, I study, and I go home...to home.
R: So, do you enjoy being at school?
H: Not really.
R: Why don’t you enjoy being at school?

H: Because every time, they fight in the class, and they, ha, talk very
much and didn’t let us focus (he said ‘focus’ in Arabic).”

Throughout the whole interview, he repeated that he liked all teachers except for the
English teacher ‘only the English teacher’ because she used to shout at him and did

not tolerate his slow reading.

Hatem also mentioned that he did not face that problem with Arabic as he would read
faster. When he asked why he could not read fast in English he said that ‘there are

tall words in English’. (Appendix 3.2)

59



4.3 Questionnaires’ results:

Two types of questionnaires were prepared in both Arabic and English; one for
Hatem’s teachers and the other was for the sample teachers in the elementary section.
The results are recorded later in this section.

The researcher also managed to prepare other questionnaires for the SEND Team
Lead, SEN COs who were responsible for communicating Hatem’s progress or
regression to both the parents and the SEND team lead and the HOS who was

responsible for the boys’ elementary section academically and behaviourally

4.3.1 A questionnaire-based interview with Hatem’s teachers:

All Hatem’s teachers of core subjects, English, science, Arabic, Islamic, and social
studies were given the questionnaire that was written in Arabic and English; The
social studies’ teacher couldn’t finish the questionnaire, so it was discarded while the

math teacher completely refused to be a part of the study.

When asked about the problems that Hatem exhibited in class, all teachers answered
that apart from reading and writing, he is moody, used to get bored very frequently
during sessions, so he would ask to visit the washroom very frequently and for many
times. He also showed indifference about the assigned tasks and had a short

concentration span, so it was hard for him to keep focus.
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When the teachers were asked about the severity of his learning difficulties, their
responses differed as recorded in table 4.1 and figure 4.2:

Table 4. 1: The percentage of teachers’ opinions about Hatem’s level of learning

difficulty
Levels of Hatem’s learning difficulty | Number of | Percentage
responses
Severe 1 25%
Moderate 3 75%
Mild 0 0%

Figure 4. 2: Hatem’s level of difficulty

level of severity
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=severe = moderate = mild

Apparently, the answers of Hatem’s teachers about his points of strength differed; one
of the teachers wrote that he did not have any. However, his Islamic teacher wrote
that he was strong in reading ‘sort of”, yet the the science teacher wrote that he was
enthusiastic about learning, had good social skills and sense of humour, good logical
thinking and a common sense. The last aspect confirms the previously mentioned
idea that students with dyslexia have advanced intelligence that have not been

understood till date.
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When asked about the developmental aspects in which he showed difficulty, the
responses spotted his problems in the basics of both languages which resulted in
reading and writing difficulties. Moreover, one of the teachers highlighted that he had

a difficulty in understanding questions.

Even though most teachers assured that Hatem did not have a negative impact on the
teaching- learning process especially when he got involved in cooperative learning
and that he was task oriented, the Arabic teacher mentioned that being in class caused

chaos and bothered the students in class

Examining the teachers’ opinions about the causes of Hatem’s academic difficulties,
all of them wrote that he had a problem in reading and decoding words especially in
the language of instruction; English, yet the Islamic teacher believed that Hatem’s

difficulties were due to mental problems

The teachers’ opinions about the role of the SEND department was not consistent let
alone contradicting; most teachers mentioned that the department was very
cooperative and conducted meetings to discuss Hatem’s case, update his IEP, and
assess and analyse his results. However, the English teacher wrote that there were not
enough meetings; only one meeting was held in the first week of school, and the

Arabic teacher mentioned that the department did not provide any support.
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Asked about the IEP, teachers using Arabic in teaching, confirmed that Hatem did not
have an IEP, yet they provided him with differentiated worksheets. On the other
hand, teachers using English in teaching praised the IEP, saying it helped improve
Hatem’s performance and assured that they wrote it with the help of the SEND
department, this was not the case with the English teacher who wrote that she did not
know who wrote the IEP and suggested that the SEND team leader might have

written it.

Although in her interview, Hatem’s mother made it clear and conclusive that she
never communicate with the teachers, all Hatem’s teachers mentioned that his parents
follow up with them frequently except for the Arabic and English teachers; The
Arabic teacher wrote that the parents do not follow up, so the student was indifferent
and careless about the school subject. The English teacher, on the other hand, wrote
that she never saw or communicated with the parents, yet Hatem would come to class
well prepared. This indicates confusion in teachers’ perspectives about teachers-
parents communication. The questionnaires are found in (appendices

4114124134.14)

4.3.2 A survey- based questionnaire with the teachers in the

elementary section:

The researcher prepared the questionnaire in both languages; Arabic and English to

be appropriate for all elementary teachers to respond to it (appendices 4.5.1&4.5.2).
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The number of teachers who responded to the questionnaire was 18 out of the total
number of teachers in the elementary section which was 50 teachers. One of the
questionnaires was not completely answered, so it was discarded. As a result, the
number of surveys examined was 17. This sample represented 34% of the total

population in the elementary section.

The researcher could not manage to give the survey to all teachers as their number
was too big for the nature of the study, so the researcher used the sampling technique.
Sampling allows a variety of statistical data that can be used in qualitative and
quantitative research. Moreover, sampling provides an idea about the nature of the

whole population by studying selected participants (Bansal 2017).

In this case, sampling had many advantages as it allows results’ generalizability as it
can provide data which can be considered a representative for the whole population
(Bansal 2017). Sampling, undoubtedly, has many disadvantages, but they can be
considered very few in the study in hand because the sampling frame is already
identified; teachers of the elementary section (Bansal 2017).

Probability or a simple random sample was used because, in this technique, every
teacher in the elementary section would have a probability to be chosen (Bansal

2017). This technique seems to encourage objectivity and eliminate bias.

Participants:
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Teachers who participated in the questionnaire are mainly subject teachers and only
one homeroom teacher. The questionnaire was prepared in Arabic and in English to
suit participants that use Arabic as a medium of instruction and those who use
English as a medium of instruction. Teachers varied in teaching experience which is
presented in table 4.3:

Table 4. 2: number and percentage of teachers regarding their experience in

years

Experience in years Number of teachers | Percentage
0-4 0 0%

5-9 6 35%

10- 14 6 35%

15 or more 5 29%

The presence of students with dyslexia:

Not all participating teachers assured that they taught students with dyslexia in their
classes; one of the teachers answered that she did not have students with dyslexia, and
many of the teachers mentioned that they had students that showed these features but

not yet officially diagnosed with dyslexia.

When asked about the features and dispositions of students with dyslexia, their
answers varied and were represented in table 4.4:

Table 4. 3: the average of students, according to teachers’ observation and
judgement, who exhibit the features of dyslexia per class

Characteristics

1. General Indicators Average of students
featuring the indicators
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per class®

A. Thinks in pictures, not words 2.2

B. Solves problems in unusual ways 0.5

C. Has a vivid and active imagination 1.7

D. Difficulty maintaining order 3.17

E. Weak memory for lists, directions, or facts. 1.9

F. Needs to see or hear concepts many times to 2.6

learn them

G. Inconsistent school work 2.1

2. Indicators in reading Average of students

featuring the indicators
per class

A. Limited reading comprehension due to weakness 2.7

in decoding and/or word recognition.

B. Difficulty in phonics and blending sounds. 2.35
C. Difficulty in recognising HFW and sight words. 1.88
3. Indicators in written language Average of students
featuring the indicators
per class
A. Difficulty to spell accurately. 3.35
B. Difficulty in learning multi-syllable vocabulary. 2.5
4. Indicators in behaviour Average of students

featuring the indicators
per class

A. Easily distracted 2.17

B. Visual stimuli distract them 1.76

1% The average is calculated using the following formula: (>number of students featuring the
indicator) / Number of respondents.
The number of teachers responding to this study = 17 teacher.

The average class size = 25 students

Example: indicator 1 in Table 2 means 2.2 students out of 25 students feature “Thinks in pictures, not
words”
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C. Using some tactics to avoid tasks such as 0.88

sharpening pencils...etc.

The previous table shows that students who demonstrated indicator (3.A) are the
highest in average as students with dyslexia have problems in spelling. Adding to
that, the lowest average of students was those who can ‘Solve problems in unusual
ways.” This again confirms the idea that students with dyslexia have problems in
processing and analysing data. That is why they cannot solve problems let alone in an
unusual way. This was proved not to be true in observing the science class with
Hatem, yet as mentioned before the strengths and weaknesses of students with

dyslexia differ from one another.

Although there was one student officially diagnosed with dyslexia in the whole
elementary section; Hatem, the previous table highlighted the fact that there were
many students that were suspected of being students with dyslexia, but they were not
officially diagnosed either by screening and assessment tools at school or by

specialised centers.

The previous results were further examined to link between dyslexia and learning
difficulties in table 4.5:

Table 4. 4: the relation between and the percentage of the degree of learning
difficulties and dyslexia

Degree of learning difficulty | Number of percentage
students
No difficulty 5 7%
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Weak difficulty 14 19%
Mild difficulty 28 37%
Severe difficulty 28 37%

Total: 75 100%

Most students featuring dyslexia present either mild or severe learning difficulty as
shown in table (4.5). The number and percentage of students identified with dyslexia
in the table above cannot be considered accurate as the number and percentage of

students can be repeated by other teachers who teach them.

Students with dyslexia and the curriculum:

When asked about the curriculum if students with dyslexia should have a modified
curriculum or study the same grade level curriculum, teachers’ answers varied as
shown in the following figure:

Figure 4. 3: Teacher responses to the nature of curriculum for students with
dyslexia

number of responses

= Same curriculum = differentiated Curriculum

68



The previous figure shows that a larger number of teachers think that the same grade
level curriculum should be used for students with dyslexia. The reasons behind this
response could be because not all teachers were aware of dyslexia and how to deal
with students with dyslexia due to lack of training, or because most of the teacher did
not know how to modify the curriculum and use the proper interventions effectively
with those students. One can deduce that the majority of teachers seem to not use
differentiated instruction in their classes and use the grade level curriculum with

students with dyslexia with some differentiated worksheets if any.

The role of SEND department at school:

Also, the responses of having enough knowledge about students with dyslexia varied
as shown in table 4.6:

Table 4. 5: The number and percentage of teachers demonstrating knowledge
about students with dyslexia

Knowledge about students with | Number of | Percentage
dyslexia teachers

Yes 5 29%
No 3 18%
To some extent 9 53%

The previous table raised an inquiry about the role of the SEND department and how
well it communicated with teachers to introduce them to their students with dyslexia

and to the specific case of and features that each one of them exhibits.

When teachers were asked where students with dyslexia should learn; whether in

class or pulled out, their answers varied as shown in figure 4.5:
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Figure 4. 4: Where students with dyslexia should learn

Number of responses

= |n class always = Pull out when needed

The researcher believes that the various responses to the previous question were due
to the fact that the majority of teachers were not sure about the knowledge they had

about their students and how and where to teach them as deduced from table 4.6.

Teachers were also asked about the type of support provided by the SEND
department, and their answers seemed to be contradicting as some wrote the role of
the SEND department was:
- Only to deal with these students
- Providing support teachers and (SEN Co’s) to help read for students
- Scheduling pull out classes for their teachers to help them once a week
- Providing the teachers with files that included full discerption of each SEND
student.
- Providing workshops to train teachers how to deal with SEND students upon
their cases.

- Following up with parents
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Preparing IEPs

- Providing the teachers with resources to enhance students’ capabilities

Helping teachers in modifying curriculum upon students’ needs.

Providing teachers with recommendations about quizzes and tests

On the other hand, the answers of two teachers were ‘nothing’. Although these

previously mentioned teachers were minority, the researcher found their answers

vague as they did not add any justification. Moreover, the previous list contradicted

with the teachers’ responses to the level of knowledge they acquired regarding

students with dyslexia.

The families- teachers relationship:

When asked about the type of relationship they shared with families of students with

dyslexia, teachers’ answers varied as recorded in table 4.7 and figure 4.6

Table 4. 6: The number and percentage of teachers- families’ relationship level

Teachers’ opinions about their relationship | Number of | Percentage
with families responses

Good 12 71%
Poor 4 24%
Doesn’t exist 1 6%

Figure 4. 5: Level of teachers- families relationship
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Number of teachers

= Good =poor =Doesn'texist

The teachers were asked to justify their answers; those who chose good, justified their
answer saying the families were aware of the problems of their children even though
they did not provide the school with official reports. One of the teachers justified her
good relationship with the parents saying:
“T. It is because how keen teachers are to contact the parents and frequently
communicate their children’s problems, progression and regression.”
The other teachers attributed their answers of ‘poor’ and ‘doesn 't exist’ to two factors
out of five as shown in figure 4.7:

Figure 4. 6: Reasons of the poor or non-existing teachers-parents relationship

3
3
2

2 0 other

— school policy
1 cultural beliefs

lack of awareness

0 families are in denial

number of responses

mfamilies are in denial mlack of awareness mcultural beliefs

school policy m other
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Figure 4.7 showed that the reasons of the poor/non-existing relationship with the
parents were due mainly to parents’ lack of awareness, and the reason of ‘families are
in denial’ came second. Although table 4.6 and figure 4.7 were mainly about the
teachers- parents’ relationship, they also pinpointed the role of SEND department as a
means of communicating students’ problems to their parents and help them overcome

their denial and take actions for the well-being of their children.

Merits Vs challenges of including students with dyslexia in mainstream classes:

Most teachers believed that it was beneficial to include students with dyslexia in their
classes, yet they expressed that they face some serious challenges when teaching

students with dyslexia in class.

When teachers were asked about their relationship with students with dyslexia, there
was a consensus of teachers having a ‘good’ relationship with their students. One of
the teachers justified his/her answer writing:

“These students are normal people. Dyslexia doesn’t affect relations”
One of the questions in the questionnaire urged teachers to list both the benefits and
difficulties of including students with dyslexia in their classes. The answers were
recorded in table 4.8.

Table 4. 7: The benefits and difficulties of including students with dyslexia in
mainstream classes

Benefits of including students
dyslexia

with

Difficulties of including students with
dyslexia

- Helping them not to feel different.

- Reaching good results
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- Benefiting from differentiated instruction

- Lack of time/ the need for longer time

- Belittling the number of children who have
reading difficulties

- Giving them tasks and checking their
level of performance

- Strategies used to help them will be
beneficial to mainstream learners as well

- refusing to read loudly in class

- Getting them included in the society.

- facing difficulty when given writing
activities

- Teachers gaining and

experience in that field

knowledge

- students feel stressed and anxious when
they have to interact with their peers.

- gradual inclusion is a good approach

- preparing differentiated instruction

- seating them properly in class

- Getting students to develop time

management skill as they are slow

- Having short memory span

- Dealing with uncooperative parents

According to table 4.8, teachers believed that the challenges faced by having students

with dyslexia in their classes were more than the benefits. Moreover, two teachers

saw no benefits of teaching students with dyslexia in mainstream classes writing:

T.1: “Teaching these students individually is better”
T. 2: “No benefits as taking care of them wastes the time allotted for

other students”

The researcher further investigated teachers’ opinions about who should be

responsible for teaching students with dyslexia. The results were recorded in table

4.9:

Table 4. 8: The number and percentage of teachers’ opinions about the
responsibility of teaching students with dyslexia

Authorities in charge Number of responses | Percentage
- Class teachers 3 18%

- SEN Cos (SEND 3 18%
Department)

- Family 3 18%

- Special schools 1 6%

- All of the above 7 41%
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Teachers responses overlapped as some teachers made two or more choices.
Teachers’ responses were registered in Figure 4.8:

Figure 4. 7: Teachers’ choices of who/what is responsible for teaching students
with dyslexia

Number of responses

o]

3 3 3
I I I .
0 [
Classteachers SEN Cos Family Special Schools All of the above

m Classteachers mSEN Cos mFamily mSpecial Schools m All of the above

As seen in table 4.9 and figure 4.8, a large number of teachers believed that all the
previously parties were responsible for educating students with dyslexia. These
results should impact the development of types of interventions used in and out class

to enhance the teaching- learning process of those students.

Teachers’ propositions of ways to improve educating students with dyslexia:

Most teachers responded with ‘Don’t know’ to the following aspects, so the
researcher recorded a brief account of the responses received from teachers who
participated with suggestions to the different aspects:

A. Reading: Many teachers suggested to simplify texts and divide them into

chunks, using levelled books, using simpler texts with simple vocabulary,
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using bigger font and using some techniques like; guided reading and bottom-
up and top-down techniques. Moreover, one teacher suggested extra-

curricular activities such as reading clubs and competitions.

. Writing: Most of the teachers suggested for the students to be provided with
vocabulary bank to use them in writing tasks. Some teachers suggested to
provide students with dyslexia with notebooks with special lines to help them
write easily. One teacher suggested that students with dyslexia type their
writing texts rather than writing them. Another teacher suggested that these

students use online tools to check grammar.

. Resources: some teachers suggested to use more technology, online resources,

hands- on activities and more visual aids upon students’ needs.

. Curriculum and [IEPs: Some teachers suggested designing a special

curriculum to support students with dyslexia. Some preferred to use the same
grade level curriculum in general and modify it upon need.

Supporting the IEPs with clearer action plans was one of the suggestions and
designing individual plans that specifically address the needs of each student

upon his/her case.
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One teacher highlighted the need for more screening and assessment tools to
identify the students’ real levels of performance. On the other hand, one

teacher wrote: “no change” for that aspect.

. Specialists/ therapists: Teachers suggested that it was important to have

resident therapists at school to communicate with the teachers and follow up

with them.

Interventions: Although many teachers replied with ‘don’t know’, others
suggested to have support teachers to pull students out of class and teach them
individually, reinforce the curriculum with visuals, support students with

modified materials and use peer- teaching frequently.

. Training: Teachers confirmed their needs for more special trainings that
particularly address dyslexia to enable teachers to write convenient IEPs and

support students properly in class.

. Class Support: All teachers suggested having full-time shadow/support

teachers in classes to help students with dyslexia.
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4.3.3 A survey-based questionnaire with the SEND Team Lead:

The researcher prepared this questionnaire to have an insight about the SEND

students at school that consequently involves Hatem.

When asked about the number of SEND students, she answered that they have 50
boys and 18 girls with a total of 68. The number of students with dyslexia was only 5
and all of them were boys. Only one student with dyslexia ws in the elementary

section; Hatem.

The SEND Team Lead explained how SEND students were admitted and what
screening tools were used to identify them. She also explained the school’s attitude
towards inclusion. Moreover, she explained the types of support both students with
dyslexia and teachers could get and the challenges she as the Team Lead might face.

When asked about training teachers to deal with students with dyslexia, she said the
department provided teachers with one-on-one PD sessions to enlighten them about
each individual SEND case. This contradicts teachers’ responses in the previous part
that they needed trainings to understand the SEND cases in their classes. (Appendix

4.2)

4.3.4 A survey-based questionnaire with the two SEN Co’s
responsible for Hatem:
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Two SEN Cos were supporting Hatem and communicating his results to his mom.
The first one supported him in English, and the other supported him in Math, and
both shared the science responsibility. Unfortunately, there was a rare support in
Arabic, mainly, by the subject teachers at their convenience. The SEN CO that
supported Hatem in English will be referred to as S1, and the one that supported

Hatem in Math will be referred to as S2.

Although S1 described his learning difficulty as mild, S2 described it as moderate.
This discrepancy assessment of Hatem’s learning difficulty was confusing to the
researcher as the situation should have reversed, given the fact that he has a problem

in both languages.

When asked about Hatem’s problems in class, they answered:
S1: “He often daydreams, he has a short attention span”
S2: “When it comes to math, he does not face any problems in calculations...
The problem he may encounter in math in completing ‘problem solving’.... The
reason for it is because he has dyslexia. ”

The answers of both SEN Cos seemed to be ambiguous and not conclusive as S1 had

not mentioned his problems in reading, and S2 justified his problem in Math as a

result of dyslexia but did not mention in whichever way.

In the questionnaire, both SEN Cos answered questions about how their relationship
with Hatem was and how they cooperated with Hatem’s teachers. They also answered

some questions about Hatem’s IEP; although they mentioned that the IEPs were
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revised to cater for his needs and address his weaknesses, the IEPs, as discussed in
the following section, did not include the present level of performance or smart
objectives. This contradicted their statements about the IEPs design. (Appendices

4.3.1&4.3.2)

4.3.5 Survey-based questionnaire with the HOS:

According to the elementary HOS, there were 792 students in the section with 391
boys and the rest were girls. When asked how many students with dyslexia there were
in his section, his answer was: “1”
In the questionnaire, the HOS was asked about how they admitted students with
dyslexia to the school, and if the school accepted students with dyslexia who were
expelled from other schools. There was also a question about the challenges he might
face as the HOS in dealing with students with dyslexia, he wrote:
“Personally, no challenges. The SEND team is fully responsible for the SEND
students. I am informed of their situation and progress and support them as
needed”.
His answer to the previous question seemed to highlight that although being
responsible for students academically, he only observed SEND students including
students with dyslexia from a distance and left the whole responsibility to the SEND
team. This can raise an inquiry about the cooperation of the different departments of
the school in taking care of SEND students including students with dyslexia

(Appendix 4.4).
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4.4 The results of the focus group:

The focus group included three teachers who teach different subjects and different
grade levels in the elementary section. Examining the discussion highlighted the
following points:
- Some teachers have more ideas about dyslexia than others.
- The communication with the teachers and SEND department is so weak.
- They do not have the required resources to help students with dyslexia
improve.
- Arabic teachers improvise because they do not have enough knowledge about
the proper interventions for students with dyslexia.
- Teachers do not know how to modify the curriculum for students with

dyslexia and all what they do is just mere individual efforts (appendix 5).

4.5 Documents Study:

The researcher managed to obtain Hatem’s file from the SEND department as she
used to work at school and to have access to the different departments. The
documents studied can be divided into three categories:

1) Hatem’s related documents such as:

a. The center’s report
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b. The school’s case study, findings and recommendations.
c. Hatem’s IEPs of the whole year 2017-2018 Vs EOTS’ results
d. Monthly reports.

2) Documents related to the school’s performance in handling the modifications and
adaptations for the SEND students according to the KHDA report and
recommendations.

3) Documents of the policies and laws related to SEND students in the UAE and

specifically Dubai

4.5.1 Hatem’s related documents:

1. The center’s report:

After observing Hatem from KG to grade 2, the school asked the mother to provide
them with a report from an authorized center. The mother seemed to stall as
mentioned in her interview till he became 9 years and 7 months. The report was
issued in 2016.

The center used some famous screening tests to have reliable and valid results about

Hatem’s condition; the tests used were (WISC-1V)?, (GORT-5)2!, and others.

The tests indicated that Hatem had a low average 1Q, a below average range of verbal

reasoning, and his short-term memory was average while his processing speed was

20 Wechsler Intelligence Scale for Children — Fourth Edition
2! Gray Oral Reading Tests—Fifth Edition
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below average. As an overall, the tests indicated that cognitively, Hatem had
significant challenges with languages as well as the speed of data processing which

will impact most curriculum areas.

The final results of the tests indicated that Hatem had dyslexia which would cause
difficulties in reading, writing and spelling. It would also cause a serious problem in

language comprehension.

The report recommended many things such as:
- Hatem should have an extra time when he sets for exams or does
activities that involve reading and writing.

- Hatem needs someone to read the questions for him.

The report also provided detailed results of the undertaken tests, areas to prioritise
and suggestions for intervention in all reading areas and domains and also provided a
structure for writing. It even provided websites and programs that Hatem could use to

help him overcome his difficulties. (Appendix 6.1)

2. The school’s case study of Hatem:

The case study tended to evaluate Hatem’s social/ emotional aspects. That case study

identified Hatem’s learning obstacles as follows: Hatem suffers from dyslexia,
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learning difficulties type 1, struggles with English language as it was the main

medium of instruction at school and has problems with the academic performance.

The case study also provided some solutions, student’s outcomes, level of progress
based on three criteria; the student himself, his family and the school’s support. The
study also provided teachers with an explanation of all the aspects that Hatem
suffered from. Referring to what the teachers mentioned about how and what to teach
Hatem, the research can conclude that either the teachers had not received that
document, or they had received it, but it was never discussed with them to be able to

use its data properly. (Appendix 6.2)

3. Hatem’s IEPs \/s the EOTSs:

The researcher could get Hatem’s three IEPs of the academic year 2017-2018 as well
as the EOT exams of term 1 in the three subjects that were taught in English. The
IEPs, tests and result analysis of the subjects that were taught in Arabic were not
included in Hatem’s file because there was no SEN CO responsible for these subjects,

so there was no information about, or documentation of subjects taught in Arabic.

The IEPs started with some personal information about the boy, his case, the visiting

center in charge of following up his condition with the school and the school team in

charge of Hatem’s case.

84



The IEPs provided teachers with the student’s points of strengths as well as the areas
that needed improvement and some accommodations and recommendations. The
previous part was done by the SEND department, but the academic parts are written

by Hatem’s subject teachers themselves.

The objectives in the three subjects did not seem to be SMART? as they did not seem
to be time bound, action oriented, or specific. In Math, there were no objectives, but
only the names of the lessons given throughout the terms. However, the objectives
mentioned in other subjects did not seem to cater for his weaknesses as many of them

required high mental processing and higher thinking skills.

