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ABSTRACT IN ENGLISH  
 

This research investigates the Toward Inclusive School Development Programme (TISDP) 

launched in Lebanon, in January 2018. The project is a joint initiative of the Lebanese Ministry 

of Education and Higher Education (MEHE), and the United Nations Children's Fund 

(UNICEF) and is supported by the Government of Canada. 

The study  investigates the perceptions, development, and implementation of the TISDP. A 

mixed methods approach is used to collect quantitative data through surveys and qualitative 

data through focus groups, semi-structured interviews, participatory and non- participatory 

observation, and document analysis. The exploratory sequential mixed methods design was 

adopted to provide the qualitative data. The paradigm of pragmatism was also applied to bridge 

the gap between the scientific method and naturalistic methods. Thus, the use of triangulation 

aimed to increase validity and trustworthiness. The research questions focused on the aspects 

of development and how the provision services were implemented for the target group of 

students. It also explored the perspective of different stakeholders of the development and 

implementation. Findings revealed that there are several gaps realised during the 

implementation process towards inclusion. The following areas of concern need to be addressed 

to ensure sustainable development of the programme in the future. These gaps include: 

1. Lack of alignment - There is a disconnect or misalignment between what the 

management level of the programme wants to achieve and what the principals and 

paraprofessionals in the schools actually do. This has a direct impact on the 

effectiveness of the programme. 

2. Enforcement - It was noted that there is an obsessive forced hierarchical system rather 

than a participatory system in the programme.  



 

3. There is no clear inclusive education policy at the national level and there is a lack of 

resources to provide provision services, which leads to frustration among 

paraprofessionals. 

The study concludes with recommendations for future practises based on lessons learned from 

TISDP. Finally, detailed suggestions for further research have been made to help fill the 

research gap with the aim of improving inclusive services in Beirut, Lebanon. 
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CHAPTER ONE (INTRODUCTION)  
 

1.1 BACKGROUND OF THE STUDY 
In Lebanon, Law 220/2000 which details the rights of people with disabilities specifies all 

children be given equal access to education without discrimination. The law 220 was issued, in 

2000, and has not been updated up until this moment. It is driven by the óEducation for allô 

philosophy which states that ñchildren that learn together, whenever possible, learn to live 

together regardless of differences they may haveò (Salamanca 1994, p.11).   

The country signed the UN Convention on the Rights of Persons with Disabilities (UNCRPD) 

in 2006, which promises equal educational rights to those with special needs and the treaty has 

not been ratified yet.  

A WHO (2011) study revealed that one billion people, or 15% of the worldôs population, 

experience some form of disability and this global estimate for disability is on the rise due to 

many reasons such as the improvements in the methodologies used to measure disability. Thus, 

provision support services to cater for the needs of this category of learners are expected to be 

on the rise accordingly. Research demonstrated that 17% of the global population, adolescents 

and youth, with an estimate of 258 million children are not in school (UNESCO, 2020). 

Students with Special Educational Needs and Disabilities (SEND) are neither granted equal 

opportunities nor quality education. According to a recent report by the human right watch 

(2018), five percent of children below the age of fourteen have a disability. Also, a declaration 

by the government agency, that is responsible for enrolling students with disability, stated that 

only 8,558 of children aged five to fourteen are registered in Lebanon for receiving the needed 

support to cater to their disabilities. According to UNESCO (2020b) there are around 58 million 

children not enrolled in primary education worldwide and approximately 100 million did not 

complete the mandatory stage of education. In the Arab region, UNICEF (2020) estimated that 
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only 74 percent of students from the poorest quintile and 95 percent from the richest quintile 

completed their primary education in 2019. Thus, discrepancies in statistics indicate that tens 

of thousands of Lebanese children with SEND are not registered in the Rights and Access 

databases. The result is that many of these students not only may not have access to education 

at all but also their basic needs are not catered for by the country (HRW 2018). Consequently, 

the number of out of school children in Lebanon is growing and exclusion is becoming the 

norm. To address such drastic current state, the ñTowards Inclusive Schools Development 

Programò (TISDP) of provisions and services was launched in January 2018. This initiative was 

collaboratively led by the Lebanese Ministry of Education and Higher Education (MEHE), the 

United Nations Children's Fund (UNICEF) support and financed by the Canadian Government. 

The aim was to promote the development of Inclusive education environments, build the 

capacity of the public-school systems and equip stakeholders with the necessary knowledge and 

skills to ensure quality education for all students including SEND students by targeting 30 

public schools in all governorates of Lebanon. 

A report published on the Arab human development by both the United Nations Development 

Programme (UNDP) and the World Bank in 2007 stated that the quality of education in the 

Arab region has deteriorated and needs urgent reform to meet the demands of the 21st century 

(Jurdak & BouJaoude, 2011).  

This study aims to investigate the TISDPôs development, implementation and perceptions in 

order to drive radical change in Lebanese public schools, educational culture and society. 

In regards to the personal rationalisation of the study, the triggering factors for me were both 

(a) my personal experience of my children (Jamil & Karim) who were diagnosed with ADHD. 

I was lucky in seeking out a private inclusive school in Dubai, UAE that was equipped to 

support children with special needs. From this experience, I learnt essential skills of how to be 
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effectively involved in their school life. The knowledge I gained permeated into my practice in 

working in private schools for the last twelve years. Having lived through the success of their 

cases overcoming their obstacles due to and transforming into a university student studying the 

second year of computer science and a sporting swimming champion. (b) observing the trauma 

experienced by Lebanese people of the port explosion in Beirut in 2020. It affected many 

people, and the situation was exacerbated by the impact of the socio-economic challenges 

experienced by them. It was then that I came to realize the importance of investigating TISDP 

to help students with disabilities who are the last on the list to be considered for support in such 

context. Subsequently, I was ready to share my humble experience to help others in a similar 

situation. I now advocate for inclusive education. What I experienced with my two sons should 

not be experienced by other people. 

TISDP: School Development  

This study is built on the belief which states, the inclusion of students with SEND not only 

supports them but also improves their holistic wellbeing in line with similarly developing peers 

in terms of emotional, social and academic achievement (Ajuwon 2008; Katz & Mirenda 2002).  

Internationally, a significant increase in the proportions of students being categorized in need 

of support make schools look hard to develop and earn additional resources to cater for the 

needs of all learners (Fulcher 1989; Meijer & Watkins 2019). Though, effective school 

development helps every learner thrive and prosper.  

Inclusive education is a journey through which expected equity issues will arise in three 

interlinked areas within, between and beyond schools Ainscow (2020) as shown below:  

Within schools: 

It stems from school and teacher practices, including: 
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1) The ways in which students are taught and engaged within the teaching and learning 

process.  

2) The ways in which teaching groups are organized and the different kinds of opportunities 

that result from this organization.  

3) The ways in which the school responds to diversity in terms of attainment, gender, ethnicity 

and social background.  

4) School characteristics related to the kinds of social relations and the provided personal 

support.  

5) The kinds of relationships the school builds with families and local communities.  

It is worth noting that, school improvement projects of reform, aims at improving practices in 

ways of responding positively to student diversity. The key point here is to celebrate individual 

differences and not to see them as problems to be fixed, but as opportunities for enriching 

learning. A common characteristic of an inclusive school model involves being welcoming, 

supporting and tracking the progress of all students in general and vulnerable students in 

particular.  

Between schools  

Inclusive practices may vary from school to school within the same country due to several 

reasons such as collaborative inclusive culture. Moreover, teachers need to have the flexibility 

to cooperate not only with other staff members and students but also with other schools, and 

with stakeholders beyond the school gate. 

Beyond schools  

Socio-economic circumstances, may vary across countries, that make some countries poor and 

others affluent. Consequently, this has an impact on the implemented practices. 
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Underlying social and economic processes at global levels may affect local conditions out of 

which inclusive practices are driven.  

Therefore, wider policy context beyond the national forces, might affect the results: 

1) The family processes and resources which shape how children learn and develop. 

2) The professionalsôperspectives working in schools.  

3) The demographics, economics, cultures and histories of the areas served by schools. 

Accordingly, the school development process shows that during the implementation stage many 

forces act as a contextual influence, which may become barriers and obstacles or its support 

and encouragement. It is worth knowing about the characteristics and aspects of this 

development. As a result of such development in competencies: Teachers may establish 

learning situations for children to develop their key competencies for life. Teacherôs self-

development is an on-going path. This is illustrated in Figure 1.1 which is adapted from 

Mouawad (2013 p.182). 

 

Figure 1 TISDP: Implementation Process 
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The whole-system approach framework developed by Ainscow (2020), guided the current 

research to investigate the aspects and the development journey of the three case schools into 

inclusivity (see Appendix 2).  