The interventions mentioned in the IEPs are so broad that can work with any SEND
student including students with dyslexia. No modification in the curriculum was done
based on Hatem’s results in the quizzes, announced quizzes?® and End of Term
Exams as they did not include any thing about reteaching the concepts that he could

not master.

Hatem’s present level of performance was only mentioned in Math, yet there was no
mention of a modified curriculum based on that level. (Appendices

6.3.1,6.3.2&6.3.3).

22 Specific, Measurable, Achievable, Realistic and Timebound.
23 Midterm exam
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The mother did not sign all the IEPs and this was confirmed in her interview with the
researcher; she did not know what an IEP was or what it was for. This again indicates

the school-parents miscommunication.

Hatem’s marks in the EOT exams were good in math, yet they were comparatively
low in English and science (appendices 6.4.1, 6.4.2, 6.4.3, 6.4.4). The low remarks
could be due to either the objectives in the IEPs were too high to achieve, or the
questions in the exams were too difficult to comprehend and answer. Surprisingly,
nothing was mentioned in term 2 IEP about addressing the weakness that Hatem

demonstrated in term 1 exams.

4. The monthly reports:

Teachers write monthly reports of all SEND students to evaluate the students’
performance in the subjects taught in English week by week. However, no Arabic
reports were found in the student’s file because there was no SEN Co for the subjects
taught in Arabic. The researcher managed to have the reports of October and
November. Appendices (6.5.1, 6.5.2). The monthly reports covered the aspects
recorded in Tables (4.10 & 4.11). The performance was recorded using Likert- type
scale; very good (VG), Satisfactory (S), needs improvement (NI), yet the researcher
believes that the scale seems to be insufficient as it jumps from ‘very good’ to

‘satisfactory’ with no ‘good’ in between.
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Analysing the reports, the researcher examined the fourth week results of October in
the three English-taught subjects because it is considered the ultimate outcome for the
whole month:

Some teachers used: Good (G) instead of Satisfactory (S). This seemed to be difficult
for the researcher to compare Hatem’s monthly performance in the three subjects.
One more challenge was that the performance of just the first three weeks of
November were included and the performance of the fourth week was missing in both
English and science. Consequently, the researcher decided to compare the third week

in the three subjects. Teachers’ evaluation of Hatem’s performance varied as follows

in tables 4.10 and 4.11:

Table 4. 9: Hatem’s records of the three EMI subjects in October:

Aspects English Maths | Science
Completion of homework VG S VG
Paying attention VG S G
Following instructions VG VG VG
Completion of assigned tasks on time VG VG G
Participation in class activities G S VG
Understanding concepts G S VG
Seeking help when needed G S G
Working independently G VG G

Table 4. 10: Hatem’s records of the three EMI subjects in November:

Aspects English Maths | Science
Completion of homework VG VG VG
Paying attention VG VG G
Following instructions VG S VG
Completion of assigned tasks on time VG S G
Participation in class activities S VG VG
Understanding concepts S VG VG
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Seeking help when needed VG
Working independently VG

wnlwm
®

Examining the previous tables, one can notice the inconsistency in Hatem’s
performance; his performance fluctuated in English and math but remained consistent
in science with neither progression or regression, yet the marks of pop and announced
quizzes of the whole term and the results of the End of Term Exam (EOT) did not

reflect the previous levels of performance?.

The researcher believes the comparison of the English marks will not be sufficient as
the score of the announced quiz recorded in both monthly reports showed deficiency
although the announced quiz used to be administered once per term. A comparison of
Hatem’s results in the formative Vs summative assessment is recorded in the
following figure.

Figure 4. 8: Examines Hatem’s scores in the pop quizzes till the end of term 1

24 Refer to (appendices 6.4.1,6.4.2,6.4.3,6.4.4)
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comparison of Hatem's scores in formative assessmentVs
Summative assessment of term 1
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The chart shows a noticeable declination in Hatem’s results in both types of
assessment which could mean that either the pop and announced quizzes were too
easy and not challenging enough, or the EOT was too difficult and challenging for the

boy. This insufficiency resulted in the inconsistency in the student’s performance,

hence results.

Studying the EOTs , the researcher noticed Hatem’s slobby handwriting, yet there

was nothing mentioned in term 2 IEP about using special intervention to overcome

this problem.
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4.5.2 Documents related to the school’s performance in handling the
modifications and adaptations for the SEND students according to
the KHDA report: (Appendices 7)

1. The SEND Department policy was written in 2016-2017 and it seems that no

updates were done to it since then. It included the school’s rationale in which it
declared that the school would abide by the Federal Law 29/2006 and follow the
MOE regulations stated in “School for all” and the KHDA categorizations (Appendix

7.1).

The policy also included detailed account of the aspects of provision, facilitations,
admission policy and services that include identification, curriculum modification,
interventions and progress outcomes and personal support. It also included the role of

parents and SEND department.

Although the policy is well detailed, the teachers did not seem to be aware of it as it
was not posted anywhere in the section nor given to or discussed with them in the
meetings held by the department. This can confirm the opinion of one of the teachers

in the focus group when she said that it’s all about paperwork to be put in the files.

2. The SEND department Handbook is another document related to the SEND

department role at school. In addition to the same elements represented in the policy,

this 41-page-document includes detailed accounts of each disability and the process
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of following up SEND students (highlighted is the detailed part about dyslexia,

(appendix 7.2).

3. TF1%°and TF2 forms are used by the teachers in the elementary section to refer
students with problems to the section’s counsellor then to the SEND department.
(Appendices 7.3,7.4). Later, the SEND department recommended that all sections use
these forms for referral purposes. Usually, the counsellor would wait till most
teachers issue many complaints about the same students before she takes actions; this
might take a whole term. The researcher believes that slow pace of the identification
process can lessen SEND students’ opportunities to be properly educated which can

negatively influence their results by the end of the term.

4. One more important document is the KHDA report, 2017-2018, of the school’s

SEND department (Appendix 7.5). The report gives a comprehensive account for the
general performance of the school and then gives detailed account about each
performance indicator, one of which is the curriculum. Although the curriculum rated
good, the report highlighted that the results of the external exams were not used to

adapt the curriculum for SEND students accordingly.

Although the SEND department rated ‘good’ in the report, the inspection highlighted
some points to be taken into consideration for future practices such as: the IEPs do

not involve all stakeholders, addressing the targets mentioned in the IEPs was not

% Teacher’s form
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consistent, the inconsistency of the SEND students’ progress, and the instruction
provided to SEND students is not attentive to their learning and progress. The
inconsistent, sometimes contradicting, responses of teachers about adaptation and
modification of instruction is reflected in the KHDA report. Also, the mother’s lack

of knowledge about the IEP and what it was for was pinpointed in the report.

4.5.3 Documents of the policies and laws related to SEND students in

the UAE and specifically Dubai:

In 2006, the UAE signed ‘Convention on the Rights of Persons with Disabilities and
Optional Protocol’, and issued the Federal Law 29/2006 to guarantee a quality
education for all students including students with special needs in all types of the
educational establishments in both government and private sector ("Education for

people of determination™ 2019).

Although the federal law became effective in Dubai a year after it was issued when
the government announced that its government schools accepted 57 students (Rashid
2007), it was not until 2014 when Dubai issued Law (2) that demonstrated Dubai’s
commitment to providing full academic and social inclusion of people of all ages who
have disabilities and/or entitled to receiving special educational needs
(KNOWLEDGE AND HUMAN DEVELOPMENT AUTHORITY 2017) (Appendix

8).
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It seemed that the school in the case study abided by the previous laws in theory, but
there are some deficiencies in the school’s practices regarding inclusion in general

and including students with dyslexia in specific.
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CHAPTER FIVE: CASE-STUDY BASED FINDINGS AND

RECOMMENDATIONS

The aim of this case study is to examine the practices in a private mainstream school
in Dubai regarding students with dyslexia. The case study aims to find some answers
for the following questions:
1. What is on offer for students with dyslexia in the elementary section (grade 5) in
mainstream schools in the private sector in Dubai in relation to:

1.1: Policies and procedures

1.2 ldentification and assessment

1.3 Placement and in-class support

1.4 Curriculum differentiation and extracurricular activities

1.5 Professional development for teachers

2. What can be recommended to help students with dyslexia reach their utmost

potentials in mainstream classes in private elementary schools in Dubai?

The qualitative approach was used to discuss the previous questions and the findings

in Chapter 4. In Chapter 5, A discussion of these findings is presented, and

recommendations are suggested along with a conclusion at the end of the chapter.

%94



5.1 The School’s recent practices regarding students with dyslexia in
the elementary section:

5.1.1: The school’s policies and procedures:

Although the school is not new, and the SEND department was founded at least 4-5
years ago, teachers were not aware of the role of that department. The department
provided teachers with full files of their SEND students case with resumes and the
external centres’ reports if any, yet it seemed that most teachers could not really

understand the differences between each case and how to cater for it.

by October 2018, a behaviour policy for the elementary section was issued and sent to
all parents who had children in the section, not necessarily to those who have children
with behavioural problems. The policy went from general aims going to specific aims
related to behaviour issues, yet apparently, there were no policies that might address
other problems and deficits related to the SEND students including students with

dyslexia.

Although any policy is considered a living document of which its development
should be continuous to cater for the ongoing changes at school (Stevenson
& Bell 2006), yet the SEND policy has not changed since it was written.
Consequently, the role of the curriculum department and the curriculum coordinator
in helping SEND students was not mentioned as the curriculum department was

founded a year after the policy was written.
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On the other hand, although the school’s policy stated that parents were an active
party in supporting their SEND children, the policy was not discussed with parents
and the IEPs were not signed by them either. However, policies should be considered
a ‘dialectic process’ in which all potential stakeholders that might be influenced by it

should participate in moulding its progression (Stevenson & Bell 2006).

The SEND Department Handbook was issued in 2016- 2017. However, it did not
seem to be modified or updated to address the new problems at school, or the KHDA
recommendations provided to the SEND Department. The handbook included the
aspects of support the SEND Department provides to SEND students, yet teachers did

not seem to know those aspects when answering the survey.

Adding to that, the handbook included the Department statement that pledged full
inclusion to all students including SEND students. It also promised to provide the
SEND student with modified curriculum and special planning that addresses each
student’ needs and the level of severity the student might demonstrate, yet in the
questionnaire, most teachers agreed that they do not need to provide their students
with dyslexia with modified or different curriculum and stuck to the curriculum they
used with all students, and they might supplement it with some simplified worksheets
even if the student does not need this simplification. This confirms the teachers’ idea

that all SEND students need simplified worksheets.
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Hatem’s IEPs included very broad interventions and the same lessons given to
mainstream students without considering Hatem’s problems in processing and higher
thinking skills. These facts can be applied to all IEPs of SEND students in the

elementary section,

Although teachers wrote the IEPs which are considered individual plans for SEND
students, using modified curriculum that caters for each student’s case was
inconsistent as written by the surveyed teachers. Although modifying and altering the
curriculum was mentioned both in the department’s handbook and in the school’s
SEND policy, most teachers confirmed that they use the same curriculum as for the

mainstream students.

The fact that there are no IEPs for Arabic subjects can affect the students’ progress
and improvement in Arabic and all subjects taught in it. Furthermore, one of the
teachers wrote that she did not know who writes the IEPs and guessed that it might
have been the SEND department. This reflects that the department does not provide

the teachers with the proper knowledge about designing the plans.

Moreover, the curriculum department, represented by the curriculum coordinator,
stated that the department is not responsible for modifying or altering the curriculum
of the SEND students as he claimed that it was the SEND department responsibility.
This could create a gap between the mainstream students and the SEND students

regarding the concept of inclusion. That is why the teachers’ practices of modifying
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the curriculum for students with dyslexia were inconsistent and were based on
teachers’ subjective opinions and individual improvisation because there was not a

common framework that fosters inclusion and individuality at the same time.

Adding to the previous notes, most teachers, if not all, agreed that they had more
students with dyslexia in their classes; however, only one student was officially
identified with dyslexia according to both the HOS and STL. This questions the
screening and the assessment process the school administers with the SEND students

upon admission and teachers’ referral.

5.1.2 Identification and assessment:

Based on the STL, the mainstream private school has its identification tools of SEND
students including dyslexia, upon admission if the student did not have a report, yet

the school’s identification tools and methods remain vague and unknown.

Moreover, the STL declared that if the students were not identified before admission,
it would be the role of the teachers to identify the students upon observing them
during the sessions, and then refer them to the counsellors who refer them to both the
HOS and the SEND department. Apparently, it is a very long road to walk, and
makes one wonder about the role of the department to screen or assess students as the
department would only refer students to the visiting centre to assess and write reports

with recommendations. This means that the teachers are the first gear in the process,
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and the SEND department has no real role in identifying or assessing students with

dyslexia, but to refer them to a specialized entity.

Studying the results of the teachers’ responses to the questionnaire showed that
teachers could identify more students with dyslexia in their classes although it was
just one student who was officially identified. This does not guarantee consistency or
accuracy as there was no unified framework of identification or assessment which
means that identification can be due to teachers’ beliefs, culture and knowledge, and

the real people in charge do not have real roles in the process.

Furthermore, all teachers expressed their needs for more training when it comes to
what dyslexia is, how to deal with students with dyslexia and how to modify the
curriculum to cater for their needs. Moreover, they expressed, one way or another,
their need for help in designing proper IEPs and how to implement them in class to

achieve successful inclusion.

According to the surveyed teachers, they could contact with the parents to
communicate their children’s progress, but apparently this does not happen

consistently as not all the IEPs are signed let alone discussed by the parents.

Although the IEP is an important document for assessing the student, in this case
Hatem, academically, emotionally and psychologically to identify what he needs

regarding the previous aspects and decide the types of interventions needed in each
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step on the way, studying the IEPs showed that there is inconsistency in mentioning
the present levels of performance related the previous aspects, no specific goals
designed based on his level of performance and the short term objectives are either

missing or not SMART.

Although the school has created a policy and a handbook for the SEND department, it
has not been communicated to teachers to discuss and amend, so most teachers do not
know about the policy; they just know about their roles with students with dyslexia.
Also, the previous document includes all types of special education needs;
description, features and how to deal with in all school phases, but this handbook is
41 page long and even if the teachers had it already, it would not be expected of them
to go over the whole documents specially when they have different special need

students.

5.1.3 Placement and in-class support:

Observing Hatem, it was found out that he was seated in the first group to the very
left, somehow distant from the teacher, especially that he sat in the second chair
behind another student. This seating arrangement could cause Hatem to feel
distracted, hence bored, more often and would cause him to be out of the teacher’s

reach if she wanted to give him some different instructions.

100



Furthermore, there are no teachers’ assistants in grade 5, only in KG up to grade 1.
Although some researchers see that using TAs?® in class has an unintentional negative
impact rather than positive as it hinders the proper educational models provided by
teachers (Webster 2014), other researchers suggested that the well identified role of a
TA in class can be important as TAs can provide support and resources to SEND
students in order not feel segregated or marginalized in class. They can also work as
liaisons between the school and home for a better cooperation and consistent follow-

up (Tucker 2009).

Having a teachers’ assistants in class can help students with dyslexia such as Hatem
in reading the difficult parts without disturbing the whole class. She can also help
teachers differentiate instructions with the different groups without feeling challenged

or overloaded for all student to get the ultimate benefit of the sessions.

Many teachers expressed their need of help and support; this help can be in class or
by pulling out the students to give them individual classes, but in this case, they were

talking about the role of SEN Cos and support teachers.

In spite of the school’s policy and the KHDA recommendations of including SEND
students in mainstream classes, some teachers believe that pulling the SEND students
out of class is the answer especially with students with dyslexia because they need

extra care that can be difficult to be provided in class.

26 Teachers’ assistants
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Being a member of the school team, the researcher is aware of the meetings system
held at school. There are two types of meetings; vertical meetings which are held
once a week with each HOD and his/her team, and horizontal meetings that are
scarcely held at school; one or twice per term. These horizontal meetings are
conducted by all teachers of the same grade, so those meetings are generic and do not
focus on individuals and their problems. In that case, teachers do not have a real
chance to discuss the problems of their students or their best practices to ensure the

progress of those students.

5.1.4 Curriculum and extra-curricular activities:

As mentioned before, using differentiated curriculum is inconsistent with students
with dyslexia and depends on teachers’ knowledge and awareness of such learning
difficulties. Many teachers think that there is no need to modify the curriculum or use
different instruction, and they just provide students with dyslexia with ‘easier’

worksheets and exams. This applies to all SEND students; same modifications for all.

The lack of unified framework and the fiddly role of the curriculum department made
it difficult and sometimes confusing for the teachers to construct appropriate
instruction for students with dyslexia and other disabilities. The fact that the teachers
are not supported with curricular resources to help them cater for these students

increases the feeling of unbelonging and boredom of students with dyslexia; the
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reading texts are beyond their ability to read, the font is too small for them, and

teachers do not allow them extra time for reading; they just follow the class pace.

The school designed an ‘ELS?”’ cocurricular programme for students with low
academic achievement. This program is conducted once a week, yet this program is
not designed to suit students with dyslexia regarding font and paper colour. In
addition, the number of students in these classes is too big for teachers to focus on
students with disabilities let alone students with dyslexia. The ELS program is
executed right after school at the same time and place of other clubs such as sports,
math and art. This can negatively affect the students’ performance, especially the
boys, because they would feel deprived of their rights in having fun at their school as

their peers.

Although each class is supported with a computer and projector, and all student in
grade 5 have his/her own laptop, no helpful technological applications such as
electronic readers are used to help students with dyslexia. Moreover, SEND students
can be pulled out, once a week upon convenience, to a resources room that is
provided with games and a computer, but it was never used properly to improve

Hatem’s reading as a student with dyslexia.

27 English Language Support
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5.1.5 Teachers’ professional development:

As a member of the school team, the researcher knows that some training sessions
delivered by the SEND department were held at school, yet all the sessions were so
broad and talk about SEND students in general. No specialized sessions about each

disability were delivered.

On the other hand, there were one-on-one meetings with the teachers who have
SEND students in their classes to inform them about each case and how to deal with
it. However, in their surveys, most of the teachers confirmed their needs of more
professional development sessions to acquire more knowledge about SEND students

specially, students with dyslexia.

5.2 Recommendations for efficient school practice concerning students

with dyslexia:

5.2.1 What the Ministry of Education in the UAE can do:

e The Ministry of Education can launch a raising awareness campaign about
dyslexia; symptoms, coexisting problems and talents and the potentially
required interventions. Dyslexia is considered an SpLD, with no obvious
disability, so lots of families would blame the educators for being weak or
careless and not able to communicate the subject knowledge to their children.
On the other hand, educators would consider it carelessness and negligence of

both the children and their parents. Also, the lack of data and information as
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the SEND field is still new, schools consisting of, SEND departments,
teachers and administrations can face confusion as they would not be able to
use proper assessment tools or intervention methods to address students with
dyslexia. Furthermore, the culture in the UAE plays a significant role in
handling such disability, so parents, unaware of their children problems,
would treat their children badly as they compare them to their mainstream
kins. This can add more psychological complications to their children’s
problems. To avoid a great deal of these problems, the Ministry of Education
can use the social media forums that everyone use nowadays to help people
acquire the needed knowledge.

One more thing the MOE (Ministry of Education) can do is to monitor the
admission and the conditions of the inclusion systems in the private sector;
Most of private schools care about their investments, so they would admit all
students to increase their profits and agree to register them under the SEND
umbrella even if they were not SEND students in general or with dyslexia in
specific because they would collect extra fees for that unjustified inclusion.
Some other schools would consider their profits as well as their reputation, so
they, fearing for having a lower academic performance, refuse to include
some SEND students especially those with dyslexia to keep up their
performance level.

The KHDA in Dubai has issued ‘Dubai Inclusive Education Framework’ to

define and address the needs of SEND students, yet the framework is not
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disability oriented; it deals with handling SEND in general. This helps schools
follow a unified framework, but it does not help schools deal appropriately
with different disability not to mention dyslexia. Another ‘guidelines’ with the
potential symptoms and coexisting problems of all cases included under the
SEND umbrella need to be issued to work as a substantial source of
knowledge for schools to refer to.

The MOE needs to encourage and foster more research about dyslexia for
more conclusive facts and ways of successful interventions that will be
considered locally and culturally oriented rather than depending on the

research conducted outside the UAE.

5.2.2 Recommended practices for the school:

The school has already issued a handbook and policy of inclusion, so it needs
to discuss them both with all the stakeholders especially teachers and seek
their feedback and recommendations to raise their awareness and guarantee
more successful practices. It is well known that opening communication
channels with teachers motivate them to reach the utmost aimed performance

(Tyler 2016).

The curriculum department should cooperate with the SEND department to

come up with a parallel curriculum that fits in the school academic framework
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and addresses the individual needs of SEND students let alone students with
dyslexia.

The school should conduct specialised workshops to introduce each SEND
problem especially dyslexia because it can be a great hinder for students to
progress in other subject matters.

The SEND department should be keen to develop an interaction system with
all the stakeholders in assessing and designing IEPs and action plans. This
will facilitate executing these plans because each of the involved parties will
know their roles in the process.

The school represented by the SEND Department should discuss the IEPs and
interventions with SEND students with minor disabilities such as dyslexia to
hold them responsible for their education especially when they are old enough
to understand and participate in implementing it.

An individual resume of each student should be designed according his needs
and levels of performance and avoid one resume that broadly fit all
individuals with dyslexia.

There must be channels of consistent communication with the parents and/or
caregivers to take part in all decisions involving their children. The school
should also be keen to discuss the IEPs, teachers’ feedback and the students’
level of performance with parents to be aware of the programmes provided to

their children and their effects.
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There should be extra- curricular activities for students with dyslexia to help
them improve their reading skills and increase their self-confidence while
reading aloud.

Understanding the problems of students with dyslexia will help teachers
maintain a balanced and objective relationship with the students. This can
encourage students with dyslexia to improve to satisfy their teachers.

Teachers should feel the SEND department is approachable and supportive, so
they can communicate any mishaps that can occur with students and help
solve them instantly.

There should be psychologists and a regular visiting speech therapist to help
teachers differentiate between students with dyslexia and lazy students who
are not properly followed up at home. The psychologist and the therapist
should visit classes in which teachers suspect dyslexia among students to
observe and examine them and come up with a preliminary diagnose to be
assessed by the SEND department. This can change teachers’ perspectives
about students with dyslexia and eliminate any doubts of laziness and/or
carelessness.

Workshops run at the beginning of and throughout the academic year should
be conducted by the SEND department and some external authorities
specialised in dyslexia as reading difficulties can hinder the learning process

in all subjects not only languages.
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Teachers who help students with dyslexia improve their reading skills should
be acknowledged by the school administration. This can work as a system of
rewards that could incentivise other teachers to work as hard.

If suspected with dyslexia upon admission, students should be screened to
ratify or refute the argument of having dyslexia. Once confirmed, teachers
should be informed immediately to help them process the fact that their
classes will include students with dyslexia, so they can psychologically and
academically get ready to embrace students and to help them improve.

Researches about dyslexia have proven that some other learning difficulties
correlate with dyslexia, so the SEND department should provide these
students with the needed help and clarify the link between dyslexia and such
disabilities to both parents and teachers. Doing this will help teachers of all
subjects successfully set their objectives and predict the outcomes in order not
to accept students’ results and not to overload them with unneeded frustration.
Extra-curricular activities that can improve students’ reading skills should be
designed according students’ preferences and needs. Those activities should
start at the beginning of the year for better results, yet these activities should
be carefully designed to eliminate students’ boredom and guarantee their

involvement and improvement.
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5.2.3 What teachers can do

e Teachers should embrace individuality to be be able to include all students, so
they can have a good rapport with all students and spread satisfaction within.

e Teachers should be fully aware of their students’ points of strengths and
weaknesses, what they need and what they can do and their learning styles to
be able to provide them with the proper instructions.

e Teachers should be aware of good practices in teaching to be able to plan their
instruction according to their students’ needs and avoid mishaps. Teachers
should vary the activities done in class to guarantee the utmost involvement of
students.

e Horizontal meetings is a must. Teachers of the same class should have weekly or
biweekly meetings to discuss their best practices as well as any unpredicted
occurrences. They can also share ideas about the best methods to teach and
interact with their students, let alone students with dyslexia.

e Teachers should be aware of the layout of their classes and seat students with
special needs as close as possible to them to be able to be handy when needed.
This can save the time moving around till they finally reaches the student in
need for special help.

e Appraisal and acknowledgement should be provided to students with dyslexia
when they improve in reading to build self-confidence and urge them to work

harder to get more appraisal. This technique can also increase the students’
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faith in their teachers. This can make students work harder to please their
teachers.