The framework is used as a tool to structure thought processes around the promotion of 

inclusion, equity and excellence within the education system. To reach inclusive goals, studies 

revealed that the equity-excellence dilemma relate to one another through sustaining effective 

schools (Handy1994; Florian (2019).  

Research also concluded that, implementing inclusive strategies in effective schools can be 

achieved in the presence of four interrelated forces 4Pôs namely; policy, place, process and 

practice. The school development plan (see Appendix 1.2) guides schools on their journey into 

inclusive education. It is a road map providing lessons learnt from international experiences on 

how to promote inclusion and equity; yet it needs to be adopted and adapted with care in 

Lebanon to fit the local context. Metaphorically, these 4Pôs are viewed as the wheels of an 

effective inclusive car (Gaad 2021).  

Policy: Inclusion & Equity as principles 

Policy constitutes the first wheel of the effective inclusive car. Policies are meaningless papers 

if policy implementers do not believe in their contents and action them. Importantly, a clear-cut 

inclusive policy is needed in each school to help every learner thrive and flourish. Inclusive 

policy is a so-called ñrightò by law. So that day-to-day school operations be effectively 

implemented for such purpose. For example, equity principles involve the belief that education 

is the foundation for a more just society. Therefore, it is extremely important that stakeholdersô 

understandings of these concepts and their attempts to develop inclusive schoolsô values 

become clear so that the intended progress is smooth and seamless. On the other hand, the 
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external policy environment needs to be compatible with school developments policies in order 

to support the efforts of schoolôs work.  

The óecology of equityô (Ainscow et al. 2012) mentioned that studentsô holistic development is 

not dependent only on the educational practices implemented by teachers in schools. Instead, it 

is affected by a myriad of external interacting processes which exert influence on the school 

from the outside. Therefore, when schoolsô actions are aligned in a coherent way with external 

efforts and policies from other local players, community groups, universities and public services 

then results can multiply the impacts of each otherôs efforts (Kerr, Dyson, & Raffo 2014).  

Place: Involving the wider community  

Place constitutes the second wheel of the effective inclusive car. What is worth aiming for is to 

place the child in the right environment taking into consideration what suits each studentsô 

development and growth to thrive. Place is as equally important as producing inclusive policies. 

It requires forming partnerships with and among key stakeholders who can own the process of 

change and support it.  

The essential issue of the place becomes to investigate the current culture and teaching 

(Ainscow & Messiou 2017) to know the language of the ongoing practices (Ainscow et al. 

2006) related to presence, participation and achievement of all students.  

In inclusive places, a collaborative multidisciplinary team choose adopted learning support 

provisions Mitchell (2015) through Response-to-Intervention Model (RTI) which suits the 

settings and case (Figure 2.2) e.g. the ópush-inô, which means providing a continuum of 

evidence-based best practices in Tier1 of in the classroom support; Or pull-out purposes, which 

means learners who need additional help receive it at Tier 2 through small group intervention 

which takes place in some cases outside of classroom doors. The last Tier 3 employs daily 

individual intensive remediation of one-on-one in a separate setting. Also, it may require 
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support from outside specialists such as speech and language therapy or psychology services 

(Fairbanks et al. 2007).  

 

 

Figure 2 TISDP: Implementation ProcessOr the Multi -Tiered Systems of Support model Source: Haigazian (2021, p.18).  

Process: Use of evidence 

Process is the third wheel of the effective inclusion car. It starts with ensuring that a policy is 

issued and the right place is chosen. Subsequently, the aim of the process is to foster the 

participation in learning for all students. The basis involves having a systematic road map, 

which indicates the different stages carried to serve the child from the initial referral in day one 

to the graduation on the last day of presence at school.  

In contexts, where there is a culture of collaboration that encourages and supports problem 

solving (Ainscow 2016, Dyson et al. 2004) inclusive education is more likely to be successful 

because all staff are broadening their repertoire of responses. Thus, the clarion call for teachers 
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to work with and through other adults to secure meaningful learning experiences for all children 

in the classroom community (Florian 2014; Florian & Spratt 2013) remains upheld. It is proven 

that quality teaching is fostered within a supportive community, providing opportunities for 

learning, reflection and transformation (Fulton et al. 2005) and that teachers no longer should 

be óaloneô in their classrooms; instead, they should work collaboratively with their colleagues 

to improve the quality of their work (Clift et al., 1990; and Gore & Zeichner, 1991). 

On the other hand, not all learning in ócommunities of practiceô is valuable, as some persons 

may acquire undesirable forms of practice or values (Salomon & Perkins, 1998). Clement and 

Vandenberghe (2000), stated that autonomy and collegiality complement each other, and 

professional development (PD) is the result of the interplay between the individual and the 

group. In order to work alone, teachers need to collaborate with others, and vice versa (Clement 

& Vandenberghe, 2000). 

Ainscow and Sandhill (2010) illustrated in their study that preparation, implementation and 

review of the Individualized Education Plan (IEP) need to be based on shared decision-making 

and democratic principles. 

Yet, to improve current inclusive practices and cause the desired culture changes a common 

language called óinclusive dialogueô (Huberman 1993) needs to be developed not only between 

teachers but also amongst teachers and their students. Like this, to promote inclusion in schools 

then inclusive inquiry, which is the student-teacher dialogue used as a mean to an end of making 

lessons more inclusive (Messiou & Ainscow 2020) is imperative. Also, a distribution of 

leadership is needed as an óengineô to enable such inquiry as a common goal. 

Therefore, the use of evidence from dialogues may cause reflections and self-questioning which 

needs to be harnessed as a lever for change (Senge 1989). Hence, improving current practices 
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results in experimenting new ones and reaching out to all students including hard to reach 

learners (Ainscow 2016).  

Organizational flexibility is the foundation for introducing these new practices. It indicates that 

senior staff administrators be actively supporting the processes of experimentation and 

collaboration amongst teachers. These are seen as the óglueô that can bind a community together 

to foster the participation in learning for all students. Support check points and evaluation 

process are needed in order to explain to what extent the implemented process is effective 

(Ainscow 2016). 

Practice: Administration  

Practice is the last wheel of the effective inclusive car. Practice is reinforced by preparing staff 

members (e.g. teachers and paraprofessionals) for INCLUSIVE EDUCATION, to enhance 

teaching and learning for all students. It involves the input of competent teachers and 

administrative members in the experience of INCLUSIVE EDUCATION. It is underpinned by 

a clear philosophical policy made not only at school level but also at classroom level (Ball 

2010). Adopting the óleading from the middleô approach, schoolsô collective inclusive practices 

become drivers of change for studentsô success (Ainscow 2020). It is one way of reducing 

variations among staff members by promoting collaboration. Therefore, they become more 

competent via sharing resources, ideas and expertise to improve practice. Collaboration is 

defined as óan interactive process where a number of people with particular expertise come 

together as equals to generate an appropriate process or find solutions to problemsô (NCSE, 

2006b, p. xi). Empowering practitioners with the ñgood practiceò in inclusive educationwas 

mentioned by Forlin et al. (2013) and emphasized by the Australian Research Alliance for 

Children and Youth (ARACY). It outlined the initial teacher education, PD and in-service 

learning of quality teaching. Including technology, the universal design for learning (UDL) 
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which is a teaching approach. It accommodates the needs of all students with disabilities and in 

their learning process; as well as individual planning, adaptive curricula, alternative curricula 

all of which supports in the development of studentsô well-being and to reach the social-

emotional, behavioral and educational attainments (Agha & ElDaou 2018) of success.  

To achieve inclusivity goals, a multidisciplinary team needs to hold everyone accountable to 

envision what is to be reached and work together to achieve it with potential to support ódeep-

level collaborationô (Vangrieken et al. 2015). Acknowledging the influence of school context 

on collaborative practices, research highlights the pivotal role of leadership in fostering 

collaboration and creating collaborative cultures (King 2011, 2014). A research study reported 

the positive impact of peer collaboration on teachersô professional learning (Attard Tona and 

Shanks 2017; Witterholt, Goedhart, and Suhre 2016).  

Hence, adopting inclusion as a pillar was examined to uncover how educational provisions were 

promoting inclusion to support all students and reach out to students who are excluded at the 

moment. 
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1.2 STATEMENT OF THE PRO BLEM  
Inclusive educationdevelopment is a complex process. It requires structural transformation plan 

to be in place for fostering systematic and meaningful learning towards inclusive schools (Said 

et al. 2017). In Lebanon, legislation indicates that the law guarantees the equal education 

opportunity for all children or adults with disabilities; however, article 59 does not clarify how 

the decisions of the journey into inclusive education should be made. In the absence on how 

inclusion is translated into practice (Florian & Blackhawkins 2011); teachers report that they 

are inadequately trained in inclusive practices (Allan 2015, Robinson & Goodey 2018). 