¢ Using assistive technology (AT) in class can help students with dyslexia improve
their reading skills. Teachers can provide students with reading websites that
the students can use in class and at home to listen to the texts while reading
them (Edyburn 2006). This will help the student link the pronunciation of
words to their written forms for faster knowledge retrieving in the future.
Teachers can also encourage students with dyslexia to type rather than write to
save time and avoid the possible slobby handwriting. Using ‘Multi-sensory’
technique in class can help students with dyslexia improve as they would use
more than one sense to guarantee scaffolding for struggling reader (Rupley et
al. 2015).

e Teachers should be aware of the specifications of worksheets and exams given to
students with dyslexia; the background of sheets should be blue or yellow, the
font should be big and clear with reasonable line spacing, and sentences should
be short and simple for the student with dyslexia to process. Teachers should
also grant students with dyslexia extra time in tasks and exams. Moreover, in
exams, a teacher or a support teacher should read the questions clearly and
slowly to the students with dyslexia to process and answer.

e Teachers should be aware that, in most cases, students with dyslexia should be
provided with a modified, in some cases different, curriculum, hence

instruction, that can address their needs and help them improve their skills. The
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modified curriculum should put students in reasonable challenges to activate
their potentials, yet it should not be too challenging to frustrate them.

e Teachers are better be accompanied with teachers’ assistants (TA’s). They can
help teachers in providing students with dyslexia with extra help needed
without jeopardising wasting the class time or losing the class control. (TA’s)
can also help in implementing the pull-out technique to help students read

loudly outside the class context for more self- confidence.

5.3 Conclusion:

The researcher investigated how an international mainstream school in Dubai
catered for students with dyslexia in grades 1-5. The researcher is aware that
the previous private mainstream school does not represent all other private
mainstream schools in Dubai. An intensive examination of the policies,
curricula, assessment and identification, the role of SEND department in
placement and support, and in providing teachers with the needed PD sessions
was conducted. It was found that the communication between teachers and the
SEND department is not strong enough. Moreover, the SEND policy was not

communicated to or discussed with the teachers and other stakeholders.

Furthermore, not all teachers at school could relate reading struggling to
dyslexia; many of them related the reading disability to students’ carelessness

or the lack of follow-up at home. In that case it would be confusing for
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teachers to implement the required provisions and interventions. Moreover,
due to some cultural boundaries, parents would not like to consider dyslexia as
a disability, so they refuse to take their children to specialised personnel
consequently. That is why the administration in the investigated school needs
to facilitate the parents’-teachers’ communications; teachers should be able to
contact parents directly without waiting for the SEND department to take the

step.

One more thing is that many teachers believed that students with dyslexia do
not need any curriculum modifications; they might only need -easier
worksheets. The curriculum department was not cooperative with the SEND
department to design curriculum suitable for the SEND cases at school, let

alone dyslexia.

Another finding was that teachers in the investigated school should go through
a long path to get the SEND department to investigate the cases suspected with
dyslexia although it is a crucial disability that can affect the learning process
not only in languages, but also in all other subjects. One more thing to add,
teachers in that school needed more trainings and one-on-one sessions with the
SEND departments and the school counsellors to enlighten them about what
dyslexia is and the right interventions required to help improve the reading

skills of the students with dyslexia.
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In Hatem’s case, the school administration represented by the SEND
department are fully aware that he is a student with dyslexia, yet not all his
teachers could provide him with successful interventions; the IEPs are not well
designed or activated to address his needs. IEPS should be written for Arabic
subjects as well as English subjects and communicated to all stakeholders
involved including the curriculum department and Hatem himself. Including

Hatem can activate his schemata and hold him responsible for his education.

New teaching practices should gradually replace traditional practices; the use
of AT and multi-sensory techniques in and out class will help all students, let
alone Hatem and other students with dyslexia, have fun while improving their

reading skills.

Building a good rapport with SEND students can encourage them to work as
hard as they can to please their teachers because teachers play the main role in
the teaching- learning process. For that matter, teachers should allow these
students to work upon their pace and not to show any disapproval of how slow

they read or comprehend what they will have already read.

Including students with dyslexia in mainstream schools is a hard mission

because it can be misinterpreted, and students with dyslexia can be forever

wronged. This can lead students with dyslexia to suffer from covert exclusion
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if the teachers are not prepared to provide all students with the equity needed

for more successfully inclusive environment.

More efforts are needed from all the stakeholders involved in education in
Dubai including the Ministry of Education to raise the society’s awareness of
dyslexia and the successful provisions and interventions needed to help such
students fit in the mainstream classes without feeling segregated or bullied.
The earlier students with dyslexia diagnosed and helped, the better and the

faster the positive results are in all aspects of life.
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Appendix (1.2: The Location of the middle school campus in the school layout
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Appendix (1.3): The organizational chart at school
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Appendices 2: The Class Observations
Appendix (2.1): Observation account of the English lesson

Date: May 22, 2019

Location: Dubai Private Mainstream School, Grade 5 classroom
Observer: RH

Observed: Hatem, a fifth grader diagnosed with dyslexia
Period: 4

Subject: English

Teacher: T Hatem the student observed: H

A permission was sought from the English teacher two days prior observation. The
researcher (RH) greeted the teacher and students upon entering the class. RH sat at
the back of class to be a non-participant observer. It was a grammar lesson, and
students had their books and copybooks ready and open

1. 11:05: The teacher entered the class and wrote the title of the lesson “Indefinite
Pronouns” on the board, yet she didn’t write the date or title.

A video was played for students to watch without giving them a prior task for
students to watch and answer.

H. did not pay attention to the video and started to look around as if he was board or
lost interest.

T: says “Someone is going to win their race” What’s wrong with that sentence.

H: “their race”. T: What’s wrong with it? H: emmmm.... Another student answered
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2. 11:10: T. writes a table of the indefinite pronouns and asks students to copy it.

3. 11:15: H. raises his hand to answer the teacher’s a question; “What is the indefinite
pronoun about places?” The teacher chose another student to answer.

H. started to yawn and click his fingers.

4. 11:20: T. started to ask some questions and other students attempted to answer
them, but H. continued writing without any active participation

5. 11:30: T. asked students to answer the activities in their books. H. started to work
individually without help. He also seemed very on task.

6. 11:35: T. started to elicit the answers and write them on the board. She asked
students to use their green pens to tick the correct sentences in their books. H.
answered all sentences, but he intentionally skipped one sentence in the middle; one
of his group peers attracted his attention to that, so H. completed it.

H. tried to participate by raising his hands to answer some questions, but the teacher
chose other students.

7. 11:45: The bell rang. RH thanked the teacher and students and left the room.
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Appendix (2.2): Observation account of the science class

Date: May 14, 2019

Location: Dubai Private Mainstream School, science lab
Observer: RH

Observed: Hatem, a fifth grader diagnosed with dyslexia
Period: 2

Duration: 40 minutes

Subject: English

A permission was sought from science teacher two days prior observation. The
researcher (RH) greeted the teacher and students upon entering the class. RH sat at
the back of the lab to be a non-participant observer. It was a geology lesson, and
students had their books and copybooks ready and open. Hatem was seated at the first
table to the left of the teacher. English was the language of instruction.

Teacher: T Hatem: H Students: Ss

1. 8:40: T. asks Ss to write a report about “Modeling Earth Layers”. H. works with a
peer. H. dictates and his peer writes. H. takes the initiative to talk to the teacher about
another student who wants to join the group. T. passes by all groups to monitor and
guide.

2. 8:45: T. goes to H.’s group again to discuss the report that was dictated by H. and
other peers. H. comfortably discuss the report with T. T. extends the time to submit
the final reports.

3. 8:47: T. gives H.’s group a remark that they are wasting time.

4. 4:48: T. sets some rules for the next groupwork activity; no fighting, everyone
should work, make the model, take measurements and assemble the layers. Ss can use
coloured playdough or coloured paper. Ss communicate in Arabic.
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5. 8:50: T. goes to H.’s group and discusses the layer everyone has chosen and
provides them with guidance, every student individually designs a layer, then they all
assemble the layers into the Earth sphere. H. works independently in the first step
without.

6. 8:55: H. finishes his layer and gives it to the group leader to assemble the model.
T. passes by the groups to remind them to take measurements.

7. 8:56: H. uses the ruler to measure his layer and gives the measurements to the
group leader to record it in the report. Arabic was the language of communication.

8. 9:02: the group finishes before the other groups and starts to chat. H.’s peers take
permission to wash their hands, but H. refuses.

9 9:06: T. announces stops students as the time is up for Ss to start presenting their
models and reflecting on them. Groups started the presentations one by one; T. would
give prompts to ignite the presentation and ask the audience to interact and ask the
presenting group questions if they have any.

10 9:10: H’s group’s turn in the presentation round. The group leader starts, and H.
follows. T. asks H a Q: “If scientists can’t visit the layers of the Earth, how could they
know it is hot?” H. answers: “...by volcanos.” T. asks him to elaborate. He answers:
“When volcanos come up, scientist check everything that comes up.”. T. praises his
answer.

11 9:15: T. rechecks the presentations of the other 3 groups due the tide time. T. asks
a wrap-up a problem- solving question to finalize the class period: “If you were a
scientist and knew a volcano would erupt in China, what would you do?” H. throws a
comment without eating for permission: “l go to space.” T. praised his critical
thinking

12 9:20: T. dismisses class and asks Ss to go back to their class.

RH thanks the teacherand leaves.
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Appendices 3: The interviews
Appendix 3.1: The interview with Hatem’s mother

Date: May2, 2018
Location: SEND Team Lead (STL) Office
Interviewer: R.H
Interviewee: Hatem’s Mother
Time: 11:00pm
Duration: almost 1 hour

An appointment was scheduled over the phone a few days prior the meeting via the
STL. The mother agreed to be audio-taped throughout the interview. The mother was
guranteed anonymity and adherence to all ethical research procedures. The STL
preferred to leave during the interview. The interview was conducted in Arabic and
back-to-back translated.

R.H: The Researcher M: Hatem’s Mother H: Hatem

1. R.H: Thanks for coming here and allowing me to talk about Hatem. Is Hatem
your eldest son?
M: Don’t mention it. No, heis the youngest.

2. R.H: When did you notice that he had a problem in reading?

M: When he was in grade 1. | noticed that there is weakness in English, but the other
subject teachers didn’t complain. I went to section supervisor back then, Miss A., to
consult her. She said look! If you noticed that he is weak in English...
(deviates)...Because We generally speak Arabic, but we study in English (back to the
first point), so Miss A. told me that there was a centre that is coming to school, and
everyone speaks well about. Go there and check, and they will offer you a discount. |
paid. I was ready to do anything for my children.”

3. RH: How old was he when you took him to the centre?

M: He was in grade 1; He was 6 years old. It was after term1 because when | saw the
results of term 1. | freaked out. | knew then that H. has some difficulties in English.
We used to read the word and then write it, but he can’t read it again. He would
listen and memorise, but he can’t read. He would get 100/100 in Islamic. In Social
Studies last year, He got 99/100. Even in Science, but he depends on listening; he
listens to the teacher and memorise.

4. R.H: What did they do in the centre?
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M: They did some assessment and they said he needed a year.

5. R.H: What for?

M: The needed to see H. twice a week to help him improve in English. This was
before discovering the dyslexia issue. As a mother, | thought it was just a weakness
because of his young age, you know, The centre was far and expensive but we
continued to take him there for one whole year, but there was no improvement. My
sister suggested that | bring him a tutor at home. In grade 2, | talked to his English
teacher; she was a very strong teache. She accepted to help him once a week at home
in grades 2&3; he improved. Then in grade 3, when | asked him to come and read
with me, he used to stall. Even in Summer, he used to go to some neighboures to
recite Qur’an. He could memorise when he was there, but he couldn’t read the
verses. One day | was on (a social media forum), I was following a professor in
Education. He used to talk about reading difficulties same as my son’s case. His
teacher suggested that | check him up. | also watched a Hindi film about a boy same
as H. this boy used to be bullied by his friends, same as my son.

6. RH: ...so, when exactly did you notice the problem?

M: After grade 3. | started to read about reading difficulties and searched about
institutes specialised in it to do an assessment for my son. | contacted a centre when
H. started grade 4 because he got 7/30 in the first two quizzes in English and
Arabic. When | got the quizzes papers, | asked to read the questions, he took a very
long time to blend sounds and read words and to understand the questions
requirements.When | read the questions, he correctly answered. The centre scheduled
me in November. When we went the doctor said ‘It’s too late’ I replied that I didn’t
know before. He said it usually starts in KG.

7. RH: What were the centre’s recommendations?

M: They gave two choices: either | choose the centre to help H. or the school. The
centre was too expensive, so | chose the school. The centre communicated with the
school for help.

8. RH: How did the school responded to that?
M: | brought the report to school and the HOS told me that they would include him in
the SEND department.

9. RH: Have you noticed any improvement in reading after that?

M: He has improved a lot, but still he faces difficulties when reading. Maybe because
he grew up. Even in writing, his Arabic teacher says that he doesn’t like to write
much of a composition, but he writes. When | registered him as a SEND student, his
math and science teachers told me that he was so too good to be included as a SEND
student.

10. RH: How was it when you found out that he is a student with dyslexia?
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M: | kept crying, and then | googled dyslexia and found out the Steve Jobs and
Einstein were with dyslexia as well, so | felt better. At the beginning, my husband was
in total denial and kept saying my sun was OK. “Why did you go to that center?” |
told him that we need to accept the problem to be able to deal with the problem. “I
am not illiterate; I am in the academia and I know.” His cousin is also a SEND
student; he has speech difficulty when he was young. His mother used to take him to
speech therapist and his father was in denial also.

11.RH: When exactly did he join the SEND department?
M: In grade 4, term 2.

12. RH: Did they do him any assessment at school?

M: No, they just took the center’s report. They took him in for free that year. I did
that because I didn’t want my son to feel less than his peers, and, you know, all
knowledge requires reading

13.RH: You said that you registered him as a SEND student in term 2, grade 4;
how did the school dealt with his problem?

M: I don’t know... They didn’t tell me.

14.RH: What about Hatem, didn’t you ask him?
M: No, It was a new thing to me; | didn’t ask him.

15. RH: (interrupting) Didn’t you communicate with the SEND department?
M: No, just | kew that he was included in the SEND department, and he set for tests
alone, not in class with his peers.

16. RH: (commenting) That all what you knew! Did you know what used to do in
class?

M: No, and I still don’t; they just send me a monthly report in which they mention his
marks and if there is progression or digression, but I don’t know anything about the
whole procedures.

17. RH: (commenting) You don’t know that they give H. a copybook with all his
sheets?

M: Yes, | know that because | get it at home. Even in science, he studies in the
copybook not in the book. About the English, his grade 2 teacher (she said the name
of the teacher) still following him till date, but lately, | have started to follow him up
in English as well.

18. R.H: A home, how do you as a parent help H. improve?
M: | have started to get him to read with me for 20 minutes daily. At the beginning,
he used to do it; 10 minutes for Arabic, and 10 for English.

19. RH: (Interrupting) Does he have dyslexia in both languages?
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M: yes, in both languages, but he has more reading difficulties in English. It’s more
difficult in English because it’s not his 1% language. You know, Arabic is his first
language. Even now, sometimes he doesn’t like reading ‘whatsapp’. When he watches
a movie with us, he doesn’t like to read the subtitles. He keeps asking ‘what
happened?’ One day, we were watching a Turkish TV show- they speak Turkish, so
he must read the subtitles- ie can’t because it is too fast for him. I am trying to make
him read beyond the concept of the school’s textbooks; when he was young, he would
read any signpost in the street, but he used to confuse (£&< )- Arabic letters and
sounds-(she mentions some more similar letters that produce different sounds in
Arabic), and then he forgets what he has just read. When | was passing by the KG
section, | met an assistant there (mentions her name). | told her that we discovered
that H. is with dyslexia. She was so surprised and said, ‘How we didn’t discover that
when he was in KG!" and then commented ‘emmm..that’s why he used to read then
forget.” Even my mother in law; she was unhappy about H.’s cousin and how his
mother took him to hospital to get him a report and paid so much money. | said, ‘she
wouldn’t have done that unless there whad been a problem with her son, and there is
a problem with H. as well.” She couldn’t believe it, but I told her that there was a
problem that should be solved. (Then she continues)- ‘In other schools, they teach
them Arabic and English in the resources room. I don’t really know what happens in
there, but that’s what I have been told’.

20.RH: How is his score in English this year?
M: She gave him 60/100, the marks of the boy in the other subjects are good.

21. RH: How was his grade in the EOT?
M: I haven’t seen the paper.

22. RH: It should be on the grades system. Haven’t you seen it?

M: I don’t remember, but in the midterm, he got his best marks, but his last science
drop quiz, he got 5/10, but system of the homework assignments and drop quizzes is
so difficult; one day there many quizzes and assignments and another day, there is
only a math assignment. The quizzes used to be on Sundays. These are children, they
need a break. They need the weekend to play and visit the families. Today he has a
computer quiz, yet the teacher did not do the exercises in the book with the students.

23:RH: When something like that happens, what do you do? How do you
communicate that to the school?

M: I don't like problems, so I just let go. I don't like to interfere or impose myself
RH: ... but it’s your right to communicate with the teacher!

M: | would say that the teacher might have been absent, and they will pay attention
to this in the quiz, and it wasn’t that big deal.

RH:(Commenting) If you want to follow your son up, do you communicate with
the school?

M: | call the school.

RH: Who do you call?
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M: | follow up with the SEND department

RH: Do you call his teachers?

M: No, I have no relationship with the teachers, and I don’t like to impose myself on
them. You know that teachers are always under enough pressure. When | was a
teacher, | used to be annoyed by the persistent parents. If he gets good marks in the
quizzes, it is OK, if he doesn’t I communicate with the SEND department.

RH: How do you communicate with them?

M: using class dojo. Even the material for the EOTs are sent to me through class
dojo by the SEN Cos. I don’t know exactly what is going on. I don'’t like to interfere.
Eventually, | like to see good results. | am busy after all with other stuff.

24.R.H: Do you take Hatem to a specialist outside school?

M: No, not in the meantime.

RH: What about before?

M: | just took him to centers to help him with reading before | knew he is with
dyslexia. | would tell the center to help when he had spelling quiz or so, but they sent
me a message with him that they didn’t help with homework. We can only help him
improve. They told me many periods he needed and what their program was. |
thought my son would end up fluent in English as they were Americans, but what they
would talk about was money. (The mother quotes the people there): ‘Now we will talk
about the money!’. I left them. I felt that my sun improved more with his 2" grade
teacher (the mother names the teacher)

25.R.H: You said that H. has improved...

M (interrupting): In term 2 he got good marks in the midterms, but in the EOT, |
don’t know what happened to him. All the subjects were good, but in science. His
tutor, the 2" grade teacher, said that she was shocked, but | knew that the EOT was
too hard. Even the mainstream students couldn’t get high marks in it. My nephew is
genius and he is with H. in class... (stopped here as if she didn’t need to add anything
more in that point)

RH (Trying to get her to elaborate): Doesn’t H. have a different exam?

M: the exam was 9 pages.

RH: but was his exam different or not?

M (repeating): 9 pages. I don’t know if it was the same exam or not, but I don’t think
it was different. He said: ‘it is the same, mum. ’You know in science, the part he
should have studied was so short; 2 pages only, not that much. I think it was more of
critical thinking. He came and told me ‘even my cousin, he didn’t get a good mark,
mum’. The highest mark in class I think was 24/30. In term 3 parents’ meeting, his
tutore told me that she covered the answers and he gave the right answers although
he didn’t study, it was in term 2 and he wouldn’t have remembered in the meeting...
RH:.. so, do you think that he needed someone to read the questions for him?

M: emmm, and one more thing, if H. knows that he is good at something, he gets too
self-confident. He would answer the questions fast and goes out of the exam hall. He
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said: ‘I was the I finisher.’ He didn’t read the questions thoroughly. I even said that
they should have read the questions for you. He said yes they did. I don’t how he did
that, but as a student, sometimes he can do well, and sometimes he can’t. He learns
from his mistakes. He feels that | am not happy; he wants me to forgive him. He calls
for me now to help his with his lessons and study. I would say: * you have to study on
your own.” He would say: ‘I can’t study on my own.” When I insist, he stalls and
leaves the room.

RH: Do you think that is because of his problem?

M: Not just that.. All my boys are difficult to handle. My daughter are somehow
different. My boys would open the copybook for 15 minutes and say, 7 am done!’
when you ask him, he can’t answer

26. RH: With all what has been happening to him, how do you see Hatem’s
academic future?

M: I don’t know. I can’t tell. If he remains that weak.... He has to do IELTS, and the
subjects will be more difficult... He is still weak.

27. RH: As a mother and educator, what can you suggest for the school to do
more for H. to improve?

M: Maybe, they need to focus more on reading skills; they could give him more
reading classes, but with the proper interventions of dyslexia... because I even don’t
know how to do that. | am not an expert in that field. | used to teach grades 11&12,
but to students with no problems, but when you ask me to teach grade 1, I can’t. 1
didn’t learn how to. I think he needs more focus on reading. He also can be given
short stories or short slips as a daily assessment;

RH: Do you mean he does that at home with you or in class?

M: No, he can’t do that in class with his peers, so we can read them at home.

RH: Do you use ( a website prescribed by school) at home?

M: Yes, we do. He logs in and reads, but he wouldn’t want to. You know, he would do
his homework and that’s it and no more. He doesn’t want to do extra things. You
know it is a pressure with all the subjects. He is just a child, and how many hours are
there in the day! Maybe, even 4-5 lines... Maybe if he sees them in big font... he even
would ask: ‘how many lines?’ I would say : ‘3 lines only, sun.. three lines only’ He
would ask: ‘How many words?’ (The mother laughs)] would say: ‘When you start,
you'll finish.” He does it, but what can be done in a minute, he does it in an hour.

28.RH: Do you think it will be better for him to read on a coloured papers, or
white papers?

M: I don’t know, I never tried to get him to read with coloured paper

RH: What about coloured backgrounds on the computer and online?

M: yes, maybe it is better.

RH: Would you want the school to provide him with reading texts using
coloured paper?
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M: I don’t know. I am not an expert. One of my friends told me that his nephue has
the same problem and he can only read well when the paper is blue, but I don’t want
him to get used to that

RH (interrupting): If this can help him, why not?

M: Why not. I don’t know how they do things. They really work hard.. the SEND
team do well, but I don’t see that my sun studies things that the others don’t. They
read for him in the quizzes and give him shorter material... This is not a cure. This
like they give him less material for his condition, but this is not the cure (she mreans
not the right intervention) We didn’t touch the problem. There are some steps to be
done to see how the cure is.

29.RH: Do you think that you need the school to communicate with you more?
M: Yes, that I see a monthly report that he is this and that... I don’t feel that it’s a
cure. It’s more like an assessment. I want to see that do real things... what’s
happening, what we have done to...what are the procedure to solve the problem.

30. RH: Have you seen his IEP?

M: No, What is the IEP?

RH: The Indiviedual Educational plan; the plan made specifically for him. The
educational plan made for him.

M: No, What they sent me on ‘class dojo’ in term 2 because the SEN Co wasn'’t
here...(She shows her account to RH)...Look! That’s what I receive.

RH: This is the monthly report...

M: That’s what I get, but a plan or we do this or that, your sun needs this or that, no.

31. RH: how do you think they can communicate with you in that case?

M: I'd rather come to school

RH: ...for meetings?

M: ... to explain to what has been happening. This is how it should be. This is the
first step. | registered my sun in the SEND department, | have to know their
rathionale behind what they do. What are the steps... meaning, I registered him, he
has to be taken care of in the tests, in the amount of material but what are the steps?
This is not a cure.

32. RH: If the procedures require you to do some things at home, are you ready
for that?

M: Yes, I told you before, 1 am ready to go far and beyond, but my son gets better. |
am ready to do everything. I convince him, ask him gently... He is not the type that |
can be harsh with. Never. He is different. 1 was tough with my daughters at the
beginning, but he no, I can’t. generations have changed. My daughter, in grade 10, I
say to her ‘let’s go’... we were going out... I was like ‘let’s go’. She was like ‘mum,
stop urging. I can’t get dressed while youre buzzing’ I was like ‘we’re going to be
late’ She was like ‘yea, let’s go late’

33. RH: Would you like to tell me anything about H. that I didn’t ask about?
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M: No... I don’t know what you should ask me about
RH: I am done with all my questions...
M: 1 told you all what I have

R.H: Thank you so much for your time and take care.

Appendix 3.2: The interview with Hatem

RH: Hi dear

H: Hi

RH: How are you today?

H: Fine

RH: How old are you, dear?

H: 10..... Emmmm,.... 11

RH: How do you feel about coming to school?
H: Good!

RH: Can you explain?

H: yea, good. I go to school. I study and then go home.
RH: Do you enjoy being at school?

H: (sound of not really).

RH: Why?
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H: because every time they fight in the class, and they ...haaa... they talk very much
and don’t let us focus.

RH: This is about students?
H: yes
RH: what about your teachers?

H: only the English teacher...the English teacher every time she shout at me when
sheee in lesson, we do not get anything, but every time, she is shouting.

RH: When you have a question, how does she answer you?

H: she say, ‘raise your hand’ and....... No, I never ask her.

RH: Why not?

H: I don’t know

RH: When did you start to have a problem a problem while studying?
H: in grade 2

RH: What happened in grade 2?

H: When | read, I not good.

RH: How?

H: because... I was reading slowly, and they want us to do the work fast, but I can’t
do fast because | was working slowly.

RH: Tell me what happens when you read. Do you have any problem to see the
words?

H: No, I see good, but I read slowly.

RH: Do you have the same problems with maths and science?
H: No... No, I don’t.

RH: What about Arabic?

H: no, Arabic is good. | know how to Arabic fast, but little bit | read slowly
sometimes because hard words. | cannot read them fast.

RH: What do you mean by hard words?
H: Tall words

RH: What do you do when you can’t read a word?
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H: I tell the teacher.

RH: What does the teacher do?

H: She tells me the word. After | repeat

RH: How does the English teacher help you when you cannot read fast?
H: She shout on me

RH: Does she help you?

H: She help me, but she shout on me.

RH: How does she help?

H: I don’t know because she speak fast.

RH: Describe what usually happens in the English class?

H: The teacher read fast. We do know what she say, but she read a little bit fast.
Sometimes she give me a paper and | read at home. Sometimes she gives me a sheet.

RH: What sheets?

H: another sheets. Different sheets.

RH: What do you mean by different sheets?

H: Easier sheets, but there are hard words. | cannot read them.
RH: Do you read at home?

H: Yeah

RH: What do you read?

H: sometimes | read stories, sometimes when | play games | read the things. | read
them. They write for me. When | play.. When 1 kill someone or something they put
for me right.

RH: Is it easier to read the words in games?

H: yea it easier but there are tall words. Sometimes they write their names and
numbers.

RH: Do you read books?
H: Yeal read
RH: How often?
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H: Sometimes. | read on that website (a website subscribed by the school for reading
levelled reading texts). Sometimes I read every day. Sometimes I don’t read.
Sometimes I don’t read in the weekend because I not at home. Sometimes I do my
homework. Sometimes | am playing.

RH: Does the teacher give you stories on the website to read?
H: No, I choose. She does not give give me anything.

RH: What kind of stories do you like to read?

H: | open any story and read. Anything | read.

RH: Do you think you need more help in reading at school?
H: yeaa.. they read for me in the quizzes.

RH: What help do you need in regular classes?

H: they let me read. When I read slowly, she tell me read but there are some words |
cannot read them.

RH: In which subject?

H: English

RH: What about the other subjects?

H: Science I read, math no I don’t read

RH: For next year, what do you think you need to be better in reading?
H: I read harder

RH: How can the school help you?

H: Help me reading

RH: How?

H: I need someone to read for me. When | have a hard word. | go to google, and it
read for me. Sometimes | forget the word and I can’t read it next time. I forget it I
need someone to read for me every time. Because it’s hard.

RH: How many reading tasks can you use to practice per week?
H: only one because the story is very tall.
RH: What about the other subjects? Do you have problems in science for example?

H: No, science is no, but sometimes | forget something | cannot do it because |
cannot remember it. My mom teach me, but | forget it because something hard.
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RH: What about Math?

H: Not everything is easy; something is hard, something is easy.
RH: I have heard that you are good at math and science, and you get good marks...
H: yea

RH: What about in English?

H: Last time I was good in the quiz, I got 8, but she give me 16...17.
RH: What about Arabic?

H: Arabic is easy. I get 8...7. 9 sometimes. Sometimes I get 10

RH: ...and the social studies?

H: easy; the easier subject

RH: So, Hatem, at the end, how can English be easier for you?

H: sometimes when | read, | forget because the paragraph is big, and the words are
tall.

RH: So, you want the paragraphs and words to be shorter.
H: Yes

RH: Thank you very much, Hatem, and good luck.

H: Thanks
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Appendices 4: The questionnaires

Appendix (4.1) Hatem’s teachers’ questionnaires
4.1.1 The questionnaire-based interview with Hatem’s Islamic teacher
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4.1.2 The questionnaire-based interview with Hatem’s Arabic teacher
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4.1.3 The questionnaire-based interview with Hatem’s English teacher

2816/ 213

Semi-structured questionnaire-based interviews
with Hatem’s teachers

The aim of this questionnaire is to investigate the severity of difficulties that the student
might face in different subjects.

The questionnaire covers also the teachers’ opinions regarding the student’s strengths and
weaknesses, and how suitable the current curriculum, syllabus and IEP are, and suggestions
for any support to meet the student’s needs. Please answer the following questions. Any
information you provide is relevant to the study. This study guarantees anonymity throughout
all phases. You have the right to withdraw the study anytime you desire.

1. Subject taught: M\\&K\

2. What are the problems that Hatem show in class?

&\&%\..s\\n@;.s\c&m o m::w:y)&ﬁ&s

\)N\\V\\ch,&v \v\"ﬁ...s&&h\ks \ \ \\b\(\\'\'\\\\'\
[ANJLC SN, ol e\ 0en Xl [ Mo
%C“W*Dm .......... f;:’}_, .............. /

3. 1 think that the student’s learning difficulty is:

a. Severe oderale C. Mild
ln which dcvelop ntal area? Explain:
......................... 04 iy &.@b\u&k RN
R TTASK. '%eh_. eRR M

oD T (oAt
4. When did you observe that the student had difficulty? = Nes USS\

‘\'DbC WW’« ’\& Q,m()(&or\sﬁt

5. Canyou estlmalc the student’s mental and intellectual age? Cﬁe £ SWC& NS
LS s verd madd Yor e te esRuwalG
,*\:_,c,\ naX ol %QM&V wc\

. S mu&o’b o Eng.fg’\n H\Q(q\u(:—...gnc\ e
‘)‘sﬁ&u\Dﬁ\ﬁ
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6. How do you descnbe Hatem’s relationship with you as his teacher?
...... %..&Qu\"\{ o Q\\L&tx%\\m\a

\é\ s fes \mmm
. W&‘fﬁ Q,\QLP& .............. ML

7. Is there any form of cooperation between you and the SEND Department?

Zﬁb\‘w e TCU NI, PSPy o
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8. How did the SEND Department introduce you to Hatem’s case? Explam & -

Explain.

.9.\m;€.. :

..............

9. How do you evaluate his IEP? Exolain.
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12. How does the student’s existence in your class affect the teaching- learning

process?

Alve.. nq\xec. M *\\Aqk W %S ince

p R F iemkn ...... mc*\%
p(uc.ess (%s T.mer\\med be_cnsuah AL O
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Lostenedts S0 meek . Wnis.. mu,dx

ﬁw\—\\”sm .........................................................

13. In your opinion, what causes the student’s academic difficulties: intellectual,

social background, English as medium of study, reading in both languages;

English and Arabic, History and social studies, medical or psychological

pr\&c;,
s h_ lealn .

v\&fl

k\e""\semk‘d\ump L vy \quwv\&
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16. According to your observation in class, what are the student’s needs related to

your subject taught?

CLMQQFWM vie S&\ ............. ¥
-Fo. Mad- Y.

18. What support do you provide the student in class? Explam Q&\%{é‘l

. p&_h\\c&c Mre. A SRl
. L

et vsmzk.x...mm Shonphe. nd SR
19. How can the school enhance the services prov:ded to the student? Explain.
- Onr oD w\e_...lyxﬂm.. (hy\& ...............................
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4.1.4 The questionnaire-based interview with Hatem’s science teacher

Semi-structured questionnaire-based interviews
with Hatem’s teachers

The aim of this questionnaire is to investigate the severity of difficulties that the student
might face in different subjects.

The questionnaire covers also the teachers” opinions regarding the student’s strengths and
weaknesses, and how suitable the current curriculum, syllabus and IEP are, and suggestions
for any support to meet the student’s needs. Please answer the following questions. Any
information you provide is relevant to the study. This study guarantees anonymity throughout
all phases. You have the right to withdraw the study anytime you desire.

1. Subject taught: S(\U\(n.. ........
2. What are the problems that Hatem show in class?

3. I think that the student’s learning difficulty is:
a. Severe @derale C. Mild

In which developmental area? Explain:

LQQS\‘A'.I,....\*&..LA;_\,OQXR.(,\...‘.‘.'Q\.\‘J\.K.(TK .......................

4. When did you observe that the student had difficulty?
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6. How do you describe Hatem’s relationship with you as his teacher?

\t - ;
bk Y. G oo G B q.v.o.().u..\j ...................
7. Is there axty form of cooperation between you and the SEND Department?

Explain.

W&.‘.Q\.\wa.j,s.....S:p.\\ow...\.\f....w{ﬂ\.,\,\,'a.‘ fdmﬁ+),
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12. How does the student’s existence in your class affect the teaching- learning
process?

Ha.\m..‘.i.s.....?.swo.\.\ml...l.nm:\%»....A.C;O.Q..‘o&.(.«.{;.m..‘.\.Lqm i)

13. In your opinion, what causes the student’s academic difficulties: intellectual,
social background, English as medium of study, reading in both languages;
English and Arabic, History and social studies, medical or psychological
reasons..... Explain

E{\.?)\?‘)\’\ ....‘..\.‘\.&,...k\c&s.....SC.Q.(/)..\.}.QL#....y_e,a\)‘.o!.\x'.ni/

......................... ) éurq R R LR A
g?\ﬁal‘)")\"\\(ll\g)Son’f)«\g\(\\lg,\\:syhb\w

S@L/L,a.\“S\é}.\.\..s.....‘/...\ﬂ\.}.g ...... Coraman.. SanSa. Qs x.}.:\.aryclj
............................. ‘\Ji \.I\Kl'\'g,,

15. What are the student’s points of weaknesses as you can see them in class?
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16. According to your observation in class, what are the student’s needs related to

your subject taught?

T e S g

O\V\&.S\‘\\n(\ﬂ, RS

17. Do you think that the currant IEP caters for the student’s needs? Explain.
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Appendix (4.2): Questionnaire based interview with the SEND Team
Lead

This questionnaire will be used for academic purposes; the dissertation of a master’s
in special educational needs. The questionnaire is anonymized, and you can withdraw
from the research any time you like.

Dyslexia stands for reading difficulties

1. How many SEND students do you have in the school?

Boys Girls Total
50 18 68

2. How many students with Dyslexia in the school?

Boys Girls Total

5 0 5
3. How many students with Dyslexia in the primary section?
Boys Girls Total

1 0 1

3. When admitting students with Dyslexia in your school, do you have an idea about
their difficulties?
Yes, we prepare a student resume based on their diagnostic report if it’s available. If

no we do our own assessment.
4. Do you accept students that were expelled from other schools because of their
reading problems?

Yes

Why?
.Because we believe that each child is unique and deserve help.
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5. What urges you to put a non- reported student through screening for Dyslexia?

The teacher feedback and the therapist from outside centers.

6. Do you have screening tools to identify students with Dyslexia who are not
reported?

Yes

7. As a school, what procedures do you follow to identify students with Dyslexia?

Teacher fill some checklists and forms to refer the student to the supervisor who refer

the student to the counselor.

The counselor will observe and assess the child and if she finds concern she will refer

to the SEND Lead.

8. Do you think students with Dyslexia have learning difficulties that they might need

modification or adaptation of the learning conditions with regards to other children?

Yes

9. Do you have policies that address students with Dyslexia in your school?

We have policy to address all the SEND students.

10. How do you support students with Dyslexia in your school?
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The SEND team prepare in collaboration with the subject teacher an IEP and
monitor the implementation of the IEP in the classroom. We also provide push in
session in classroom in English, Math and Arabic.

11. How do you support teachers educating students with Dyslexia in your school?

We train the teachers ( PD training and one-to-one meeting with the SENco)

12. What are the challenges that you face as the SEND Team Lead in dealing with
students with Dyslexia?

We need more resources ( Laptop, reading pen etc...)

13. What are the problems that you spot in the school's practice regarding students

with Dyslexia?

14. What are the recommendations that you suggest improving the school's practice

in dealing with students with Dyslexia?

We need to have specialized teacher and more learning support teachers.

Thank you for your cooperation
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Appendix (4.3): Questionnaire based interview with Hatem’s SEN
Cos

Appendix (4.3.1): The questionnaire-based interview with SEN Co of English

questionnaire-based interviews
with Hatem’s SENCOs

The aim of this questionnaire is to investigate the severity of difficulties that the
student might face in different subjects as highlighted by the SENCOs responsible for
following his case.

The questionnaire covers also the SENCOs’ opinions regarding the student’s
strengths and weaknesses, and how suitable the current curriculum, syllabus and IEP
are, and suggestions for any support to meet the student’s needs. Please answer the
following questions. Any information you provide is relevant to the study. This study
guarantees anonymity throughout all phases. You have the right to withdraw
participating in the study anytime you desire.

1. Subject taught: ...
What are the problems that Hatem show in class?

3. | think that the student’s learning difficulty is:

a. Severe b. Moderate C. Mild

In which developmental area? Explain:

4. When did you observe that the student had difficulty?

S. Can you estimate the student’s mental and intellectual age?
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10.

11.

12.

13.

14.

How do you describe Hatem’s relationship with you as his SENCO?

He asks for assistance in studies as well as homework. During exams he asks
me for further explanation

Is there any form of cooperation between you and the subject teachers?
Explain.

Yes, we set IEP goals that meet the needs of the student, we ensure that he
gets an appropriate material for revision. We monitor his progress.

How did you introduce Hatem’s case to the main-stream teachers? Explain.
| shared information based on his diagnostic report, we had a meeting
discussing his strengths and weaknesses. Teachers received a resume about
the student at the beginning of the year.

How do you evaluate his IEP? Explain.

First we ensure the goals are aligned with Common Core Standards, then we
ensure that goals are measurable and attainable.

Who is responsible for designing the IEP? Explain the procedure.

Teachers, parents and SENCO

Is the family involved in Hatem’s education? Explain.

Yes, the mother meets twice to three times a year with us as well as his
teachers.
SENCO and mother are using a daily app for communication.

In your opinion, what causes the student’s academic difficulties:
intellectual, social background, English as medium of study, reading in both
languages; English and Arabic, History and social studies, medical or
psychological reasons..... Explain
Lack of basics, little exposure to the English Language, and little follow up at
home

What are the student’s points of strengths as you can see them through
observing and helping him?

He is keen to learn, very quiet and friendly.

What are the student’s points of weaknesses as you can highlight?
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He is weak in reading, speaking and writing
15.  According to your observation in class, what are the student’s needs related
to your subject with which you help him?
He needs to build his vocabulary, as well as his reading fluency and
comprehension.
16. Do you think that the currant IEP caters for the student’s needs? Explain.
Yes, goals are aligned with the curriculum and specific, it shows the areas of need

and monitors his progress among the goals.

17.  What support do you provide the student in class? Explain.
Push in support, ensuring that he gets differentiated instruction
18. How can the school enhance the services provided to the student? Explain.

By ensuring that the student is progressing academically and emotionally.

Thank you for your cooperation
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Appendix (4.3.2): The questionnaire- based interview with SEN Co of Math

questionnaire-based interviews
with Hatem’s SEN COs

The aim of this questionnaire is to investigate the severity of difficulties that the
student might face in different subjects as highlighted by the SEN COs responsible
for following his case.

The questionnaire covers also the SEN COs’ opinions regarding the student’s
strengths and weaknesses, and how suitable the current curriculum, syllabus and IEP
are, and suggestions for any support to meet the student’s needs. Please answer the
following questions. Any information you provide is relevant to the study. This study
guarantees anonymity throughout all phases. You have the right to withdraw
participating in the study anytime you desire.

19. Subject taught: Math
20. What are the problems that Hatem show in class? When it comes to math, he
does not face any problems in calculations and understanding the concepts
being projected to him. The problem he may encounter in math is completing
“problem solving” questions and critical thinking problems. The reason for it
IS because he has dyslexia.
21. 1 think that the student’s learning difficulty is:
b. Severe b. Moderate C. Mild
In which developmental area? Explain: The issues he has are in the visual
and sensory skills. He struggles to see the words the way they are
displayed on any screen/paper and results in a poor level in reading.
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22.

23.

24.

25.

26.

217.

28.

When did you observe that the student had difficulty? He was directed to
the SEND program after his mother has brought to us an official diagnosis
report.

Can you estimate the student’s mental and intellectual age? He is on level
with his mental and intellectual age when it comes to mathematics. He takes
the regular curriculum with the rest of his class.

How do you describe Hatem’s relationship with you as his SENCO? It is a
very comfortable and secure relationship in which he can ask me any question
or concern that comes to mind.

Is there any form of cooperation between you and the subject teachers?
Explain.

The math teachers work with me side by side to accomplish his needs in the
best way possible. We discuss the methods and strategies to help Hatem in
class and further develop ways to overcome his obstacles in problem solving.

How did you introduce Hatem’s case to the main-stream teachers? Explain.
I had a meeting with the teachers and provided them with a file that contains a
resume that explains the accommodation that Hatem needs in the classroom.
A manual explaining dyslexia and how it affects Hatem. As well as, a plan for
another meeting to discuss the IEP (individual educational plan).

How do you evaluate his IEP? Explain.

The evaluation is done according to the set of objectives and key concepts that
Hatem is expected to meet, as he works on the subject throughout the
semester. The IEP includes an evaluation of his social and emotional position
between a semester and another till the end of the year. That allows me to
observe his progress and compare it to the previous years’ achievements.

Who is responsible for designing the IEP? Explain the procedure.

The SEND team and teachers work together on the IEP and discuss what
objectives Hatem needs to meet by the end of every semester for each subject

English speaking subject. My SEND colleague and | type the format of the
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29.

30.

31.

32.

33.

34.

IEP, discuss with the parents the objectives Hatem needs to accomplish, and
ask them to sign it and we provide them with a copy.

Is the family involved in Hatem’s education? Explain.

I have answered this matter in the question above.

In your opinion, what causes the student’s academic difficulties:
intellectual, social background, English as medium of study, reading in both
languages; English and Arabic, History and social studies, medical or
psychological reasons..... Explain
In the society we live in today, the students are coming from a background
that lacks a proper social orientation and an environment that focuses on
building their communication skills and developmental cognition. The
students are unable to focus on learning one language, as they are taught
English in school but told to focus on Arabic at home and might even have a
helper that speaks a completely different language. Another factor would be a
health issue, in which the students are not consuming the proper nutrients in
their daily meals. The students tend to be fed fast foods and artificially
induced snacks that are not suitable for a developing child. All these elements
play a huge role into affecting the student’s intellect from an early age.

What are the student’s points of strengths as you can see them through
observing and helping him?

He is good at grasping new concepts, interacting with his math teacher and
finishing his classwork on time.

What are the student’s points of weaknesses as you can highlight?

This matter has been discussed in the previous questions.

According to your observation in class, what are the student’s needs related
to your subject with which you help him?

This has been answered in the previous questions.

Do you think that the current IEP caters for the student’s needs? Explain.
The objectives set up in the IEP focus on developing the student’s skills and
properly discusses the issues that Hatem faces in the subject.
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35.  What support do you provide the student in class? Explain.
Issue has been tackled in the previous questions
36. How can the school enhance the services provided to the student? Explain.

The school must provide more professionals to work with the students

Thank you for your cooperation

Appendix (4.4): The Questionnaire- based interview with the boys’
HOS
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4

Questionnaire-based interview with the Head of Section of the school

Dyslexia stands for reading difficulties

1. How many students do you have in your primary section?

Boys 3‘1[ Girls 40' Total 792

2. Do you have students with Dyslexia in your primary section?

21

3. When admlttlng students with Dyslexia in your school, do you have an idea about their

difficulties? / AC / % n/[
Y7 / L)
%J/ /{L.J(Q/ @’Z”af wyfy vr7(br fvm /OM x
4. Doyou actept sgégl/ts tha{ were e d from other schools because of their reading

problems?

‘/ Sesolento ML{J/(/ ar g /Zd Jraaid g L,wzé?
blero . (It 4 czy ht YHOA polecus

Why?
(ti 0 KHOA. wecpesc mint

5. As a school, what procedures do you follow to identify students with Dyslexia?

- Jar i abeiakn Ol ferdd
- Sca/)ﬁh(f [/,;C//, 7/
’//f o a qa’(m&/( (ﬂté%’/f{,ﬂ[d('”’”

6. Do you think students with Dyslexia have learning difficulties that they might need

modification or adaptation of the learning conditions with regards to other children?
Z deperch on e :/-/ e cout ,ézu‘ e g {/)Z/z[q(c
Ly KA/ lewltoo and ~ aél(/ ,,\aé

/Zw Q—’ﬁ
o0 you have policies tha( address students wnh Dyslcxna m your school?

A?’”‘(‘/ N o ‘%7%( Send /ﬁzf Macz

me w.ln/"/ (/7 0
8. How do you support udents with Dyslexia in your school?

Hoaoiah. o SEVD oo om cotblocton
juz/ //d zéa(////)
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9. How do you support teachers educating students with Dyslexia in your school?

P D Ala)/&, wadory el ongoun e prv / y
SOOI T e fom e

10. What are the challenges that you face as the Head of Section in dealing with students

vo clablage , The SEnD Feon w ey

[ CEZ'//O ofu né fa»\ wprréd %/ i/ﬂ/

l/ //w»- 00
12. What ar lhe problems that ou spot in the school's practice regardlng students with
Dyslexia? : ;
Ade ob rof e«vwﬂ-l' pn/:bm of % /mat&)t Q¢ W?/ ,{,u(,
e

13. What are the recommendations that you suggest to improve the school's practice in

with Dyslexla

dealing with students with Dyslexia?

mzové L0lors 8D Do /acla-’ a&m{ ’%/Mq,

@Wmﬁy el % W sevn ham 4 otipport Lachs,
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Appendix (4.5): The questionnaire for the Elementary teachers:
Appendix (4.5.1): The Arabic questionnaire

Questionnaire for the Primary Section Teachers
(Arabic)
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Appendix (4.5.2): The English Questionnaire for the elementary teachers

Questionnaire for the Primary Section Teachers
(English)

The purpose of this questionnaire is to investigate the teachers’ perceptions about
educating students with Dyslexia.

The questionnaire attempts to examine the teachers’ views about the existing
procedures used in the school to help these students and investigates the teachers’
suggestions to enhance the practice for future purposes.

Please note that all ethical procedures of the British University in Dubai will be
adhered. No names or identity of participants will be revealed and at any time you
can withdraw your participation if you wish to do so.

Please complete the following questionnaire. Your contribution is valuable.
Researcher: Ranya El Haddad
Date: .../.../2018

1. Gender:
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A. Male

B. Female

. Youare....:

A. A Homeroom teacher

B. A Subject teacher

If a subject teacher, the subject you teach is: ..............

. Youhave ..................... years of experience in teaching. (number)

. Youteach.................. students.  (number)

Do you have mixed classes?

Yes No
Do you have students with Dyslexia in your classes?
A. Yes B. No
How many...?
A. Boys

B. Girls
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Please fill in the following table about students with dyslexia in your classes.

Put a tick( ¥') if you ever had any student/s who demonstrated the

characteristic/s or (x) for the characteristics you have never met in your

classes. Refer to students with the alphabet (A, B,.....etc.) ("What are the

characteristics of dyslexia?" 2018)

Characteristics

5. General Exists/  Does | List of students | Number
Indicators not exist using the alphabet of
students
A. Thinks in pictures, not
words
B. Solves problems in
unusual ways
C. Has a vivid and active
imagination
D. Difficulty maintaining
order
E. Weak memory for
lists, directions, or facts.
F. Needs to see or hear
concepts many times to
learn them
G. Inconsistent school
work
6. Indicators in | Exists/  Does
reading not exist

A. Limited reading
comprehension due to

weakness in decoding
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and/or word recognition.

B. Difficulty in phonics

and blending sounds.

C.  Difficulty  in
recognising HFW? and

sight words.

7. Indicators in | Exists/ Does

written language | not exist

A. Difficulty to spell

accurately.

B. Difficulty in learning

multi-syllable
vocabulary.
8. Indicators in | Exists/  Does
behaviour not exist

A. Easily distracted

B. Visual stimuli distract
them

C. Using some tactics to
avoid tasks such as

sharpening pencils...etc.

9. Please sort the severity of learning difficulty of students listed in the previous

question:

Student | No difficulties | Week Mild Severe
difficulty | difficulties e s
difficulties

28 High frequency words
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10.

11.

12.

13.

In your opinion, is it possible to reduce the negative effects caused by
dyslexi
Yes

No

Do you think you have knowledge enough about students with Dyslexia?
Yes
No

To some extent

How would you describe your relationship with the families of students with
Dyslexia?
Good poor doesn’t exist

Mention the reasons of the previous answer:

Families are in denial or not cooperating
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Lack of awareness about dyslexia in general
Cultural beliefs
School policy and guidelines

Other, please specify

14. How do you teach students with Dyslexia?
Through a differentiated curriculum

Through the same curriculum

15. Where do students with Dyslexia learn?
In main-stream classes with their peers all the time
Pull-out sessions are provided when needed

16. How can you describe your relationship as a teacher with students with

dyslexia?
Good, how?
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17. What kind of interventions and/or strategies you use with students with
dyslexia?

19. How beneficial is it to include students with dyslexia in the mainstream

schools?

20. What support do you get from the school, SEND department and/or the
curriculum coordinator to help you deal with students with dyslexia?

21. What are your suggestions to improve the education of students with Dyslexia

in the following areas?

Area Suggestions
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Reading

Writing

Resources

Curriculum/IEPs

Interventions

Specialists,

therapists...etc.

Training

Class Support

Others;
specify...
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22.In your opinion, who should be responsible for teaching students with

dyslexia?
Class teachers
SENCOs (SEND Department)
Family
Special Schools

All of the above

Thank you for your cooperation

Appendix 5: The Focus group interview transcription
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Date: May 3, 2018

Location: An empty class at school

Mediator: RH

Participants: 3 primary teachers in Dubai Private Mainstream School

Time: 12:00 pm

Purpose: Teachers’ views of their present year’s perceptions when it comes to
children with dyslexia.