Consequently, the development of TISDP and the implementation procedure needs to be 

investigated since the process to promote inclusivity is still unclear in the absence of detailed 

manuals on how it is to be executed, in the current Lebanese settings. Bassous (2019) also 

revealed that school leaders in Lebanon need to shape the competencies of teachers to engage 

with SEND students by constructing their knowledge. She added that, there is still a need to 

investigate school development characteristics because currently public-school teachers are 

incompetent and less qualified than their colleagues in the private sector due to the fact, they 

rely on rote learning pedagogical practices. 

By the same token, another study indicated that school principals are not appropriately trained 

for leadership in special education Lynch (2012). This means a challenging road from policy to 

practice was expected to be long, complex and winding (Karteri 2021) and worth investigating.  

According to Jurdak and BouJaoude (2011, p. 3), teachers, parents and students are rarely being 

heard as ñeducational reform has been conceptualized, initiated, funded, managed, and 

evaluated at the highest levelò of the MEHE and such governmental institutions as the Center 

for Educational Research and Development (CERD) but not actually implemented at school 

levels. In addition, SEND families face psychological and financial difficulties; their children 

are being bullied by their classmates in inclusive settings, i.e., in mainstream schools, and their 
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therapeutic services are costly thus their parents cannot afford proper diagnosis and treatment 

(Lakkis & Thomas, 2003).Thus, stakeholdersô perceptions on the development and 

implementation procedure of inclusive education, was a need to explore because it might either 

be a factor to promote or impede inclusivity. Nonetheless, no studies were found by the 

researcher in Lebanon to explain how TISDP was practically executed towards the shift to 

effective inclusive education system. 

 

1.3 PURPOSE AND OBJECTIVES  
The main purpose of this research study is to investigate the development, implementation and 

stakeholdersô perceptions of the óTowards Inclusive Schools Development Programô (TISDP) 

at public primary schools in Beirut, Lebanon. The objective is to investigate the three factors of 

TISDPôs namely the: aspects of its development process, the implementation procedure and the 

perceptions of stakeholders on the development and implementation of TISDP. This study aims 

to examine the TISDP goals (see Appendix 1.1), the planning and development stage, staff 

training and PD, community input and the provided technological resources due to their 

paramount importance of impacting practices. The aim is also to investigate the implementation 

procedure of promoting inclusivity in the three selected public schools in Beirut. Subsequently, 

recommendations are given after exploring stakeholdersô perceptions on the development and 

implementation of TISDP as a catalyst for change to either further (a) sustain inclusivity in the 

three schoolsô settings or (b) encourage a better inclusive developmental awareness plan. 

 

1.4 RESEARCH QUESTIONS 
The overarching research question is: 

How are Lebanese public primary schools in Beirut moving towards inclusive education, by the 

implementation of the óTowards Inclusive Schools Development Programô? 
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RQ1: What are the aspects of the development of the óTowards Inclusive Schools Development 

Programô (TISDP) for public primary schools in Beirut, Lebanon?  

RQ2: How the óTowards Inclusive Schools Development Programô (TISDP) is implemented at 

public primary schools in Beirut, Lebanon?  

RQ3: What are stakeholdersô perceptions of the development and implementation of the 

óTowards Inclusive Schools Development Program (TISDP) at public primary schools in 

Beirut, Lebanon? 

1.5 RATIONALE AND  SIGNIFICANCE  OF THE STUDY 
The value of the current study lies in its uniqueness and the paucity of data exploring this 

specific problem. No mixed method Arab world studies investigating TISDP journey into 

inclusive education relevant to the nature of the implementation process from stakeholdersô 

perceptions with a focus on the aspects of the teaching and learning process were found. In the 

Arab region, rigorous research evaluating current initiatives and practices on inclusion in the 

region is scarce. Existing research focuses on the attitudes towards inclusion. Specifically, on 

the contribution of the implemented initiatives on the change of attitudes; which is a much-

needed information that is still limited. Frederickson and Cline (2002) highlighted that any 

successful school development and reform needs to consider the views and feedback of the 

beneficiaries, this constitutes a rich source of information. In addition, in Lebanon, poor 

information management systems are considered barriers for decision makers because it 

prevents them from the availability of the required information to make their informed decisions 

as well as to monitor and track the progress of any initiative. In particular, examining the views 

of the primary school children (ages 4 ï 12) and their parents contributed to bridging the 

research gap in the literature (Gonzalez etal. 2017) and thus ensured a more effective and 

successful future restructuring plans for TISDP (Hornby & Witte 2010). 
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The current study identified best practices for educating SEND students which is a much needed 

information to cater for the needs of this category of learners, in Lebanese public primary 

schools. The outcomes were instrumental to understand how current school practices were 

implemented to support schoolôs future development plans. Inclusive education development is 