An appointment was scheduled a few weeks before the meeting. The discussion was
permitted to be audiotaped at the beginning. As there was an Arabic teacher in the
group, the discussion was conducted in Arabic and back-to- back translation was
carried out to produce the transcription. Some teachers used English words and terms;
these words and terms are transcribed exactly as they were said.

Teacher/ Subject Grade level Total experience in | Experience in the

Gender taught years the school in
years

T1/Female Arabic 2 15 9

T2/ Female English 3 15 10

T3/ Female Maths 3 3 2

1. RH: Do you think that students with dyslexia are considered to be
SEND students?
T1: Not all of them.

2. RH: How?

T1: Some of them are SEND, and some of them suffer as a result of negligence

at the beginning of their schooling years.
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3. RH: How can you categorise them?

T1: | can do that by observing their responses in class; the students who has
been neglected responds faster to grasping the alphabets, but students with
dyslexia takes more time, effort, different ways to reach the goal.

T.2: | believe that dyslexia is a spectrum; we cannot say that there are definite
symptoms of dyslexia and degrees. As my colleague said, some students have
been neglected: these students can be identified as they show progress after a
period of time. When you take care of them and prepare a reading recovery
program, for example, they start to improve with time. I am going to give you
an example in a minute, but some students are severe cases, for example, they
do mirroring, flip letters. When they read, it is difficult for them to blend
sounds, can connect phonemes with each other and don’t show progress with
time when you work with them. They need one-on-one instruction; this is

difficult for us to pull them out and provide them with one-to-one instruction

4. RH: Why is it difficult?

T2: because the overall notion now is about pushing them in class; the SEND
department and the support teachers do the push in into class and they don’t
pull them out except for very few times throughout the year because they

consider this against the concept of inclusion.

5. RH: As for Maths, do you think that dyslexia or reading difficulties

cause you problems in class?
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T3: Off course, it causes problems because students need to read examples to
be able to solve the math problems, so if the student has reading difficulties,
he can’t solve the problem correctly. He will also skip some things that need
to be read.

T1: you mean the verbal problems?

T3: yes, exactly.

6. RH: Good, OK. You have mentioned that not all students who cannot
read are SEND students; What is your definition to “special educational
needs”?

T1. The definition of the special educational needs is when he has physical
problems or psychological problems or mental. These are the categories |
noticed when | taught more than one case of special educational needs. The
physical ones are in hearing or in sight. The boy sees mirrored letters or he
has a problem in colours and other physical problems like Down Syndrome
and there are mental problems can be psychological with the students or
mental problems meaning | had a student; his mental age was much less than
his chronological age; he was in grade 2, but mentally as if he was in KG1.
This is my categorisation; physical, mental, psychological.

T2. | think that the definition of special educational needs is the student who
...emmm... has a physical condition or mental conditions or psychological
condition that creates a barrier that hinders him/her to progress in education.

He needs care if the condition continues for more than 6 months. He is
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considered with special needs who needs care; he can’t take care of himself
and continues for more than 6 months.

T3. I have nothing more to add. I think that they are absolutely right.

7. RH: ...OK... and those who have reading difficulty; how can you define
them?

T1. As I mentioned, the boy... he was neglected in the beginning in KG. No
basics whatsoever or he has problems like the problems of those with special
needs; learning difficulties or mental problems, get extracted easily and so on.
This is my definition of reading difficulties, so he cannot be equal to his peers
in class in progress or equal to them in achieving the desired goals and needs
more support and needs more special methods and special strategies to help
him learn. This is the meaning of reading difficulties. This is a simplified
definition of the student who has reading difficulties.

T2. For me, the definition of a student with reading difficulties is the students
that as an English teacher | see that they have difficulty in pronunciation
meaning... a word for example... they do skipping for letters, so they mis-
read it... for instance compared to their peers, they have speech delay, they
have problems in rhyming... to find words with the same rhyme. I can find
for example... as I told you before, have problems in blending sounds and
phonemes. Plus they have some problems in the motor skills accompanied

with it (reading difficulties) in the fine motor skills. I usually find it connected
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to writing...emm... not always, but with some cases, reading difficulties are
paired with writing difficulties and the motor skills.

RH: In your opinion, why is that?

T2. | think that it is like there is a loose wire in the brain, | mean, there is
something wrong... in the psychology... or, sorry, in the physiology of the

brain. | think so.

8. RH: As an English teacher, have you ever had a meeting with the
Arabic teacher of the same student and discussed if she suffers from the
same problems with the student as teachers of two different languages?

T2. No, we didn’t. We have many students unidentified. We consider them with

difficulties in reading, but we don’t label them unless they have reports.

9. RH: ..., but you don’t talk together to discuss the students’ problems?
T2. Across subjects’ meetings... no, unfortunately, even with the students who

have reports.

10. RH: Can you describe this year regarding students with dyslexia
(reading difficulties)?

T2. For me, I don’t have students with dyslexia this year, but I have students
with learning difficulties in general including difficulty in reading. | see it
very challenging, especially that there is no support as it is supposed to be

from the SEND department. A visiting teacher from the visiting centre comes
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to me once a week for the students with learning difficulties and a support
teacher (from the school) comes once a week in a certain period. She supports
them in class according to the content the class teacher teaches and the
modified content the teacher prepared for the student, so she basically
depends on the teacher. If the teacher doesn’t have anything for the student,

she (the support teacher) facilitates things for him. No more.

11. RH: Do you think this enough?

T2. | see that the most load and the most effort are on the teacher more than the
support teacher, but the support teacher should have a file specially for the
student and know his areas of weaknesses, and she should come to him at
least three times a week and she has to do him pull out. I don’t know why our
school refuses it. Our students who have learning difficulty 2 and dyslexia
need to sit one-to-one, or they do them a reading recovery program and work
with them once or twice a week because the boy doesn’t benefit from sitting
in class all the time. | see the the push in periods in class are not beneficial as

the pull out.

12. RH: What about Arabic?
T1. As for Arabic, it was a difficult year and tiring with students because |
have more than one having reading difficulties. Some cases are due to

learning difficulties and some cases have reading difficulties, but in
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comprehension questions, he participates and answers correctly. They were

different cases and cases needed big support, and took a lot of time this year

13. RH: What about Math?

T3. Actually, I didn’t have many cases this year. Last year I had many cases...
It was a good year, but not that much... I had people...students who can’t
read... I thought they didn’t have the basics in reading, but I discovered that
they had special problems for example... when they read the examples...they
didn’t know...they would skip... they wouldn’t read the whole thing... they
wouldn’t understand the example that much... they couldn’t bring the
question together but they could understand the meaning of the question...
just... these need special handling. They were not like the other students...

they needed more care and special treatment.

14. RH: As teachers, did you feel that there isn’t a lot to offer to these
students?

T2. Yeas, I see that the students with dyslexia especially if the case is severe...
| see that they benefit more if...if they sit together with the support teachers...
I find that there are challenges and difficulties because we didn’t have the
complete resources that we can use with such a student... of course... the big
number of the students in class... it’s an obstacle... the logistics inside the
class don’t do easy movement... meaning... the environment doesn’t make it

easy to turn the class into stations, for example... and if I had learning
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assistant teacher in class to work with groups when I sit with the dyslexic
child... I sit with him alone... I do him one-to-one in class. It doesn’t happen.
Bags in class are obstacles... In a nutshell, the logistics and learning
environment in class don’t help the teacher to tend all the time to dyslexic
child. The other thing is the resources; you to make your own resources... It
means that you have to make the cards...picture cards... and letter cards to
start building his ... letter-phoneme relationship. To activate his memory...
short term memory because there is a problem in retaining information and
storing information, so he needs something visuals... needs may things to
prepare... off course beside the load on you already by the rest of the class.
You have slow learners...you have high achievers.... You have gifted and
talented... you have the on-level students... The SEND department you have

doesn’t do you any support.

15. RH: What about you as a teacher?

T2: For me if these resources are available, I can help him more than that. But
these things should be available from the school. Meaning the number of
students should be... This boy especially, should be put in a class with the
number of students is less... There is a support teacher....an assistant teacher
in class to do him a diagnostic and then we can identify if he needs recovery
in what exactly and start to work on it through a program apart from the
mainstream curriculum that we do...I see that he will benefit more if there is a

parallel curriculum with the curriculum in the school.
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T1: | as a teacher, | see that | can help him a lot, but as aaaaa the circumstances
of the period aaaaaa not always the results are not 100% positive... there are
negative points and positive points. As my colleague mentioned, the same
problems she faced and the same challenges .... Arabic language and English

language are both languages and depend completely on reading

16. RH: Is it different for Math?

T3: I see that it’s difficult for the teacher in a certain thing. You are demanded
as a teacher to deliver the curriculum at a certain time, so if you focus with
SEND students, you wouldn’t be just with the other students. I see that you
put SEND students together... to have a certain time, certain effort in a
different way from the mainstream students in order to not be unfair with the
others. This is difficult for us as teachers to handle both types of students...
not belittling SEND students, but they need special treatment. There must be
also help from people specialised more as doctors and parents because they

know their cases more than us.

17. RH: What about planning, strategies and assessment? Is it the same

with all students?

T1: No...off course not... It is totally different... with the special cases and the
other students in the strategies. Aaaaaaa,,, the first strategy for example is

using the strategy of learning through playing... I use it with all students of all
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categories, but the student with special needs needs more or almost all the
skills to learn through playing and with more time... and every branch of the
language needs... there must be the strategy of learning through playing in it,
but the rest of the students in class, we use the strategy but with a less amount
especially in reading.... Not all classes with the students in class we use it, but

the student with special needs...

18. RH: (Interrupting) we specifically discuss students with dyslexia.
T1: Alost one period yes one period no.... one period for leaning through

playing and one period for writing and we use the skill of the hand in it.

19. RH: What about planning? Do you consider them in the plan?

T1: off course... Surely totally different from planning for the rest of the
students. The planning for dyslexia... same objective for all students... the
objective is fluent reading in proper Arabic (>=% with intonation... same
objective... same standard... but the rest of the objectives in the period or in
the lesson differ. For example, reading difficulties, my objective is to be in
class to know.... The letter (=) how to write it, how to extract it from a
word, how to pronounce it with the vowels, how, how, how, but with the
regular student, no, it is... he reads the passage, reads the page, extract some
language skills, and grammar and syntactic skills, so planning for the lesson

for reading difficulties is totally different from the rest of the students.
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20. RH: ..., so they have separate plans?

T1: definitely.

T2: As for the student who have reading difficulties or dyslexia, | usually use
with them the visuals because they are... meaning... pluse they have
problems in reading, using visuals somehow makes it easy for them.... That
he can do link between the word and the picture, or between the concept and
the picture, and the comprehension peace he is reading and the picture or
video... meaning... I use with them any type of visuals because it facilitates a
little bit for them the comprehending. Also, according to their learning styles,
you have to know if he is auditory, if he is a visual student, if he like to work
with his hand, or he... what is the third one?... aaa...visual and audio and
kinaesthetic or mix of all. 1 do them modifications... meaning | belittle the
content... meaning if the others are required to, for reading a story, to read the
whole text, he, I can choose for him one page for example... and in this page,
there visuals and we start reading it together and analyse the script by using
graphic organizers, so it makes it easy for him the process of comprehending
the text. The answers, he, for example, others can reply to me complete

answers, he can reply to me in a short answer.

21. RH: You accept it...

T2: | accept it according to his ability. It is important to that | feel that he

understands it... modification in content, modification in assessment. I’ll do
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him assessment modified that he can answer short answers, or yea | do, or

yes, | know according to his abilities.

22. RH: How would you balance differentiating instructions for students
with dyslexia and your commitment to adhere to the curriculum
requirements?

T1: meaning individual differences... I’ll give you an example that includes
sufficient answers... for example... variation aaa... for example in reading
aaaa... the worksheet or the question for every student differs from special
needs from the rest of the students. Soooo, his question is easier... meaning...
his question will be matching, colouring...aaa... ordering... multiple choices
etc., but the regular student, the question is more difficult... this an example

for... and...apply this to many other examples.

23. RH: ... but what you do..., does it fall into the curriculum?

T1: It’s the same curriculum. But aaaa... the question is easier. The content is
less. Meaning, in the homework assignments, the SEND student, for example,
Is assigned to read one line or two, but the rest of students can read one
page...etc. In class, in the reading period, the SEND student read a sentence
or mostly one line. The regular student reads a whole paragraph... reads a
page in the story. In graphic organizers, of the story, characters, time, place,
beginning, end. Put a different end....

T2: (interrupting) they can draw..,
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T1: he can draw or act out... act like the animal in the story in a lesson, act one

of the characters.

24. RH: Just to be clear, you used the term (SEND). Do you mean all
SEND students, or those with dyslexia?
T1: 1 use this technique with reading difficulties and with all SEND students in

general.

25. RH: but those with dyslexia, do you do anything specifically different
in regard to the curriculum?

T2: | have a point of view in this issue. I see that ‘differentiation works with
everybody’ meaning, It will suit the students slow learners, it will suit the
students ‘on-level’, it will suit the students ‘above level’ and ‘even the gifted
and talented’, so the SEND students will be included in the students that will

benefit from the differentiation.

26. RH: In the same way?

T2: “visuals everybody will get a benefit from using visuals’... As grown-ups,
in a workshop, when we see a text we will feel bored specially students... it’s
known that the ‘spam’ of students is between 15-20 minutes then you lose
him. I see that learning through playing and using visuals, acting... all of

this...meaning...if the student with dyslexia doesn’t benefit from it, it won’t
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be harmful, so there are no differentiated strategy specially for the SEND

students other than what we have mentioned before.

27. RH: My question was about the curriculum...

T2: the curriculum... we don’t modify the curriculum, I mean slight
modification, but he studies the same curriculum as the others

T1: but the content....

T2: the content is less. And it ‘s off course based on the objectives. You,
supposedly, based on the previous IEP, you know what he has from last year,
ow what he reached and from here you start to build your objectives of this

year.

28. RH: Sorry to interrupt you... what is the meaning of an IEP?

T2: the individual plan of the boy.

29. RH: Describe it more

T2: 1t’s the objectives or what’s required for the boy to learn within the year,
and how, and when, and by whom, and who the persons who offer him help
are, the period, I mean, within the period of time. All of this is included in the

IEP.

30. RH: The IEP that you are talking about, is it about the boy

academically only or...
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T2: interrupting... Are you asking about our school, or the ideal IEP?

RH: No at school

T2: At school, the IEP that we see is about the boy academically only, but we
don’t see the social aspects of the boy...and I think that he has an IEP in
music and art and PE. I am saying academically... the IEP academically, so I
have to know what he learnt the previous year and take it as a teacher and start
to build on it... I see what my currant objectives this year are and start to
build on what he worked on the following year. This what specifies the
content. That’s why we have a drop in this issue. I don’t know what he took
last year, so | teach him the same curriculum that | teach the others, but with
slight modifications.

T1: less content... in the story as a concept and elements in the story, he studies
them as his peers, but we talk about the point of reading...the reading skill
only, but in reading, it is not necessary or required for me as a teacher to read
the whole story. He understands it comprehensively, but if he reads a part of it
and made a dictionary... adds to his language dictionary aaaa... a group of
words taken from the story aaa...we achieve the plan required.

T2: T’ll give you an example. I had a student with reading difficulties... and off
course we don’t have a curriculum specifically for phonics and letters... we
have our curriculum is aaa... skill- based curriculum based on skills on
standards which are American standards... it is supposed the boys implement

them by the end of the year. One of these standards, we extract the objectives,
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s000, we can say that these standards... it’s difficult to be differentiated...
you cannot change it orrr to modify it because it’s eventually a standard and
it’s either the boy has met the standard or not. Or me, for my students who
have reading disabilities, I made a program for them... I designed it because
based on the diagnostic test that | administered at the beginning of the year, |
found out that they basically cannot blend, they cannot read a word made of
three letters or three phonemes, sooo, I made them a program about short
vowels and then /f/ & / 3/, | gave them long vowels, short comprehension
passages. To me, the program was good, | made them a parallel curriculum
for them only. | used to suffer to take 10 minutes of the period because they
were 2 students. .. suffer to give the rest of class something to work on....

T1: interrupting...big challenges and...

T2: ...and I sit with 2 students, one at a time because I cant sit with them both
at the same time to just get them to read what they have to read and sit with
one-to-one, and the teacher support I had was not convinced with that
curriculum and was one of the barriers... she saw that what I did won’t help
them that much... I used to do them weekly spelling and short stories. The
curriculum was good, but I didn’t find the tools or the human resources to

implement it.

31: RH: In math, is there any problem with the curriculum with students

with dyslexia?
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T3: | have to give both SEND students and regular students the same
curriculum, but for the SEND students, there is a certain technique and a
certain way... It’s difficult also to be able to get them the curriculum very
much... There is some failure in that due to comprehension difficulties. I
simplify these things for them as my colleagues already mentioned, by using
pictures and nice stuff to make them understand in an easier way, but it’s

difficult not like regular students because of the time.

32. For English, it was mentioned that they do individual plans. Do Arabic
and math do the same?

T1& T3: (together) off course we do

T1: we do an individual plan, but not for everyone in class.

RH: I meant for SEND students.

T1: we do individual plans; one yearly and one daily.

33: RH: ...because when I looked at the individual plan at school, I found
out that the individual plans are only for the three subjects taught in
English; English, math and science, but I couldn’t find ones for Arabic,
Islamic or social studies, can you explain?

T1: No, they have individual plans.

RH: Who do you submit them to?

T1: to the HOD

RH: what about the SEND department. Don’t they receive them?
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T1: they take a copy, they take a copy of the overview, they take copies of the

weekly plan, so they help us and know the curriculum taught and help us

34. RH: When | spoke to the SEND department, and the persons in charge
of the support at school, they said that there is a problem with Arabic
because they don’t have SEN Co for Arabic, so there is no follow-up in
Arabic because there is no one in charge in the department. What do the
Arabic teachers do in that issue?

T1: but we have some people and we have people who support us, we have the
HOD, and we have a support teacher for Arabic only for the SEND students.
When they don’t do their job properly, it turns into individual endeavours. |
am one of the teachers who does a plan with my students for the whole year
either when | find attention from the SEND team or I don’t find any help, 1
have a plan with individual endeavours the whole year long, and thanks be to
Allah, the results are excellent, and there is always a progress, trust and
support from the families and gratefulness always, so I always...there is a file
specifically for them... and I bought... bought this year, | mean, educational
games specifically for the SEND from my pocket money. | worked with them
because they have to learn through playing. It’s impossible for all the sections
of the Arabic language, the SEND student whether he had reading difficulties
or writing difficulties or a problem in the comprehension skills... it’s a must
to learn through playing. It’s one of the most important strategies; it could the

first one too. | talk to colleagues in the other departments and the English
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language and French and math how to write the individual plan etc. One day a
supervisor for the SEND came to my class.. She supervises all schools. She
attended my class and | showed her all the files. She liked them very much

and she was impressed and asked the rest of the colleagues to do the same

35. RH: you have mentioned that there are IEPs for SEND students. Who
write them?

T1: who writes the individual plans? RH: yes. T1: the HOD gives us the
guidelines and eeee.... It’s off course... the HOD based on the administration
instructions because it’s nearly a unified pan in the guidelines and it’s off
course different in the details. For evey subject, they have their own details, so
eee, who gives us the guidelines is the HOD and helps us with it, and we write
the details based on the curriculum and based on the cases in class and we

submit them to the HODs and they sumit them to the SEND departments

36. RH: ...and for students with dyslexia, are their plans differ from the
other students?

T1: for sure

RH: How?

T1: individual endeavours

37. RH: how can you describe the administration-teachers communications

regarding students with dyslexia?
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T1: The communication is average.

RH: what do you mean?

T1: I mean not in all details. I mean, | observe then I inform the administration,
and the administration is supposed to follow up with the SEND team. Only
that.

RH: Is that for all teachers?

T2: eeeh...for me, the SEND department write the individual plan. They take
the objectives from us per term because it’s done ‘termly-based’ Actually, it
comes to us very late. | mean, till we send the objectives to the SEN Co or the
SEND department, they do on a format and they send it back to us, so it
comes late.

R:.... So the the administration-teachers communication is done through
the SEND department... There is not direct communication with the
administration?

T2: Why would the administration be involved? Which administration?

RH: the school’s administration?

T2: We have no communication with the administration regarding SEND. We

deal with the SEND department.

38. RH: Are there any guidelines of how to deal with students with
dyslexia?
T2: NO. They didn’t give us workshops and told us how to deal with them.

They didn’t tell us the symptoms as how to identify them. They didn’t tell us
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how the diagnosis is and our SEND department... they don’t have tools to
assess... we don’t have assessment. The school didn’t buy tests to assess
students with no reports... no guidelines... everyone....

T1: interrupting... the direct communication with the administration is just in
the meetings... they can be monthly...

T2: interrupting. .. have nothing to do with the special needs

T1: completing... once a term or twice a term. A general meeting for all
teachers and they introduce us the person responsible for the SEND to say a

word in the meeting only.

39. RH: What about your relationship as teachers with the
parents/caregivers regarding students with dyslexia?

T3: there are some parents who are very understanding and very helpful, and
there are some parents who... no, my son is OK... they don’t admit it, and
you have to deal with my son as you deal with regular students... this is a big
problem for us. Parents must help us.

T2: No, the communication... the direct communication is done between the
parents and the SEND department

T1: exactly...

T2: they send for them in a meeting if they need to speak with us, we attend the
meeting. The meeting is in the SEN lead and the support teachers and the
class teachers if any and so many times, we don’t attend the meetings, and the

parents. They sit with them, they do them update about the case of their child
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and they tell them if there is progress if there isn’t progress, if they need
cooperation more from the parents at home or not and what type it is, but
there is no direct communication between me and the parent of the student

with dyslexia.

40: RH: What are the reactions of parents about their children having
dyslexia or any other disability?

T1: most likely the reactions vary. Some parents accepts the problems and
cooperate and understand it and some parents refuse to cooperate and refuse
to admit and accept it and accuse the teacher of being a failure and there is no

problem with the child.

41. RH: why would they have such an attitude? Why do they refuse it?

T1 due to some circumstances environmental, cultural. The parents might have
the culture no to accept that about their children, social.

T2: | have a point of view in this issue, parents who put their children in the
special needs department expect that they don’t have any responsibility for the
child and everything should be done at school, so mostly, I mean, some of
them refuse to cooperate because they unfortunately pay extra fees to the
school, so he thinks that he doesn’t have to help him at home, and some of

them, no, very cooperative.
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T3: just like my answer to the previous question, some people don’t cooperate
although they are a main factor as they stay with their children for most of the
time.

RH: Why do you think they don’t cooperate?

T3: because they say, no, my children are Ok. My children are like regular
students and they have the right to be treated normally although they should
have special treatment.

T1: sometimes, it’s about money, sometimes they refuse to pay the extra
money, so they refuse to admit that his child has a problem.

T2: I can’t get the question; the reported students or the unreported students?

RH: in both cases. I am asking if you call the parents and tell them that
your child has a problem...

T2: interrupting no, | attended such meetings. | did identification for than one
student and sent referral to the SEND department and sent for the parents, and
they would bring me to sit with the parents and talk them out of it to be put
under the care of the support team. | saw that the majority had bad
experience... the parents whose children are already in the SEND care that
they don’t benefit from it, so the money they pay is for nothing, so the parent
refuses to put him under the support team. Other parents see that it’s a failure
of school, of the teacher and there is denial as my colleague said. They refuse
due to... because they compare them with their peers or kins. They don’t like

their child to be labelled.
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42. RH: Does the school have a clear policy about taking care of students
with dyslexia?

T1: Sure, and the first step is that they have a team for the SEND.

RH: Interrupting.... No, | mean specifically for dyslexia.

T1: You mean reading difficulties?

RH: Yes

T1: general guidelines. Main headings. They help us with main headings,
aaaand they ask teachers for ideas...more I mean...emmmm, and mostly the
teacher is the one who makes the policy.

T2: sorry, can you ask the question again?

T1: Does the school gives a policy.... Have a special policy for students with
reading difficulties?

T2: We have a policy.

RH: interrupting... A policy for dyslexia or for the SEND?

T2: We have a policy in general, but we don’t have a policy for dyslexia...

T1: interrupting...guidelines...general headings..., but details... the teachers

T2: No, we don’t have a guide for dyslexia or ‘dyslexic children’. We have a
policy for special education needs... students with special educational needs
in general.

T1: The schools regarding this issue eeeeh... depend wholly on the teacher.

T2: yes, and this depends on the knowledge of the teacher.

T1: knowing that it is the teacher’s own individual efforts
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T2: Improvisation.

T1: I am not specialised or an expert

T2: where is the professional development that is done by the SEND
department for the teachers to give them the guidelines with which they can
deal with the student.

T1: Exactly

T2: Nothing, so it’s possible that my definition of dyslexia differ from this
colleague or that

T1: Exactly.

T2: We don’t know... We don’t know how to write IEPs for them..We don’t
know ho to do modifications of objectives...

T1: by searching in the Internet... we search on the internet

T2: mere individual efforts

T1: exactly. I had a student with Down syndrome... I researched the means of

teaching reading of Down Syndrome

RH: Did you ask for support from the department, but they didn’t provide
you with?... don’t you have communication with the department?

T1: The SEND department?

RH: yes

T1: There is communication, but eventually, they give you...they give you eech
answers with missing parts... I mean they always give you mi... and the

teacher completes the answers... last year,
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T2: interrupting. .. the responsibility always is for the teacher

T1: yes... Imean...I ..I...have for example...I have a student this year with a
problem in hearing... This hearing problem eeeeh...I, as Arabic, have verses
to recite... a poem, songs...I have a story... reading...Ok...I have marks for
the story and reciting. How can | get them? | discovered it on my own when |
researched the internet. .. I discovered the way
myself...eeeeeh...hooow...how I test her... how I assess her formatively
while she doesn’t hear. We take a paragraph from the story with missing
words, and | give her the words scrambled above the paragraph... she reads...
off course silently because her aloud reading is not clear, so | give her the text
in a written mode and the words scrambled and she chooses the right word
and puts it in the right place. This is for me as a formative assessment in
reading. This my own individual improvisation, and then the SEND team took
the idea from me. The SEND team did not know how the formative
assessment can be for that student with special needs and hearing impairment.

T2: The SEND team need to be more professional and need to be specialised in

special educational needs.

43. RH: | know the school administer Benchmark exams, international
exam, so how do you prepare students with dyslexia to these tests while
they have a problem already in reading?

T2: At the time of the standardised test, | tell the support teacher beforehand,

she pulls him out with his laptop, and she reads for him, but off course the test

219



included something called modification above, so we choose... I choose the
boy and I choose assign modification... assign accommodation, sorry... that it
highlights the text for him, there is an audio with the text, so we do the
accommodations for the boy, and she takes him out and does him the test. All

what she does is helping him read the question and explains it to him.

44. RH: Does it happen for math too as for the international tests?
T3: 1 use the support teacher to come and explain the questions and try to make

it simpler for him, and he answers.

45. RH: As for the curriculum that the school follows, Is it suitable for the
students with dyslexia?

T2: Off course not

RH: How?

T2: The curriculum, as | mentioned before, follows American standards, and
the standards are originally designed for the native speakers, students whose
mother tongue is English. This is for English. I see that the curriculum... its
level is higher than a regular student, let alone a student with needs, or a
student with learning difficulty, so the curriculum doesn’t have any
modification for theeee... the modifications are what the teacher does in the
curriculum, but the curriculum is not suitable for students with reading
difficulties especially that the level of complexity of the text we read is

considered medium to high. Compared to the scale eeeh, the lexile scale is
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usually for native speaker students. This level is higher than the on-level

students, let alone students with reading difficulties

45: Back to the issue of inclusion, Is including students with dyslexia in a
mainstream class impact you as teachers, regular students and/or
students with dyslexia? What is the impact if any?

T1: Off course. It has two sides; a positive side and a negative side, aaaa, the
positive side is psychological for the student who has a problem, aaaa, off
course, it’s a psychological good motivation for him, sometimes he feels
disable as he is not like his peers. The regular students. When | ask and
above-average-student, or | assign him a task inside class to be the young
teacher as a play role with the SEND student, he feels responsible, he feels
proud, and becomes a trustworthy student and it empowers his personality and
becomes more empathetic with his peer with special needs, but there is a
negative side. It is that... it’s sometimes wastes the time of the rest of his
peers, they lose time, the inability sometimes to balance between the regular
students and the one with problems... emmmmmm... just. There are many
things and many details daily we face, but sometimes one forgets.

T2: | see that no, it’s beneficial... because... beneficial in both sides, the
student side, the teacher’s side and the students. First the modification and
differentiation done for him will be beneficial for him for the rest of students.
aaaaaaaaa... the second thing is that it’s beneficial for the boy because the boy

needs to feel included.
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T1: interrupting...feels he’s normal

T2: just like the others

T1: but sometimes he feel disable because he is less than them

T2: when you do differentiation for him, he will be able to answer, so he will
feel confident, I mean, enough. The third thing is the teacher, | mean, you gain
experience in dealing with these students especially that it’s now by law and
you every year, should have a certain percentage of those students, so you
gain experience because it’s wonderful to deal with them. I really like this
field. You also feel that you have done an achievement when the boy
progresses plus it adds to your experience that you delt with a student with
such a case and could get him to progress in your subject. Sometimes some
teachers ignore the differentiation thing, but when you have such students
make you... obliges you to plan for him.

T3: I see it’s useful and not useful at the same time. It’s useful for the student
with special needs to feel that his like the regular students...ech... if we talk
about the curriculum, no, it is insufficient for the students and students with
special needs; there is a certain curriculum we have to teach in a certain
duration. It depends on the students’ cases. If students have severe problems,
they have to be grouped together... students who can deal with people, with
other students, don’t feel weak or disable, or they don’t feel psychologically
irritated, he deals with you, but he feels inferior ‘how I am not like the other
students?’ they feel, no, there is a problem. He has to be put alone, or there

will be great insufficiency, and a negative psychological impact
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T1: to get his enough rights, to be assigned a curriculum for him. I mean | have
a student who has a problem of reading difficulty in grade 2. | have some
difficult stories, he is supposed to take stories for a first grade boy for a lower
level.

T2: That’s what we said the curriculum is not suitable for him, so inclusion
sometimes is eeceh, doesn’t always give positive results

T3: not always and not with all cases

T1: It gives positive results but, not the required result in the plan.

T2: When will he give a positive result? If he is pulled out for two sessions and

a reading recovery program.

46. RH: One last question: At the beginning of the year, if you have a
student with dyslexia in your class, does the SEND department provided
you with information about him, how to deal with him, how to write his
IEP?

T1: No, just a description of the case. Sometimes the description is not accurate

T2: We take something called resume that includes a description of the case
and the recommendations re almost the same for every SEND student. | mean,
for example, if |1 have a student with learning difficulty 2 and one with
dyslexia, a student with dysgraphia, and a student with dyscrasia; all of them
have the same recommendations, and the description is based on their medical
reports. You have to go and take the student’s file and read the medical report.

Usually the medical reports from the medical centres include strategies,
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recommendations. They are very effective more than what we take from the
SEND department in our school.

T1: the case description is not due to the SEND department efforts; it’s from
the report the student gives to school from the canter his family follow up
with. I mean just the description of the case. The SEND department does not
give us any strategies or the accurate curricular styles to deal with the student,
but it gives us a description; he has a problem in letter mirroring, a problem in
colours, a problem with his sight... etc.

47. Do you have a one-on-one meeting with every teacher or the teachers
who work with such a case; if the teachers have a student with dyslexia,
for example, will they have a meeting with you to explain the case, the
canter’s report

T1: it is a general meeting for all teachers about all cases, and the word of the
SEND team is general, those with special needs, you have to do this and that
and all end up being papers in files

T2: No, we don’t have meetings per case... we don’t... just for the very critical
cases; if there is hearing impairment, once they did a general meeting with all
his teachers, but the one who did the workshop was from the visiting centre,
she came to tell how the accommodation are, how the modifications are, how
to deal with him in class, and for the girl with Down syndrome, but ...

RH: What about dyslexia?

T2: No. they are not concerned of the cases of dyslexia that much at school.

They care about...
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T1: interrupting. .. the efforts of the teacher and the conscience of the teacher. If
the student regresses or doesn’t achieve the goals, the teacher is asked about.

T2: No, there are no meetings with the SEND department regarding dyslexia.

T1: general meeting with all in each grade level. Only.

RH: Thanks a lot

Appendices 6: The studied Documents related to Hatem

Appendix (6.1): The Center’s report
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Tests Used

Wechsler Intelligence Scale for Children (WISC-IV)

Wechsler Individual Achievement Test (WIAT-Il and I11)

Gray Oral Reading Test (GORT- 5)

Comprehensive Test of Phonological Processing (CTOPP -2)
Wide Range Assessment of Memory and Learning (WRAML-2)

Background

@s vorv pleasant and polite boy. He enjoys basketball and swimming but he is
experiencing significant difficulties in the academic work at school. He has difficulty in
reading in both Arabic and in English but he does enjoy Science.

In view of ([l challenges it was felt that a full assessment would be useful. The
assessment was held at CLEMC in Dubai. A feedback meeting was held immediately after
the assessment. A full range of cognitive and educational tests were used in the assessment
consisting of cognitive, (reasoning and processing), and attainments (reading, spelling and

maths). A summary of the assessment results is shown below.

Summary of Assessment Results

The assessment indicated that (I} is in the low average range in the 8" percentile for
full scale 1Q. In the General Ability Index (GAl), which does not take processing speed into
account (il scored in the 9 percentile in the low average range.

@ ' ba! reasoning was in the below average range in the 6™ percentile and his visual
reasoning around the average level.

His working memory was in the average range and his processing speed was below average
in the 5" percentile.

Overall the results of the cognitive assessment indicate that he does have significant
challenges with language as well as processing speed. This will have an impact in most areas

of the curriculum,

In the attainments it was noted that his single word reading accuracy was in the well below

average range in the 2 percentile and his reading speed was also in the below average
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range in the 5™ percentile. His reading accuracy in the passage reading was also below
average as was his reading comprehension. These scores indicate that he does have a
significant reading difficulty and he will need a great deal of support for reading.
[ ] : spevlling is also very vulnerable and in the below average range in the nd
percentile. He is also very vulnerable in written work. He had a difficulty in letter formation
and general expressive writing both in terms of content and structure as well as sentence
development. He will need a structure and support to help him with written work. This is
commented on later in this report.
@ r<ceptive vocabulary was in the average range and his expressive vocabulary was
also in the average range in the WIAT-IIl. These sub tests use picture cues and this helped
@ onsiderably.
@ scored in the average range in practical Maths (numerical operations) in the 45"
percentile. He scored however in the low average in the Maths Reasoning sub-test, which is
an oral sub-test involving question and answers on Maths problems. He will also need a
support with Maths.
@ s cxperiencing a great deal of academic difficulties and his reading, spelling and
writing difficulties and his issues with processing speed indicate that he will need a great
deal of additional and specialised support in these areas. The results indicate that (D
has Dyslexia and this includes challenges with reading, writing and spelling but he also has
consideréble language comprehension difficulties and this is also a priority area for him.
The key points of the cognitive assessment are shown below and full discussions and tables
of results are shown later in the report. The future examination supports, which he requires
are also shown below.
Examination Supports

1. @ il! need extra time for all reading and writing activities in tests and exams.

2. He will need a reader to read the test questions. ’

3. He will need a scribe for written work.

4. He will need to use a laptop as much as possible in class and eventually he should

be able to use the laptop in examinations.

Key Points of the assessment - Cognitive

* @ ;cored in the low average range overall in the WISC-IV in full scale 1Q in the

8™ percentile.
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*  Full scale 1Q includes the processing scores (working memory and processing speed),
and the reasoning scores — verbal comprehension and perceptual reasoning.

*  When processing speed and working memory are discounted his General Ability
Index is in the average range in the 9" percentile.

* @ scored in the average range in working memory” and he scored in the below
average range in processing speed.

* He scored at the below average level in language concepts and also below average in
comprehension.

* He scored in the average range in the Perceptual Reasoning Index. This indicates that
he has qufte competent visual skills. The full scores are reported below.

Wechsler Intelligence Scale for Children (WISC 1V UK)

Indices Composite Score | Percentile 95% confidence | Qualitative
(mean=100 Rank interval description
Verbal 7 6 72-85 Below Average
Comprehension
Perceptual 90 25 83-98 Average
Reasoning
Working 94 34 87-102 Average
Memory
Processing 75 5 69-87 Below Average
Speed
Full Scale 1Q 79 8 75-85 Low Average
General Ability 80 9 75-87 Low Average
Index
The sub- tests scores of the WISC-IV are shown below.
Wechsler Intelligence Scale for Children (WISC IV UK) - Sub-tests Results *
Verbal Perceptual Working Processing
comprehension Reasoning memory speed
Similarities 6 | Block design 8 | Digit span 9 | Coding 5
Vocabulary 6 | Picture 7 | Letter/number | 9 Symbol 6
concepts sequencing search
Comprehension 6 | Matrix 10 | Arithmetic (6)
reasoning

*average 8-12, range 1-19

4 Working memory involves holding two or more pieces of information at any one time and simultaneously undertaking a
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Educational Attainments

In order to ascertain (il overall level of attainments a number of tests were used. The
WIAT-Il and Ill offer a comprehensive overview of a range of areas in literacy,
comprehension and Maths.

A number of other measures were used to identify (Il profile in addition to the WIAT-
1l, particularly the GORT-5 (reading accuracy, reading rate and reading comprehension) and
the Comprehensive Test of Phonological Processing (CTOPP). Tests on expressive writing
and handwriting were also used as well as a test on Memory.

Results - Reading

The results indicated that (il scored in the very low range in single word reading and
also in the very low range in reading accuracy and reading comprehension. His reading
fluency (speed) was in the 5t percentile in the below average range. He therefore has
significant issues with reading and will need a great deal of additional support with reading.
This includes reading speed as well as reading comprehension.

Spelling and Writing

@ - formed in the below average range in spelling in the 2" percentile. He was able
to spell some regular words, but had a difficulty with most words, spelling rules and word
endings.

@2 a significant difficulty with the written tasks in the assessment. His handwriting
speed is low and he will need more time for handwriting. It is a good idea if he can practice
using the computer keyboard more as this will help to ease the writing burden he
experiences.

He was unable to develop the content of the written exercise and he will need a lot of
support with written expression and sentence development.

Numeracy

@ ;cored in the average range in the practical numeracy sub-test in the 45" percentile.
This is very encouraging. He scored however in the low average range in the oral Maths
problem-solving sub-test.

Receptive and Expressive Vocabulary

@ scored in the average range in receptive vocabulary and also in the average range in
expressive vocabulary. These sub tests use picture cues and this was very useful for Hassan.

The results of the WIAT-IIl are shown below.
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Wechsler Individual Achievement Test (UK) (WIAT-Il and Il UK)

Dimension Sub-tests Standard | Percentile | Qualitative
Score rank description
Listening Receptive Vocabulary 107 65 Average
Comprehension
Maths Maths Problem Solving 85 16 Low Average
Numerical Operations 98 45 Average
Reading Word Reading 70 o) Below
Average
Pseudo word decoding 72 3 Below
Average
Spelling Single word spelling 70 2 Below
Average
Oral Expression Expressive vocabulary 107 65 Average
Writing Written Expression 75 5 Below
Average
Writing fluency (speed) 75 5 Below
Average

The Comprehensive Test of Phonological Awareness (CTOPP-2) was also used as it gives a

detailed measure on phonological processing. The results are shown below and it can be

noted that (llscored in the below average range in this test for Elision (phonological

awareness). His speed was also at a low level. The results are shown below.

Comprehensive Test of Phonological Awareness (CTOPP-2)

Subtest Standard score Percentile Category
Elision (phonics) 75 5 Below Average
Memory for digits 110 75 High Average
Rapid Naming 70 2 Below Average

The Gray Oral Reading test (GORT-5) involves passage reading and incorporates measures of

speed and comprehension as well as accuracy. The results of the GORT-5 are shown below.

@ scored in the very low range in reading accuracy and reading comprehension - his

reading speed was also in the below average range. His reading difficulties along with his

spelling and writing difficulties indicate that he has Dyslexia.
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Gray Oral Reading Tests (5" edition) GORT - 5

Subtest Percentile rank | Standard score | Qualitative Description
Reading Comprehension S 75 Below Average
Reading Rate 5 75 Below Average
Reading Fluency 5 75 Below Average
Reading Accuracy 5 75 Below Average

Memory

It was decided to use the Wide Range Assessment of Memory and Learning (WRAML2). The
results are shown below and it can be noted that his verbal learning is in the below average
range but he had a difficulty with story memory. He does have a good short term memory
and a good memory for information he has learnt but his processing difficulties means he
need more time and a great deal of repetition to learn new information. He therefore
scored low in this test as the information presented in the stories and the other sub tests
were all new information to him.

Wide Range Assessment of Memory and Learning (WRAML2)

Sub Test Standard Score Percentile Category

Verbal Learning (long term memory) 75 5 Below
Average

Story Memory 75 5 Below
Average

Concluding Comments

A detailed summary is provided at the beginning of this report, but briefly the assessment
indicates that Hassan is in the low side of average range overall in the WISC-IV but he is a
hard working boy with a lot of potential. He has however significant difficulties with reading,
spelling, and writing. This will impact on classroom learning and in future examinations. He
will need a great deal of support in class and accommodations for exams. It is strongly
recommended that he receives additional specialised support in reading, spelling and
writing but at the same time it is important that he is encouraged to take the initiative for
his own learning and become a more confident, aware and independent learner. His profile
indicates that (jilhas Dyslexia. It is very encouraging that his practical Maths is at a

good level.
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Areas of Priority for (NI

The main areas of concern are the following:

L
2
3.

10.

1
1
1

w N e

14.

Additional specialised support with reading and spelling.

Support to develop his written work.

Processing Speed — he will need extra time for all work involving reading and writing.
This will have implications for classroom work and for homework and he will need

additional time for this.

. Additional support with written work and the use of writing frames will be essential

as he progresses through school.

Practice in comprehension monitoring and comprehension activities to develop his
comprehension.

He does need to reflect before responding to a task and this can take a great deal of
time. It is important that this time is available to his so he will need more time for
many activities.

Development of memory strategies to help him retain and utilise new information.
He will benefit from using the laptop in class and eventually in examinations.

He will need extra time for all class work and in future examinations.

Hassan will need a scribe in examinations for written work.

_He will need a reader in exams to read the questions.
. It will be very helpful if he can learn to touch type as soon as possible.

. The books by Barrington Stoke can help his reading fluency as these are high-low

books and he should be able to utilise these quite effectively. Audio books can also
be very useful.

Homework — (Il rrocessing speed is very low and therefore homework will
take a considerable amount of time. It is a good idea if he receives less homework

but still cover the work of the class.

Suggestions for Intervention

The following areas of concern need to be taken into account in the development and

implementation of a program of work for (HE
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5. Find a quiet spot away from distractions

Reading in Duet

6. Always begin by reading together

7. Non-critical correction of errors works best: if an error is made,
the tutor says the word and the student repeats it

Reading Solo

8. Student and tutor agree on a solo reading signal

9. Tutor praises the student when the signal is used

10. Tutor continues to offer support and praise during solo reading
Return to Duet Reading

11. Tutor corrects student’s mistake (gives word/student repeats it).
Return to duet reading until the student signals to go solo again
“Talk”

12. Remember to relax and talk about what you have read

Appendix 3 A note on Dyslexia

Dyslexia is a term that is used to describe people who usually have a difficulty with reading,
writing and/or spelling. Usually the person is around average intelligence and in some case
can be well above.

It is useful to look at dyslexia as being a learning difference rather than a learning difficulty.
This is because many people with dyslexia are able to make significant progress
academically and excel in careers too if the opportunities are present for them to use their
own particular learning preferences. Usually they are visual and experiential learners and
find learning though listening and reading lengthy texts quite demanding.

The key to progress is to ensure that learning materials are presented in a multisensory way
that is using all modalities particularly the visual and the tactile. In this way they will be able
to use their strengths and this is important if they are going to be able to develop
independent and successful strategies.

People with dyslexia can also have other characteristics in addition to difficulties with
literacy. They may have difficulties with processing speed, short term and long term
memory and sequencing and ordering information. They may also have difficulties with

structuring and organising written work.
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Often they may not display their full abilities in written tests and if they get the opportunity

to do some of it orally they usually score higher grades. (Reid (2016%).

2 Reid, G. (2016) Dyslexia: A Practitioners Handbook 5" edition. Wiley
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Appendix (6.2): The school’s case study

CASE STUDY
SOCIAL/EMOTIONAL/EVALUATION

Name:

Grade/Section: 5F

Diagnosis: Dyslexia/Learning difficulties 1

Obstacles of Learning:

e Dyslexia

e Learning difficulities

e Struggles with the English language

e Problems with the academic performance

Solution:

e Modification and accommodation with English and Science
e Teachers are giving him extra attention

Outcome:

e On level in Math but struggles with problem solving
because of the language barrier

e Slowly progressing
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1. Excellent Progress pays attention

2. Good Progress / and works on
3. Slow Progress / improving and
/ solving his
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School-

Home‘- ‘Some Provided extra
supervision but i i
information,
lack of i
! guidance and
evolution and
t resources
suppor needed
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General Learning Difficulties

:&@ _

Leaming Disability Category 1

_often reflected in a slow.rate of maturation, reduced |.

Below average general intellectual functioning

learning capacity and inadequate social adjustment.

| [Teaming Disability Category 2

Significant Leaning Difficulties which have a
major effect on participation in the mainstream
school curriculum, without support.

Profound and Multiple Learning Difficulty

(PMLD)

Complex learning needs resulting in severely
impaired functioning in respect of a basic
awareness of themselves, the people and the world
around them. They may include physical
disabilities or a sensory impairment. A high level
of support is likely to be required.

Assessed Syndrome

A syndrome usually refers to a medical condition
where the underlying genetic cause has been
identified, and the collection of symptoms is
geneticaily related. Examples of syndromes
include: Downs syndrome,

Stickler syndrome and William’s syndrome.

Specific Learning difficulties

Dyslexia - Reading

Dyslexia is a specific difficulty with learning to read
fluently and with-accurate comprehension despite
normal or above average intelligence. This includes
difficulty with phonological awareness, phonological
decoding, processing speed, orthographic coding,
auditory short-term memory and language
skills/verbal comprehension.

Dysgraphia — writing /spelling

Dysgraphia is a specific learning difficulty that
affects written expression. Dysgraphia can appear as
difficulties with spelling, poor handwriting and
trouble putting thoughts on paper. Dysgraphia can be
a language-based and/or non-language-based
disorder.

Dyscalculia/using numbers

Dyscalculia is a specific learning difficulty that
affects the ability to acquire arithmetical skills.
Learners with dyscalculia may have difficulty
understanding simple number concepts, lack an
intuitive grasp of numbers and have problems
learning number facts and procedures.

14
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CASE STUDY
SOCIAL/EMOTIONAL/EVALUATION

Name: (DD

Grade/Section: 5F
Diagnosis: Dyslexia/Learning difficulties 1

Obstacles of Learning:

e Dyslexia

e Learning difficulities

e Struggles with the English language

e Problems with the academic performance

Solution:

e Modification and accommodation with English and Science
e Teachers are giving him extra attention

Outcome:

e On level in Math but struggles with problem solving
because of the language barrier

e Slowly progressing
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Appendices (6.3)

Term 1 IEP

Appendix (6.3.1)
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Appendix (6.3.3): Term 3 IEP

N S\ ﬁﬁnﬂ

STUDENTS OF DETERMINATION
MA]L M'Ltn'.
IEP

n.g 0
b idik
inclusion

‘.>

Individual Education Plan
Year:2017-2018 Term:3

[l Student identified and has a diagnostic report by a certified medical or psychological center: if yes state the name of the center:
__Child learning enrichment Medical_Center_

D Student not formally identified but referred by SEND team and requires special education program including modified learning expectations and
accommodations.

I STUDENT INFORMATION:

el D 0 Initial Date of IEP Meeting;: 16/04/2018,
Date of Birth: _12/04/2007 Review Date of IEP Meeting: __01/05/2018
Grade: __5F Team Developing IEP: _~
Areas of concern:
Dyslexia & Learning difficulties 1

1. KIDS FIRST MEDICAL CENTER:

CURRENT TREATMENTS AND SERVICES:

Therapy provided | SEND specialist Therapy provided | SEND specialist
Psychomotor
Therapy

Name of therapist . Name of therapist v

Hours per week | Depending on the need | Hours per week 1
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(N 5:ND

1. SCHOOL SERVICES:

STUDENTS OF DETERMINATION
L aall A‘:ql—\n'\

Service

Teaching support lessons inside class are given for
Mohammed in Math and English upon his needs

Name of provider

i

Classroom observations (using individualized for
each student) (Grades 1to 8)

Teachers and SEND team meetings for feedback and
support (Grades 1 to 8)

Parents’ communication and meetings

(Grades 1to 8)

IEP follow up and meetings with the teachers and
parents. (Grades 1 to 8)

Teachers’ and SEND student’s follow up
academically (Grades 1 to 8)

)

Behavioral follow up by the counselor

P-(G to Grade 5

IV. STUDENT'S STARTING POINT:

Areas of strengths Areas that need improvement
o Child is keen to learn new skills | ¢ Needs to concentrate and to
o Strong in basic math skills practice more at home and
* Works independently school

¢ Weak in reading skills
¢ Weak at writing skills
¢ Solving problem solving

V. ACCOMMODATIONS:
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(. S:\D

STUDENTS OF DETERMINATION

ronn®ital accommodations Flexible schedule / group size Assignments / worksheets ()rgmfnﬁ’ Ll
Seating student near the |0 Extendedtime C  Simplify complex directions 0 Visual schedule
teacher [ Frequent breaks [ Reducing the reading level of [ 1 Sending monthly  progress
1 Seating student near a|[] Smallgroup assignments home
positive role model O Individual C Requiring  fewer  correct [0 Developing a reward system
| Standing next to student [ Other resy to achieve grade for in school and homework
when giving directions [ Breaking work into smaller completion
1 Avoiding distracting stimuli segments {1 Expecting the student to repeat
| Passing by constantly to check [ Reducing homewaork instruction after the teacher
on student assignments 0 Reminding the student of the
Other _ s [ Notgrading written material needed for the lesson
[ Teacher monitors students self- and homework
paced assignments 0 Other =
| Recognize and give credit to
student’s oral participation
[ Other
0 Pairing student to check work [0 Usea timer Lo facilitate task [ Enlarge font 0 Allowing open book exams
| Writing key words on hoard or completion | Multiple choice | Reading test items to student
highlighting on sheet 0 Praising specific behaviors C Fillinthe blanks 0 Notgrading handwriting
(1 Make sure directions are [1 Keeping classroom rules simple [ L Calculators [ Giving additional time
understood and clear | Multiplication tables | Using more objective items
0 Providing visual aids/ large O Allowing for short breaks T Pencil grip (fewer essay responses)
prints... between assignments L Slanted boards [] Questions are straight forward
1 Providing peer note taker 0 Cueing student to stay on task L Other o [ Using fill in the blanks
0 Teaching multi-sensory modes | [ Allowing student time out of seat, | Multiple choice
| Toassist the student in finding to run errands etc... 0 Key words highlighted or
main idea underlining, [1 Ignoring inappropriate behavior underlined
highlighting, cue cards, etc... not drastically outside classroom [ Studentis taken to a separate
(] Breaking limits room Lo concentrate and
1 Other 0 Contracting with student reduce distractions
I1 Increasing the immediacy of 0 Other
rewards
) Implementing time out

procedures
(Other

261




STUDENTS OF DETERMINATION
paall A_:L\.-al

‘ S 5:ND (s [efn]o]
VI

Jations from SEND ¢ 1 diagnostic report:

e Assign a peer in the group to provide him assistance when it is needed.

e Make activities concise and short, whenever possible. Long, drawn-out projects are particularly
frustrating for him.

e Reduce course load and provide a modified material that meets the needs of Hassan

* Provide clear photocopies of notes

o Consider alternate activities/exercises with less difficulty while maintaining the same or similar
learning objectives

¢ Highlight main ideas, concepts, and key words

e Offer individual help when needed

¢ Provide modified homework aligned with IEP goals.