óeverybodyôs businessô (Slee 2011; Rogers 2012), which is an evolutionary and not a 

revolutionary process. Thus, all the peripheral policies (that are not directly related to 

educational issues) including: social protection, cross sectoral reforms, attitudinal youth 

development, environmental and infrastructures; which are not related to educational issues (Du 

Plessis 2013) were thoroughly examined. Henceforth, this study offers contributions to 

knowledge and bridge the current research gap. The recommendations were provided to guide 

stakeholders to promote inclusivity in the best way that goes hand in hand with the current 

political status, settings and context of the country. This research study does not only stress the 

importance of the development, implementation and stakeholdersô perceptions as a starting 

point to reflection (Loughran 2006) on the attainment of the educational reform; it also 

considers the intervening variables of the current socio-political and  economic context of the 

country, which acted as a factor to impact the program and the wider school community,which 

acted as a trigger to a more widely change in the society as pinpointed by the current research . 

Also, further research will be inspired via the current research results to increase the knowledge 

base for educating SEND students in Beirut, Lebanon amid the current context.  

 

The current study adopts the mixed method approach as seen in the figure 1.2b below. It means 

mixing both the quantitative and qualitative methods to seek an answer to the inquiry. Thus, 

this process involves integrating simultaneously the process of collecting quantitative data 
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through surveys and qualitative data through focus groups, semi-structured interviews, 

observation and document analysis as shown.  

The exploratory sequential mixed method design was adopted in the beginning because the 

focus group, semi-structured interviews, observation and document analysis were conducted to 

provide qualitative data. The pragmatism paradigm was also adopted because pragmatism 

bridges the gap between the scientific method and the naturalist methods. It means the 

investigation was done  

quantitatively using scientific tools and frameworks (the index for inclusion) to understand the 

reality of how TISDP was implemented in practice within the naturalistic setting of the 

Lebanese context. Pragmatism is used to focus on the research problem. The researcher is a 

learner, who does not know whether the qualitative or the quantitative data would be more 

important for answering the research questions. Pragmatism is so flexibile and is considered 

loose (Plano Clark & Ivankova 2016).  

Next, results were constructed from knowledge gained to bring change in the reality of the 

journey towards inclusivity. Pragmatism is focused on finding practical solutions by integrating 

the analysis of the qualitative and quantitative data tailored to Lebanese setting. 
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Figure 3 Mixed Method Visual Plan 

1.6 ORGANISATION OF THE CHAPTERS  
The current study is organised into six chapters. In chapter one, a review of the background of 

TISDP and the Lebanese education system was revealed, the aim was to pinpoint the purpose, 

and clarify the rationale and significance of the study. Also, three research questions were 

presented. In chapter two, literature was reviewed to provide a snapshot of the different aspects 

of literature related to the historical development of inclusive frameworks, models and theories 

like the óIndex for Inclusionô, in addition to mentioning local Lebanese and international 

debates around inclusive education as to what inclusion is as well as to what it is not. The aim 

of chapter two was to provide the background  and conceptual understanding for the current 

study of the TISDP in Lebanese government primary schools. In chapter three, the approach 

and methodology were described along with the design of the data collection methods and 

ethical considerations that are relevant to the study. In addition, a descriptive account was given 
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of the conducted pilot study and the researcherôs role. It ended with measures of validity, 

reliability, trustworthiness, and the methodological challenges that were encountered. In 

Chapter four, the findings of the study started with an overview of the chapter followed by the 

qualitative and quantitative data reflecting the development process, implementation procedure 

and the perceptions overview. Each one addressed the three research questions respectively. In 

chapter five, the results, analysis and discussion were mentioned with which followed responses 

to each research question accordingly. TISDPôs teaching and learning standards and indicators 

of inclusive practices, were analysed in depth based on the óIndex for Inclusionô with respect to 

the three school dimensions of cultures, policies and practices. In chapter six, a conclusion was 

presented at both level one, two and three stakeholders with respect to detected barriers to 

inclusivity, finally, personal gains and recommendations for further studies ended the thesis. 
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CHAPTER TWO (LITERATURE REVIEW ) 
 

2.1 OVERVIEW OF THE CHAPTER  
This chapter includes a review of the literature and chronologically presents the development 

of inclusive education. It involves the óinclusionô conceptual understanding from global and 

local perspectives. Also, it captures detailed description of the major role played by 

stakeholdersô perceptions in promoting inclusivity. The literature review indicated what needs 

to be accomplished in the process of the transition of government schools to inclusivity.  