* Keep eye contact while explanations, and try to keep the student fully involved in the lesson to avoid
being absent minded.

o Keep all modified material, differentiated homework and revision material in the support book.
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STUDENTS OF DETERMINATION

- i s |e]n]o
VII.  Domain: ACADEMIC
gl sl
Name: ' English

Present Level of Intervention
Performance
Objective (including resources and strategies) Outcome/
Progress
Reading Reading Book
The student will be able to identify the genre, story | Differentiated sheets and
Below level, elements, and main ideas, describe characters, and support sheets on the skills
; the author’s purpose in “Lunch Money” with 60%
He ;t_r“glg"cg ";I accuracy, “The Black Stallion” with 60% accuracy, Summary on each story
reading, little fluency | o . 0
The Dog Newspaper” with 60% accuracy Story map
The student will be able to identify the genre, story
elements, main ideas, describe characters, identify
facts, identify the author’s purpose
Vocabulary Flash cards
Onlével The student will be able to use context clue to find out | Vocabulary activities

the meaning of targeted words in meaningful
sentences of the following stories “Lunch Money”
with 60% accuracy, “The Black Stallion” with 60%
accuracy, “The Dog Newspaper” with 60% accuracy

Peer assistance

Encourage him to use the
words orally

Grammar;

1. The student will be able to identify adverbs.

80% ) g
List of common irregular

2. The student will be able to make comparisons | verbs
of adjectives and adverbs.70%
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STUDENTS OF DETERMINATION

. O S\ Gﬁﬂ

Math - Term 2 - 5T
Present Level of Intervention
Performance Objective (including resources and strategies) |  Qutcome /
Progress
-djd agreat | Lesson (1-7):Multiply by 2-digit numbers 1. Use of
job in term 1 as he diagrams/pictures/visual aids.

{ Lesson (4-3):Multiplying Decimals by whole
accomplishedall | | bors

the skills; he

showed a great Lesson (4-1):Multiplication patterns with Decimals | 2, Seat Student front of the class.
anda hlgh level of Lesson (4-7):Multiply Decimals
performance.

Lesson (2.2): Divide by 1-digit divisors 3. Exam of reduced length.

Lesson (2.6): Divide by 2-digit divisor

4.Vary activities

Lesson (5-4): Divide decimals by whole numbers.

Lesson (5-6): Place the decimal point in decimal

division. 5.Allow time for student to
process and respond

Lesson (6-4): Common denominators and
equivalent fractions. 6.Reinforce learning-repetitive
tasks to remember key points

Lesson (6-5): Add and subtract fractions with unlike
denominators.
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STUDENTS OF DETERMINATION

"o

3. The student will be able to identify more kinds gyl
of pronouns and use them in a sentence
correctly.70%
4, The student will be able to identify verbs Be | Differentiated shects and
and Have and use them in context accurately, | SUPPOTt sheets
0,
60% Highlight main concepts
5. The student will be able to identify possessive | yitp drawal session to
nouns and write them correctly.80% reinforce grammar concepts
Writing: Key words
The student will be able to write a compare and Individual help and help from
On el contrast paragraph with 50% accuracy. the learning support teacher
Spelling
Onlevel The student will be able to spell VCV words and Differentiated material and
change y to i with 50% accuracy. testing
Hassan will also write a four line passage from the | Highlighted words for spelling
selection
1: no progress 2: some progress 3: sufficient progress 4: goal met
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1: no progress 2: some progress 3: sufficient progress STUDENIng%%IDr%gF RA_MNMION
=
Term 3 Interventi
. . on
Objectives
Progress
Units Science
Book
Lesson2
; ] ] - . Science
- Explore daily patterns caused by interactions of bodies in the solar system with 60% antetils
accuracy +File
- Collect and analyze data to detect patterns, including the path of the sun across the day Di ;
e ¢ ! : ifferenti
o sky, the movements of constellations in the night sky, and hours of sunlight with 60% bl
g
5 R sheets and
~
S Lesson 3 support
~ sheets
5 - Gather evidence to explain how Earth orbits around the sun and the moon orbits around
@ Earth. with 60% accuracy Simplified
quizzes
- Use evidence to explain that Earth's orbit and the moon's orbit causes predictable patterns
with 60% accuracy
Unit6
Identify and describe each of Earth’s systems and the cycles that occur within them with 60%
accuracy
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STUDENTS OF DETERMINATION
paall sylaal

. ) ﬁﬁﬁ

Parental support

1 |Keep following up with your child at home

Parent’s signature : SEND soordinator signature:

Head of SEND department signature: Head of section:
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Appendices (6.4) Hatem’s End of term exams
Appendix (6.4.1): Hatem’s End of Term 1 English exam

End of Tel'_nlgne Exam

(2017 2018) Name: (RN
- . CF
Grade 25 Grade& section: ..J..uoeeeneenne.
Subject : English ID No
Date ‘
Time : 1.5h
Version
No. of Pages: ( )+ Cover
Skill / Objective Mark Teacher’s comments
1. Literary Focus g 216 4 -
=7 =
II. Vocabulary Development 3\5/ 7/ i
[I.Grammar ;\/«\5, 7 . //
— N ~——
Total a }X«/A N
( LA P

Moderated by: Agreed / Amended

= -

Checked by J 'H' 8% )
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6- Compare and contrast between Miata and Rudy. Mention one difference
and one similarity that you’ve read in the story. Support your answer wi
one context clue for each. (__/2pts.) 0 \-Qg“

, §L\0 49 V\ ' ff) = ﬁ\_?/ 5@»&\4! n) d l’Scjlf{"RT

A ﬂ\nﬂ 90}\0'5 L:‘ }” ﬂ-’)']‘ :’E{J (}.lf’l ,"(AC _:\aril

hodicat HReThe ~ Chg oo | '(
II- “Elisa’s Diary”
A- Choose the right answer. &

1-What is the genre of “Elisa’s Diary”? (__/1pt.)
2 A realistic fiction
b- A scientific fiction \/ @
c- A play

2- Elisa is unhappy because she (__/ipt)
@eﬁ her country to come to U.S.A.
b- She lost the squirrel statue. (/
c- Her classmates don’t like her.

3- What does Fransisco do when he can’t express something in perfect
English? (__/1pt.)

a- He uses a dictionary. QT/
@ He talks with his hands and uses gestures tifil he gets the point across.

c- He feels embarrassed and stops trying.
4- Fransisco suggests that: (__ /1pt.)

a- His sister listen to radio and TV programs in English to improve her
language.

b- Take music lessons j_
@ Go back to their country and stay with theif grandmother
5- Elisa feels shy to: (___/1pt.)

a- Speak English
Dance in public
c- Make new friends
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III- Answer the following questions in complete sentences.
1- How are Elisa and Fransisco different from the oth?'—?% /2pts.)
1

TL‘Q\\,{ l'\otl\{" ok _rj(ﬁ”\‘

2- If you moved to a new country and you didn’t know their language, how
would you feel and what would you do? (__/2pts.)
T q u:;c\

A \as '( { CQ€$ {FT(\(\V\ o) 00/7
T ppel Cady A ;‘/'* T o
R T L &

II- Vocabulary: (jéﬂpts.)

A- Match the words in column “A” with their meanings in column “B”

J2pts, e

1- A talf@%;};stopped

2- inﬂat%»rough, harsh
3- _ brutal—~ e« filled with.ai

4- sweeping-—— il ent that covers a wide space

from one side to another.

B- Fill in the blank with the word that best completes the sentence.
/2pts.
Pis) &,
,J

A
i
[gradually  prodded  opponents  gorgeous  obvious
1-The tone of her voice rises up 9 ¥a J o4 “\)‘/ @
s

are perfect for a wrapped

2-The ﬂowers are beautiful, smell

bouquet. ‘/
3- Iti ‘ﬁaa iis having fun at the-movies with his friends.
4- My mother fg s 44 gq‘ me o my homework.
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C- Choose the right meaning.
1- What does the word scanned mean in the sentence below? (___/1pt.)

Iscanned the crowd to see if I could find my friends.

w

a- Shouted at G
B Looked over /
c- Asked questions about : \

2- What does the word beckoned mean in the sentence below? (___/1 pt.)/

My friends beckoned to me to look at the baby birds in the nest.

5 Laughed -
b- Looked / )
&) Signaled s &\/ @

D- Use the word in a complete sentence. (_ /1pt.) : .
Decorated (adj): T &‘ﬁ C o ro 4 la../ Y \'/( a1

7

Grammar: ( _c;\i%pts.)

A- Circle the subject and underline the predicate in the following
sentences. (___/2pts.)

1- the audience.
2- Jana and Monade a.:gi;ek.
3- Mayaﬁuﬂt 2 dollhouse with h siétt?

4- Thel Sgraw aslarge as a fist.
e
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Appendix (6.4.2) Hatem End of term 1 math exam

End of Term One Exam

(2017)2018)
Grade : 5F
Subject : Math
Date : 07-Dec-2017
Time 1.5 hr.
Version : A

VA

No. of Pages: (4) + Cover

Question # CCSS/Skill Mark
1 CC.5.NBT.3a/ CC.5.NBT.7/ CC.5.0A.5/Multiple choice I(GJ/)H
2 CC.5.NBT.3a/ Decimal Place Value (V/4)
3 CC.5.NBT.3a/ Comparing and ordering Decimals 193)
4 CC .5.NBT.7 /Add Decimal Numbers. Q/3.5)
5 CC.5.NBT.7 / Subtract Decimal Numbers. (]73.5)
6 CC.5.0A.5 /Evaluate Numerical Expressions. (R
7 CC.5.NBT.32/ CC.5.NBT.7/ CC.5.0A.5 Problem Solving. 2 {3 )
Final Mark / —_——
20
Moderated by: " / / Agreed / Amende
Checked by :
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QUESTION(2): ; (4 pts/1 each)

a.)Writethe va ue of #1€ underkined digif@
0.764 o.1z : ‘
3 " &

b.)Write 07935 in word form and expanded form :
¥ AR TRLY

VA

Word form Pt pawle af THiehoL :
Expanded form 509 +R 4y 5%~ ~ /: T /\:

UESTION(3): (3 pts)

a.)Compare. Write <, > or = (2 pts/0.5 each)
6.98 J2
0.54 0.26 r),g

5.70 @ 5.7 -

0.283 0.284

b.)Order the following numbers from least fo greatest:
. by
299 [ 274 .

QUESTION(4): (3.5
Add. (Show your work)

)493+035:=%,%
a);: JX 9

b) 54.46
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QUESTION (7) : (3Pts/1 each)

Ali kept a record of how long he practiced the piano efich week

during one month. /
Week Hours Practiced

Week #1 5.2b
Week #2 5.5
Week#3 6.85
Week #4 6.75

a.) During which-week did Ali practice eatest amount

of time? (1pt) W £.56

b.) Find the difference of hours that Ali practiced between
week # 3 and week #4 .(Show your work) (1 pt)

685
b is

_/T’?
o
¢.) What is the sum of hours that

and week #2? (Show

—
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Appendix (6.4.3): Hatem’s End of term 2 math exam

End of Term Two Exam
(2017 /2018)
Grade : 5(F)

Subject : Math
Date : 20-Mar-2018
Time : 1.5 hr.

Version : *

No. of Pages: () + Cover

MARK
Question # ]
Tens & ones In letters
1 e ST , 5
( // ° .
2 // & 7
3 'S /) -
4 ) 4
) [ A
5 g I
"\
b 45 /2
7
8
= -
10
Total /
Final Mark / i ) =
) AY = P | e
q G ¥ ) =
30 4 A~

e
Corrected by: ’

Checked by ¢
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4athematics Grade-5 (Aya )

Question #1:  Circle the correct answer:

1. The answer of division is: &l
N
; /
a. Divisor t\%den'd,s\) ¢. Quotient
L

2. The num is left over after division that can’t be divided equally.

b. Dividendl c. Divisor

3. Theanswerof 12+ 6 = o _—
a. 4 V@Z/ ¢.3 ) »
4. 10*= ‘ 2

o T 2N

(a/ 1D< Qm/ ¢. 100

5. The productof 1.2x 3=
a. 24 c 4.9 7( _
3 4
6. The answer of 100 x 2.753 is 4
a. 2.753 b.27.53

7 10%= m/
a. 100 (_’9 10 c. 10

8. 100 =
@ 1 b. 103 c. 104
b
9. 0.1x967 =

a 967 @7/ c. 9670,

10. The estimation of 8.3 is:

a. 10 (:?8/ €7

Page 1 of 3
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/ Question #2: place the decimal poinw

b8 4.67 2 0.5
x 3.2 x 6.2
14944 0
.
Question #3 : Find the product : 'ﬁarks)
B G
23 ' 2 316
x 5 x 3 '
| g; 5 1 29%
Y
533

Question 4:_Divide :

a.

36:6=
b éi;zu_g
5 —’?J
-3
O
E 42:2= . ‘ / N "‘tl‘
- 1
2% 2ms A% |
. N\‘ 5"<Z::// Page 2 of 3
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Appendix (6.4.4): Hatem’s End of term 1 science exam

PROGRESS TEST 1

(2017/2018)
Grade: 5 . Subject: Science
Date :4/12/2017 Time: 90 Minutes
No. of Pages: (8) + Cover Version: ——
student vame: (DG
Grade & Section: ............ I = —
Stiident’s NO:: .nanauamaaamanaasn
Question -
Skills MARK
1 Vocabulary A7 [5
2 Science concepts /10
3 Inquiry Skills ;&5}715
Total Vo |9 T s ? /30
!\,/ 50 /“-"—-—(\4 L [Jy
Moderated by: Agreed /Amended Checked by
N
N
PR
1 >3
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NGSS Standards

5-PS3-1. Use models to describe that energy in animals' food
(used for body repair, growth, motion, and to maintain body
warmth) was once energy from the sun.

5-LS1-1. Support an argument that plants get the materials they
need for growth chiefly from air and water.

5-L52-1. De\)elop a model to describe the movement of matter
among plants, animals, decomposers, and the environment.

Vocabulary|

2.
A.Use the terms below to complete the sentences. (2.5 pis.) k,

<Predetor Produgers , Carnivore
Food Chain Chlorophyll
" 1 ) /"

1. An or‘ganlsm that eats meaf is called a i € f"!'l" b AL

2. .C1are orgamsms that make their own food using sun's
energy. ;

3 A F oot < 14 shows how energy is transferred from one
organism to another. _

4. A living thing that hunts other animals is a { red o 16T

5. MosT planTs conTal\n a green, food producing substance called

~ N
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s

B. Match each term in Column B fo its meaning in Column A. (2.5 pts.)

Column A

Column B

An animal that eats dead organisms. .-

P

A. Omnivore

Group of ducks in a pond.

B. Scavenger

e .
4
/
L A source of energy inan ecosystem.
2

| Is an exapmle of decomposers.

C. Mushroom
An organism that eats both plants and D. Population
animals.
E. Sun

|/
v

Science Concepts

C. Write the letter of the best choice. (10 pts.)

1. The picture shows the steps that happen during photosynthesis.

What is happening at Step 2 in the picture?

a. Sugar is entering the leaf.
(b/ Sunlight is taken by the leaf.

¢.“Water is entering the leaf, and carbon dioxide is exiting.

3
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2. Ecosystems have producers, consumers, and decomposers. Why
are decomposers important in an ecosystem?

a. They are herbivores.

(B. They are carnivores.
('C’.)They break down dead plants and animals.
N

3. This picture shows a food chain that can be found in grassland.

How is the plant different from the snake?

a. The plant is a consumer and the snake is a producer.
b. The plant is an herbivore and the snake is a carnivore.
(£ The plant is a producer and the snake is a consumer.

281



4.

is a green substance in plants that is used to

a. Prey c{\/‘Chlorophyll
b. Root / A e

C

5. This picture shows a food chain in the ocean.

green algae

small fish

sea lion

shark
How does the small fish get energy?

@ By eating algae , /«‘

b. By eating the shark
c. By eating the sea lion

6. A food chain, like this one, shows how energy moves between
living things.
? — rabbit — fox \J\ffp
9r4 c 5 =
Which living thing best completes the partial food chain?
a. Bird 6, Plant

¢. Carnivore d. Herbivore [ 7~

5
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Applying Concepts-Inquiry Skills

J /""‘ P
D. Identify the role of each organism (producer) herbivore; carnivore

or decomposer).) (3 pts.) :
Organism Role

Moss . L. x VT b &l 4

Lion 4 "R T

Fungi “ i P POt T,

Apple tree e ¥V~

Rabbit ‘(» s \ ¢ o €

Eagle P e ; . r :

( 1s.
S

Caterpillar ===b-|eaves

—

eagle ™==>  bird

1
)

4

[ 2 / — A | !
Ve \/eS 4 ",}lf rj;}/
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E._This food chain is scrambled. Rewrite the links in the correct order.
1 of

c
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Appendix (6.5): The monthly report

Appendix (6.5.1) October’s Report
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: November’s report

Appendix (6.5.2)
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Appendices (7): Documents related to the school
Appendix (7.1): The policy of the SEND department

. <D policy

Each student matters and can make a difference

@i partnership with parents and community, will strive to prepare
every student te be a lifeleng learner and a productive citizen.
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(S SEND policy

Rationales

1

a

The school abides by the Federal Law 29/2006 enacted by the Ministry of Education in the
UAE. The law promotes inclusive education which means that all students having disabilities
have the right to be educated to the extent possible with their age appropriate peers who do not
necessarily have disabilities.

School Stakeholders focus on concerns and priorities for addressing students with Special
Educational Needs.

. @is committed to adopt the following Guidelines stated by the MOE “School for All” for a

successful implementation of inclusion.

@ motto is that each student matters and can make a difference.

Students who have been identified as having behavioral / academic difficulties as per KHDA
categories of SEND are referred as Special Education Needs (SEND) students

SEND / Inclusion Policy Statement:

The School advocates the inclusion of all children including those with Special
Education needs as fully participating leamers. All students are welcomed, accepted,
and valued. As an inclusive school i provides a safe physical surrounding, a rigor
curriculum, and welcomed, positive learning environment that reflect the needs of all
students including those with special needs. The school ensures that inclusion of
students with Special Educational Needs is facilitated through adherence to the Special
Education services adopted by the school. This policy ensures that curriculum planning;
teaching provision and assessment for students with special needs takes into account
the type and extent of the difficulties experienced by the child. The school fully adopts
the social as well as the medical models of disability

Aspects of @inclusion provision:

Enabling @il#to be a fully inclusive school that accepts all children including those with
special needs through focusing on:

- Effective identification procedures
- Appropriateness of curriculum modification system
- Shaping the provision of SEND students through effective intervention and personal support

- Ongoing tracking, monitoring, and assessing SEND students’ progress with focus on
effective feedback
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(N S END policy
- Involvement of outside agencies in a broader spectrum to better adopt the social as well as
the medical models of inclusion
Actions that facilitates the implementation of the inclusion provision:
o Issuing a special needs and inclusive policy

® Restructuring school premises to enable those with special needs have easy access to
them and use the equipment which supports their learning

® Reconsidering the staff qualifications and skills needed to scaffold those with special
educational needs by providing teachers with training and coaching

* Building leadership capacity so that well qualified ones will lead the implementation of
Inclusion Policy

® Spreading positive environment about SEND students among school stakeholders .i.e.
administrators and teaching staff, students ,parents and community

o Providing appropriate physical and human resources (External specialized centers for
SEND )

* Creating an environment that meets the needs of each child
* Raising the aspirations and expectations for children with SEND

* Ensuring that the special educational needs of children are identified, assessed and
provided for

* Ensuring all children make the greatest possible progress and reach their full potential

 Identifying all children to have full access to the school’s broad and balanced curriculum
and extended services at their own developmental level

« Ensuring that parents are involved in supporting their child’s education
* Ensuring that our children have a voice in the decisions being made for them
® Addressing the fulfillment of SEND students” outcomes :

» Being healthy

» Staying safe

» Enjoying and achieving

» Making a positive contribution
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(N SEND policy

» Achieving social and emotional well-being

Admission Policy

@ inclusive. It exerts all efforts to accommodate different learning needs and styles. The
school created a Learning Support program to address students with special educational needs
and disabilities (SEND). It opened the opportunity to SEND students to enroll at any phase level
including severe cases such as Down syndrome. Students are enrolled in the SEND department if
they show signs and symptoms of special educational needs.. These might include but not limited
to, Individualized Education Plans (IEPs) and reports from health professional centers.

SEN and support Services at (i)

We monitor all children’s progress closely, and identify those who require support starting from
an early stage. Individual Education Plans (IEP) are written collaboratively by a member of the
SEND team, class teachers and specialist from medical centers (Il Medical Center and
G Ccnter) if needed.

A range of educational support specialists from (D or G ork with the school to
insure the SEND students are monitored and supported according to their needs in order to reach
their highest potential.

Classes are mixed ability and children have the opportunity to work in a range of different
groupings. The needs of all children are met within the classroom.

A-Identification

Additional learning needs may have been recognized prior to a child’s entry to{iiljor identified
by means of assessment that is undertaken within school and might be confirmed by an external
specialist report. Student’s profile, on-going assessment, classroom observations, screening
forms, teacher’s feedbacks, parental feedback, formal and informal assessments ... contribute to
an understanding of a student’s relative strengths and weaknesses and enable staff members
working with the students to reflect on whether any curriculum adaptations if needed. The SEND
Team members are committed to early identification to ensure a proactive approach that can
protect students against the effects of underachievement in the classroom and enables educators
to remove the barriers of education.

It is the role of the class teacher to provide suitable accommodations for the needs of all children
within the classroom setting. If a class teacher feels that a student is not making adequate
progress within the whole class provision, then they should raise concerns with the Head of
sections (HOS) and counselors, who inform the SENDco. This referral is submitted with the
appropriate documents such as the teachers” feedback and observations, students marks and
behavioral follow up, counselors feedback, parental involvement...
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I SE\D policy

This information will be documented and shared with the SENDco. The SENDco in return
observes the child in class and during break time if needed and follows up with the teachers. A
meeting with the SENDco and parents may then be arranged to discuss next steps.

The purpose of identification of need is to work out what action the school needs to take and the
support that needs to be provided for the child.

Identification is done through different procedures that provide an accurate description of the
needs. Then each need is tackled individually not only medically but also socially.

B-Provision

Provision is designed to promote confident, independent learners who come to an understanding
of their learning profile and develop the skills necessary to achieve their potential. The school
offers in-class support, and pull out support for grades 1 till 6 in the learning support room
depending on the needs of the child. It also gives pieces of advice on differentiated instruction
given in class.

Meetings are held regularly to discuss the progress and development of every child in main
subject areas. If there is a concern relating to progress and development we will look at the best
way to support the child. This will include the collaboration of the SEND team and the class
teachers to work together and find solutions.

When it comes to planning, we will see which intervention would best suit the child and begin
working on individual targets. The SEND team will meet with and work closely with the parents
and teachers to plan an appropriate program of support for the child with the aim of narrowing
gaps or removing barriers to learning. At{iiljthe process by which we identify and manage
children with SEND is that we place children in need of support onto the SEND register. A child
on the SEND register may have additional 1 to 1 support from a support teacher and may be
provided by therapy sessions from an outside agency. Students are also provided with remedial
sessions after school if needed.

Outside agencies such as (D C-nter and (D

Center provide observations, feedback and recommendations to teachers.

All students under SEND register are closely monitored by the SEND team and by outside
specialists from a healthy care center.

The student will receive differentiated, targeted. group or individual support in a way that
parents, teachers and the SENDco feel will have the most impact on progress.

At the end of each term, class teachers meet with the SEND team and carefully review the
progress of all SEND students.
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I SE\D policy

C- Curriculum Modification

The curriculum is modified and altered to meet the needs of each student and learning style.
Differentiation is carried out according to content, process and product. It is held across all
school phases. IEPs are conducted to ensure that the necessary modifications are implemented
and students are well engaged and included in the curriculum through weekly plans, daily
plans...

D-The Intervention

The basis for intervention could be the teacher’s or others” concerns, underpinned by evidence,
about a child who despite receiving differentiated learning opportunities:

« makes little or no progress even when teaching approaches are targeted particularly in a
child’s identified area of weakness

« shows signs of difficulty in developing literacy or mathematics skills which result in poor
attainment in some curriculum areas

* presents persistent emotional or behavioural difficulties which are not ameliorated by the
behaviour management techniques usually employed in the school

+ has sensory or physical problems, and continues to make little or no progress despite the
provision of specialist equipment

* Has communication and/or interaction difficulties, and continues to make little or no
progress despite the provision of a differentiated curriculum.

Ultimately teachers are responsible and accountable for the progress and development of the
children in their classes. including where students access support from teaching assistance or
specialist staff. We understand that high quality teaching, differentiated for individual students,
is the first step in responding to students who have or may have SEND. We know that additional
intervention and support cannot compensate for a lack of good quality teaching by the class
teacher.

E- Personal support:

At (@l cach student is supported according to his/ her needs. Teachers and SEND team members
work together to provide the right environment and best accommodations that cater to each
student’s needs. Students are trained to become lifelong learners. They are engaged in all school
activities that enhances their personal and social well being. SEND students are prepared
gradually to become independent and well rounded individuals.

F- Progress and Outcomes:
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(. SEND policy

Progress is continuously being monitored by the SEND team and the teachers to make sure the
students are on the right track. Teachers and SEND coordinators work as a team to ensure that
assessments given are modified and fit the needs of each student. Progress reports are submitted
monthly to parents so that they could monitor their children’s progress at home and work parallel
with the school for better outcomes.

Parents Partnerships
@ icws parent’s partnerships as per the following:

o The school seeks the views of parents including those special educational needs children
through different channels.

« Parents are active and valued participants and make a significant contribution to the school’s
good quality provision for students with SEND. They are properly involved in the
development and review of the personalized programs for their children and are properly
represented in the life of the school, for example on the school’s Governing Board.

o All parents of students with SEND, including those who are difficult to engage, have access
to and benefit from a range of good quality guidance, training and support services within the
school. These are specifically targeted to the particular challenges of the students and their
families and include access to culturally sensitive support groups.

o Parents are consulted at every stage of the identification and provision process; feedback to
them is provided informally and formally through meetings and reports

o The school uses different channels of communication with parents.

« The school operates an open door policy where parents are invited and encouraged to meet
with the SEND coordinators when concerns arise.

o The school appreciates the parents’ feedback concerning our services.

SEND TEAM leadership and management under the principal’s supervision
The SEND Team is formed of well-qualified specialists:
Fulltime:
1. G (S:ND Lead; BA clinical psychology —Masters in Educational

psychology ): provision of all phases K-12 and SEND coordinator for Kindergarten phase
and grades 9 till 12
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(N SEND policy

2 G ( [nglish learning support Teacher and SEND coordinator for grades 1
till 8: Holding a BA and gained certificates in dyslexia):

3. G ( \[ath Iearning support teacher and SEND coordinator for grades 1
till 8; B.A. in Math)

4. @ (\r2bic Coordinator and gifted and talented provision for grades 1 till
12)

Part time:

- G (©nglish support for grades 9 till 12)

6. @ S cicnce support for grades 9 till 12)

7. G (\1ath support for grades 9 till 12)
8. @ (\1abic support for grades 6 till 9)

Role of the SEND lead

In collaboration with the principal, HOS, HOD. supervisors and SEND team members, the SEND lead
focuses on:

e Managing the SEND team and Learning Support staff.

e Monitoring the development and implementation of all aspects of the special education
program process and in relation to KHDA requirements.

e Establishing procedures for the identification and support of students with special needs.

e Responding to concerns of parents, teachers, and administrators.

e Maintaining a SEND register, with records on students with special educational needs

e Co-coordinating the provision for students with SEND.

e Liaising with and giving advice to class teachers and support staff.

e Overseeing SEND students’ records.

e Checking student’s engagement in classes.

e Overseeing teaching behaviors in classes toward SEND.

e Coordinating with external agencies

e Assists in identifying students with special needs

e Ensures that the IEPs are in place if appropriate for a child identified on the SEND regidter.

e Manage the day-to-day operation of the policy.

e Organizing and conducting workshops for the teacher and parent s with an aim to enlighten
them on issues related to students and parenting.

Role of full time SEND coordinators grades 1-8

e Comment regularly to the SEND leader about the progress of the student with special needs.
e Keeping the SENDco fully informed
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(. SEND policy

e Work in collaboration with the Class Teachers, SEND team, Coordinators, Heads.
administrators and Parents.

e Engage in co-planning with the teachers and work together to design lesson plans,
accommodations and modifications to fit the needs of SEND.Provide in - class support as
well as through pull out sessions based on the need of students from grades 1 till 6.

e Review and develop Individualized Education Plans -- or IEPs -- and holding meetings to
discuss these plans with parents, administrators, and other individuals involved in the
education of SEND students.

e Collaborate with teachers and Heads of departments to administer tests and other assessments
to determine the progress of special needs students.

e Support and advice teachers on how to meet individual needs.

e Supervise and make modifications to the regular curriculum based on student need and
ensure that accommodations are provided.

e To liaise with parents of students with special educational needs

e Maintain accurate and complete student records and prepare reports on children and
activities, as required by laws, district policies, and administrative regulations.

e Meet with parents to discuss their children's progress and to determine priorities for their
children and their individualized educational needs.

e Supporting a positive relationship with parents, classroom teacher, and the student through
communication of student goals and objectives.

e Providing accommodation/modification information ahead of time so the teacher can make
preparations to support the student’s participation.

e Planning a regular time and/or a means of communicating with parents, service providers,
classroom teacher, and the shadow aide.

e Monitoring the student’s performance in the classroom, collecting and interpreting student
data in order to maintain an awareness of the best ways to support student learning.

e Develop individualized education programs (IEPs) designed to promote students’
educational, physical, and social/emotional development.

e Conduct classroom observations for SEND students

e Assist in collection of data for providing appropriate classroom interventions.
Evaluates students' academic progress

Role of part time SEND coordinators

e Conduct classroom observations for SEND students

e Supervise and make modifications to the regular curriculum based on student need and
ensure that accommodations are provided.

e Comment regularly to the SEND leader about the progress of the student with special needs.

e Keeping the SENDco fully informed

e Support and advice teachers on how to meet individual needs.
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Appendix (7.2): The SEND department Handbook

SEND Department

Handbook
2016-2017
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SEND Support

1. SEND/Inclusion Policy Statement
2. SEND and support Services at (il
a- Provision (includes SEND process chart)
b- Identification (includes SEND referral process chart)
c- Intervention
d- Curriculum modification
¢- Personal support
f-  Progress and outcomes
Partnerships with parents
@ SEND team members
Role of SEND department team members
Categories for Disabilities/Special Educational Needs as per KHDA UAE
framework 2016-2017

AN W AW

7. Gifted and Talented (United Arab Emirates School Inspection Framework 2015-
2016)

8. Self-assessment of SEN support unit

Resources for teachers
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{ 1- SEND/ Inclusion Policy statement }

The School advocates the inclusion of all children including those with
Special Education needs as fully participating learners. All students are
welcomed, accepted, and valued. As an inclusive school {§provides a
safe physical surrounding, a rigor curriculum, and welcomed, positive
learning environment that reflect the needs of all students including those
with special needs. The school ensures that inclusion of students with
Special Educational Needs is facilitated through adherence to the Special
Education services adopted by the school. This policy ensures that
curriculum planning; teaching provision and assessment for students with
special needs takes into account the type and extent of the difficulties
experienced by the child. The school strives to remove the barriers that does
not allow students to reach their full potential, barriers may be physical,
social, academical or communication. Each problem is identified and
tackled accordingly.
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2- SEND and support Services at{§iij§

We monitor all children’s progress closely, and identify those who require support
starting from an early stage. Individual Education Plans (IEP) are written
collaboratively by a member of the SEND team, class teachers and specialist from

medical centers (G | G
G i) if necded.

A range of educational support specialists from (D or G v ork with
the school to insure the SEND students are monitored and supported according to
their needs in order to reach their highest potential.

Classes are mixed ability and children have the opportunity to work in a range of
different groupings. The needs of all children are met within the classroom.

SEND support services are tackled through:

A- Provision

Provision is designed to promote confident, independent learners who come to an
understanding of their learning profile and develop the skills necessary to achieve their
potential. The school offers in-class support, and pull out support in the learning support
room from grades 1 till 6. In class support is give by the classroom teacher throughout all
phases and they follow up with the SEND team for guidance and resources. It also gives
pieces of advice on differentiated instruction.

SEND students:

SEND students are students who show signs of SEND and they either hold a diagnostic
report from an outside specialized center or they are diagnosed by the school through a
process of observations and screenings and meetings with parents. They are provided with
an TEP (individualized Educational Plan). SEND students are given special
accommodations and differentiations i.e. in their homework and in their exams etc...
Special forms and process is applied for these students’ constant follow up. Support
teachers provide a pull out and pull in service to support the student in class and outside
class when needed. The teachers in class are regularly supporting these students and they
are being guided by the SEND team.
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The following chart shows how identification of SEND students takes place:

Identification phases

Stage 1 Stage 2 Stage 3 Stage 4 Stage 5 Stage 6
Admission Teachers Parents Referral to SEND team | Parental
/diagnostic observations/ | meeting SEND observations | approval
assessment evaluations department and

screenings

- = = ==

When SEND students are identified by teachers, the following process takes place:

If student is exhibiting SEND -
signs then parents may geta SEND lead and SEND team
Teachers formal diagnosis from members continue with
outside center to determine observations
the student's status

observations+ screening +
Counselor teachers' meetings+report+ identified SEND students are

informing the parents of the under SEND register
following up process

Head of sections using SEND Lead (with student's
referral form file+ TF1 form)
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Referral process:

Step | Process Form
1 | Referral from counselor Referral to SEN TEAM
2 Teacher observation TF 2 Minutes of teachers’
meeting
TF1 Student behavioral and
academic report
3
Classroom /playground observation EP 1 Classroom Observation
to be done by SEND leader Form
EP 2 Observation report
EP 3 Playground Observation
Form
4
Meeting with the student (SEND Lead) CF1 Student’s Meeting
6 Feedback to and from teachers TF 1 Student Behavioral and
Academic Report
TF 2 Minutes of teachers
meeting
7
Screening/Identification EP 1 Identifying Student’s with
Special Needs
by the SEND team leader
8 | Academic / behavioral interventions Academic
Student Behavioral Report
9
C/4 Parents Visit Report
Parents Meeting (SEND team)
11

Assess and evaluate (SEND team)
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with enough distinct features to warrant its own label.
Tt is characterised

by subtle impairments in three areas of development.
There is no clinically

significant delay in cognitive development or in
language acquisition.

However, students with Asperger’s syndrome often
have communication

difficulties.

General Learning Difficulties

Learning difficulties

1

Below average general intellectual functioning often
reflected in a slow rate
of maturation, reduced learning capacity and

inadequate social adjustment.

Learning difficulties

2

Significant learning difficulties which have a major
effect on participation in the mainstream curriculum,

without support.

Profound and
Multiple Learning
Difficulty (PMLD)

Complex learning needs resulting in severely impaired
functioning in respect

of a basic awareness of themselves, the people and the
world around them.

They may include physical disabilities or a sensory
impairment. A high level

of support is likely to be required.

Assessed Syndrome

A syndrome usually refers to a medical condition
where the underlying

genetic cause has been identified, and the collection of
symptoms 1S

genetically related. Examples of syndromes include:
Down’s syndrome,

Stickler syndrome and Williams syndrome.

Specific Learning Difficulties

Dyslexia -reading

Dyslexia is a specific difficulty with learning to read

fluently and with accurate
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comprehension despite normal or above average
intelligence. This includes

difficulty with phonological awareness, phonological
decoding, processing

speed, orthographic coding, auditory short-term
memory and language

skills/verbal comprehension.

Dysgraphia -
writing/spelling

Dysgraphia is a specific learning difficulty that affects
written expression.

Dysgraphia can appear as difficulties with spelling,
poor handwriting and

trouble putting thoughts on paper. Dysgraphia can be a
language-based

and/or non-language-based disorder.

Dyscalculia - using

number

Dyscalculia is a specific learning difficulty that affects
the ability to

acquire arithmetical skills. Learners with dyscalculia
may have difficulty

understanding simple number concepts, lack an
intuitive grasp of numbers

and have problems learning number facts and

procedures.

Dyspraxia —

fine and gross motor skills

Dyspraxia goes by many names: developmental
coordination disorder,

motor learning difficulty, motor planning difficulty and
apraxia of speech. It

can affect the development of gross motor skills like
walking or jumping. It

can also affect fine motor skills or speech. Dyspraxia is
not a sign of muscle

weakness. It is a brain-based condition that makes it
hard to plan and

coordinate physical movement.
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Dyslexia: Reading and Spelling Difficulties

Dyslexia is viewed as a difficulty in processing language or words affecting up to 10% of
the population. It is seen predominantly as a difficulty in processing information and
phonological awareness which impacts upon reading, writing and spelling. Standardised
assessments are used to diagnose specific areas of need which provide an insight into the
strengths and difficulties being experienced.

The main features are:

» Poor phonological discrimination skills

e Poor sequencing skills

o Poor auditory processing skills

» Poor short-term memory

e Poor visual processing and discrimination

Contrary to popular belief, a diagnosis of dyslexia is not needed to apply for extra help in
the form of access arrangements/exam concessions or in-class support; the profile of
strengths and weaknesses is the important feature when applying for additional help.

Early Years:

e Delayed or problematic speech

e Poor expressive language

Poor understanding of prepositions and instructions
Reduced vocabulary

Difficulty in thyming

Reduced interest in the alphabet and letters/numbers
Misuses pronouns

Primary Years:

Slow or reluctant to begin to read

Often mis-reads text or misses out words

May lose place when reading

May confuse visually similar words such as saw/was; on/no

Difficulty in learning alphabetical sounds (phoneme) and corresponding written
representation (grapheme)

Difficulty in spelling

Slow writing

Difficulty in thyme and alliteration

Marked discrepancy between spoken and written language

Difficulty in generalizing

Secondary Years:

¢ Reading fluency will be poor compared to peers
e May avoid reading

* Writing speed may be slow

o Poor spelling will persist
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o Often imaginative ideas are not expressed in writing
e Problems with copying

Speech and Language Difficulties

Early speech, language and communication difficulties are an indicator of a number of
other specific learning difficulties such as dyslexia, Attention Deficit Hyperactivity
Disorder or Autism and Aspersers Syndrome or may be experienced independently of other
difficulties in the form of Specific Language Impairment (SLI). It is essential that early
speech problems are identified and addressed as soon as they are evidenced to give the
child the best possible chance of learning in school. Speech, language and communication
(SLC) difficulties may affect up to 10 per cent of the population and can be identified by
parents and professionals working with children. SLI itself may be a result of a number of
underlying causes and a thorough assessment should be carried out by a speech and
language therapist working in collaboration with the parents/carers and the educational
setting. A further disorder which is associated with SLI is semantic-pragmatic disorder and
is thought to overlap significantly with Aspergers syndrome as the social use of language is

the overriding difficulty.

Language is a complex interactive system as it relies upon a communication exchange. It
develops as a result of a number of developmental threads, namely

o form of the language which include the phonology and grammatical structures and
e Its use, which are pragmatics.

e semantics or content of the language

Any or all areas may be deficient in a child who is experiencing SLI. Language also
involves interpretation in addition to use, hence a child may be able to interpret language,
but may have difficulty in using or expressing him/herself or alternatively a child may have
difficulty interpreting others whilst being able to express themselves coherently.

A child may for instance, be able to use appropriate semantics but may mis-understand
others” semantics as the content will vary according to context.

Speech and Language Therapists are able to provide intervention plans to schools
regarding the language development of a child, including helping children with their:

e articulation - how they produce sounds
e phonology or speech sound system —how they interpret sounds
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2018-2019

Grade: Section:

Teacher's name:

Appendix (7.3): TF1

IDENTIFYING STUDENTS WITH CONCERNS

Please list below students with concern. Specify the concern by writing the description on TF2 form.

Form: TF1

Date:

Subject:

Student’s Name

Academic
Concern
‘.’qJUi

Behavioral
Concern

i

Social
Emotional

(Shdal - dbs

Gifted
Talented
ROTY

Rate
Low/medium/high
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Appendix (7.4): TF2

2018-2019

Form: TF 2

Student’s Behavioral and Academic Report

Student’s name:

Class:

Teacher’s name: Subject: Date:

Please check any that applies:
Attention

Pays attention

Follows instructions

Does not follow instructions
Able to stay on task

Easily distracted

Completes assigned tasks
Excessive daydreaming
Seems interested

Seems indifferent

Temperament

_ Happy
Depressed/withdrawn
Angry

Shy

Confident

Anxious

Upset

Cries easily, oversensitive
Stressed

Academic Abilities

Writes clearly

Difficulty acquiring knowledge
Difficulty following directions
Poor reading skills

poor handwriting

Excessive fear from exams
Difficulty with written expressions

Achieves below grade level

Difficulty in problem solving

Effort and motivation

participates

Tries hard

Gives up easily

Careless in work

Eager to please

Hesitant to begin working

Works slowly

Works well independently
Avoids asking or answering

Relationship with peers

Works alone

Interacts well with others
Initiates social interaction
Waits for others to initiate
Distracts peers

Avoids peer interaction
Provokes others

Has no friends

Verbally aggressive
Physically aggressive

Relationship with teacher

Cooperative
withdrawn
Seeks attention

Behavioral Attributes
Always moving
Irritable or moody

Impulsive

Needs repetitive reminders to sit or work

Reads at or above grade level Destructive of others’ belongings
Frequent reversal of letters/numbers Does not cope well with failure

Difficulty remembering facts/details Immature behaviors
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Appendix (7.5): The KHDA Inspection report 2017-2018

VINSVPECTION REPORT

20i7-20I8
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DuRR

Knowledge d_éy20Jl

School information .....

The DSIB inspection process

Summary of inspection findings 2017-2018

National Priorities

Main inspection report
1. Students’ achievements

2. Students” personal and social development, and their innovation skills

3. Teaching and assessment

4. Curriculum

5. The protection, care, guidance and support of students

Inclusion of students with SEND (Students of determination)...............cccueewnererinns

6. Leadership and management

The views of parents, teachers and senior students

Inspection Report 2017-2018
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Knowledge a_8,2al!

4. Curriculum

KG Elementary Middle High
Good Good Good Good

Curriculum design and
implementation

The curriculum follows the California State Standards, the NGSS in science and the MoE
standards in Islamic education and Arabic. The curriculum is broad, balanced and provides
for continuity and progression between grade levels and between phases.

Curricular choices available to students are limited. There is no enough focus on offering a
wide range of elective courses, which is a hallmark of US curriculum schools. Cross-
curricular links are not consistent features of lessons, but real-life applications are regularly
included.

The use of technology by students is not evident across all subjects, and a consistent
approach to promote digital literacy skills is not in place. The science, technology,
engineering and mathematics (STEM) curriculum enables some students to participate in
interdisciplinary opportunities based on real-world applications.

KG Elementary Middle High

Curriculum adaptation Good Good Good Good

o Curriculum adaptation is effective across all phases. Individual educational plans for
students with SEND are available in all classes, providing them with modified targets.
External assessment information is not used effectively to adapt the curriculum.

Students are provided with some opportunities for enterprise, innovation, creativity and
social contribution. The addition of UAE social studies and moral education programs
extends and enhances students’ knowledge and understanding of Islamic values and the
culture of the UAE.

Emirati heritage, history and culture are embedded in the school’s life and are celebrated
throughout the campus. Artwork, artefacts and traditions are showcased in assemblies,
classes, corridors and in the KG ‘Union Museum’.

o Children in the KG receive 60 minutes a day of Arabic language instruction.
For development

» Increase the use of external assessment information to design, implement and modify the
curriculum to meet the needs of all students.
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DuRRI

Knowledge 4.$,2a!

Inclusion of students with SEND (Students of determination)

Provision and outcomes for students with SEND Good

The school's governor of inclusive education and the inclusion champion are committed to
the promotion of an inclusive ethos and to the provision of personal support for all students
with SEND.

Students in need of SEND services are identified when entering the school or when found
in need of intervention in the classrooms. However, the writing of individual educational
plans does not involve all key persons, such as parents, teachers, members of the SEND
team and students.

Parents are especially appreciative of the work of SEND staff and their attention to the
education of their children. Staff are in frequent contact with parents on updates and
suggestions for activities to do at home.

Instructional support from classroom teachers is variable. Some teachers provide targeted
modifications for each student, while many do not address the specific learning needs
outlined in each individual educational plan. Students with SEND benefit from ‘push-in and
pull-out” teaching provided by learning support staff.

Across the school, students with SEND are making progress at an inconsistent rate.
Instruction is often focused on keeping students with SEND engaged in lessons without
sufficient attention to their learning and progress.

Click here to enter text.
For development

« Ensure the writing of individual educational plans involves all stakeholders and includes a
focus on how to enhance students’ progress.

« Effectively implement the targets outlined in the individual educational plans in all
lessons.

Inspection Report 2017-2018
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Appendix (8): Documents of the policies and laws related to SEND students in
the UAE and specifically Dubai:

DUBAI INCLUSIVE
EDUCATION
POLICY FRAMEWORK
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“An educational setting
where students from
different backgrounds
and with different
abilities learn together
in an inclusive

environment”

“Attitudes, beliefs,
practices, physical or
technological obstacles,
or the lack of support,
that result in 2 studert's
exclusion from, or in their
less-than-full participation
as avalued equal in,
the common learning
ironment in mainstream
scheols and classrooms™

o

At its heart, inclu education is a provision that is committed to

ing all students, including students i i as experiencing
special educational needs and diszbilities (SEND) in a common learning
envitonmient. In such settings, all students have access to quality
struction, intervention and support, so that they experience success
in learning.

Inclusive education providers create a2 culture of collaboration,
a landscape of mutual respect and equality for all. All students are
given opportunities to be successful learners, to form positive social
relationships with peers, and to become fully participating members of
the learning community.

To achieve a high-quality, inclusive education system it is vital that all
stakehalders acrass all education sectors within Dubai develap a shared
i to ionally ised values of inclusive education.

All stakeholders, including governing bodies and leaders at all
levels should:
«  viewand value student diversity as integral to the human
condition

+  recognise the learning potential of all students

+  engage with theories of learning that support child-
centred and differentiated approaches to teaching and
learning

- acknowledge that all students have the right to education
in 2 commen learning environment

- prevent marginalisation and discrimination in educaticn
based on the experience of SEND in order to reduce
barriers ta participation in learning

+  be proactive in removing barriers to learning in diverse
student populations, by adapting and modifying curricula,
teaching and learning strategies

- reject ability-labeling in teaching, along with the idea
that some learners cannot learn due to individual deficits

« Fulfil their responsibility to facilitate an inclusive

culture within their individual education settings and
be through the pi ices and
outcomes of the entire learning community.

‘Dubai inclusive Policy * has been ta
suppart the UAE's commitment to the United Nations Conventicn on
the Rights of Persons with Disabilities (UNCRPD) as well as federal and
local legislation that calls for the inclusion of all learners, regardless
of ability, in the education sector. Federal Law 2006 and 2009 zand
Dubai Law no 2 (2014) clearly demonstrate Dubzi’s commitment to
ensuring the educational and socizl inclusion of all children, adults
and families experiencing special i needs and
(SEND). These laws reflect international best practices and align with
the UAE's ratification of the UNCRPD, particularly Art. 24, on the rights
to Inclusive Education. The principles of inclusion and equity lie at the
heart of the legislative framework. It requires that education providers
ensure that students who experience SEND have equitable access to
quality inclusive educaticn with their peers.

The policy framework has been developed in partnership with 2 diverse
range of stakeholders. It is based on i i evidence of

inclusive practices in education. It alsc the culmination of an
international benchmarking literature review, a participatory research

process, based on Itation with many andan
environmental scan of the enablers and barriers to inclusive education.
The process has included a situati lysis that identifi ial

barrier-mitigation strategies and illustrates students’ journeys across
education phases and providers in Dubai.

Based on international best-practice and research, the pelicy framewark
purpesefully offers definiticns of key terms with the intention of

informing a clear, common I and h (Appendix 1).
This policy framework also takes into account the complexity and the
i of the ed i of Dubai, which hosts schools

from all over the world, collectively delivering over 17 different curricula.
This landscape is characterised by a diverse range of different education
settings including schools, early learning centres, higher education
providers and special education centres.

“A need which occurs
when a student identified
with an impairment
requires the school
0 male specific
modifications or provide
specific supports to
prevent, remove or recuce
any paterttial disability
from oceurring and to
ensure that the student
can access education on
an equitable basis and
withina common learning
environment with same-
2ged peers”
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