To understand the landscape and local context in which TISDP took place, it was vital to 

pinpoint frameworks used as tools to guide the process smoothly and clearly. Conceptual 

understanding of inclusivity was revealed according to TISDP guidelines and local context. The 

aim was to identify best practices which could unlock the learning potentials of students with 

SEND at TISDP, in Lebanon.  

2.2 CONCEPTUAL ANALYSIS  

To investigate how Lebanon transformed its education system to move towards inclusion, the 

study conceptual framework was thus divided into three different themes: The development, 

implementation and perceptions (Figure2.1). 
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Figure 4 The Conceptual Framework of the study 

Figure 4 represents the conceptual framework. It includes the three themes: 

1.  TISDP development stage: This is the stage where the researcher examined 

international frameworks to explore how planning was carried out for the development 

of inclusion for all learners in thirty Lebanese public schools. All issues and challenges 

were thoroughly investigated through the use of the Whole Systems Approach 

Framework developed by Ainscow (2020) and the Inclusive Car Framework developed 

by Gaad (2021). Subsequently, TISDP goals were investigated as well as the planning 

and development stage, staff training & professional development, community input 

support services and the resources such as technology. 

2. Implementation stage: The focus is the implementation of the on the teaching and 

learning process so, the created inclusive culture, produced inclusive policies and the 

evolved inclusive practices were investigated. It constitutes of the adopted pedagogical 

inclusive practices. Hartetal. (2004) theory, the Multi -Tiered System of Support 
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(MTSS) intervention academic and behaviour pyramid, which changes the way schools 

support students with disabilities and behaviour problems and the guide to in-class 

observation of inclusive teachers. Then, a collaboration framework was adopted for 

exploring the development of collaborative practices of students with support plans.  

3. Stakeholdersô Perceptions: The index for inclusion was adopted as a tool for 

investigating the perceptions of stakeholders on four fronts-administration, teachers, 

students and parents in regards to school dimensions (culture, policies and practices).  

2.3 THEORETICAL FRAMEWOR K  
The theoretical framework of the study is based on the basic principles of inclusive education 

UNICEF (2015) in inclusive schools. Theories are based on what is needed to be covered along 

the way of journey into promoting inclusivity. Therefore, along the transformation process 

major changes need to investigated by policy makers and implementers to the way inclusion is 

planned, implemented and evaluated to provide educational benefits for all children (CEC 

2003). 

The three premises for inclusive education are used as pillars to implement effective inclusivity 

process as such: (1) The so-called Human-rights based approach: which is divided into these 

main goals namely: rights to access, participation and achievement and progressive realization 

of rights. (2) Learning as a social process: It indicates that learning is the result of interactions 

of children with others and the world, learning is not only the reproduction of knowledge but 

the creation of new knowledge. (3) Learning is based on competencies: where children develop 

key competencies for life and teachers create learning situations where children develop 

competences.    
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Figure 5 Theoretical Framework. it is based on the Source: UNICEF (2015) TOT Modules on Inclusive Education. 
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Figure 6 Premises and principles of inclusive education UNICEF (2015). Source: UNICEF (2015) TOT Modules on 

Inclusive Education. 

Goals
Basic 

Foundations

Premises 
and 

principles of 
Inclusive 
education

INCLUSIVE 
EDUCATION

So-called Human-
rights based 

approach

Rights to access, 
particpipation and 

achievement 

Progressive 
realization of rights

Learning as a social 
process

Learning takes 
place in social 

context

Learning is the 
creation and 

reproduction of 
knowledge 

Children learn from 
each others' diverse 
skills and abilities

Learning based on 
competencies

Children develop 
key competencies 

for life

Teachers create 
learning situations 

where children 
develop 

competencies



 24 

Figure 5 and Figure 6 depict the theoretical framework of the current study, which is built on 

key related studies and is derived from the premises and principles of inclusive education 

UNICEF (2015).  

To reach basic foundations goals of the so-called human rights, learning as social process and 

to be based on competencies (as shown above in Figure 6); the common goals were to improve 

the quality of education by making classes more child-centred. These targets are achieved via 

teacher practice, which is a mixture of beliefs and knowledge that influence what teachers do 

in classrooms. The real problem is the absence of clearly identified principles by which 

inclusive practice can be measured (Black-Hawkins 2014; Florian 2014; Loreman et al. 2014). 

Subsequently, policy makers need to develop procedures for inclusive schools to allow teachers 

to find better ways of responding to the diversity of needs of all learners. As stated earlier, some 

research confirmed that some teachers lack the skills and knowledge to be effective inclusive 

educators. Accordingly, the goal for policy makers is to improve the teachersô self-efficacy.  

Bandura distinguished between confidence and self-efficacy by stating that: Confidence is a 

nondescript term that refers to strength of belief but does not necessarily specify what the 

certainty is about. Perceived self-efficacy refers to belief in oneôs agentive capabilities, that one 

can produce given levels of attainment (Bandura, 1997, p382. ). Hence, Self-efficacy is a 

cognitive factor and a continuous teachersô professional development is essential for its 

development to support teachersô confidence level. In turn, such implementation not only 

support teachers to understand the governmentsô expectations but also it empowers them with 

the knowledge of effective inclusive learning strategies. In addition, it offers the positive 

methods for managing classroom behavioural issues. Banduraôs theory states that perceived 

self-efficacy refers to ñbeliefs in oneôs capabilities to organize and execute the courses of action 

required producing given attainmentsò (Bandura, 1997, p.3). According to Bandura (1997), 
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teachersô perceived efficacy influences both the kind of environment that teachers make for 

their students as well as their judgements about different teaching tasks they will perform to 

enhance student learning. Teachersô self-efficacy and their beliefs in their ability to influence 

their students to learn in the classroom. Teachersô competency helps them to focus on what 

matters which is their skills to teach all children in their classrooms and not to focus on the 

diagnosis itself. High teacher efficacy corresponds with a belief that students can be effectively 

taught and poor efficacy means there is very little teachers can do to change the pattern around 

and include students with disabilities to effectively learn, achieve and participate (Umesh etal. 

2012).   

Therefore, teacher confidence and school type are determined to be significant predictors for 

the self-efficacy of teachers in inclusive education (Chao etal. 2017). To link theory to practice; 

the provision of contextually relevant input to improve teacher efficacy and confidence has 

been highlighted as a significant approach to train teachers for inclusive education (Sharma & 

Jacobs, 2016).  Similarly, what inclusive education training materials, toolkits, checklists, 

processes, assessment tools and guidelines need to be prepared and these developments need to 

reflect inclusive education principles of the government decrees, circulars and normative acts. 

Also, policy documents need to be developed in a participatory manner and include 

multidisciplinary team. In addition to this, policy documents need to be developed in a 

participatory manner and involve multidisciplinary teams including the input of non-

governmental organisations (NGOs). In reality, the development of training programmes for 

subject teachers, special educators and paraprofessionals needs to be conducted in schools and 

beyond. The aim is to distribute information brochures and awareness sessions to everyone 

involved in the process. It causes a shift in perspective from a focus on difference to one which 

is centred on shared values, acceptance and affirming the dignity and worth of all as well as it 
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produces the sense of belonging for all. It is worth noting that research by Nind et al. (2004) 

found that although teachers used the same teaching strategies, their manifestation in classroom 

activities varied.  

Also, during the development stage, plans need to include the observation grids as stated below: 

1. Screening: 10-15 percent globally are living with a disability as the estimate from UNôs 

declared (WHO, 2021). Consequently, it is crucial to go for diagnostic tests, 

developmental checklists, classroom and home observation. The reported data available 

of the prevalence rate of disability in the Arab region ranges from 0.19 percent in Qatar 

to 5.07 percent in Morocco (UNESCWA 2017a) do not reflect the population of people 

with disabilities because some students have never been enrolled in schools or identified 

as being disabled. The type of formative assessments to be used as well as learnerôs 

portfolio from current and previous years to be checked. The informed decision entails 

a policy for: Establishing a referral per tier, criteria, number of students, action plan, 

procedure for IEP, grading system, reporting to parents, assessments, and IEP 

methodology.  

2. Data-based decision making: based on the screening defined earlier the needed support 

services inform the placement in either Tiers 1or 2. Then, data manuals support to define 

the need for either going for academic or behaviour plan or both. Research confirmed 

that students with send have more behavioural problems than their typically developing 

peers (Hemmeter, Ostrosky, & Fox, 2006)  

3. Learners who do not respond to interventions in Tiers 1& 2; then need to see an 

educational psychologist that conduct a formal assessment using clinical standardized 

formal assessment, whenever needed.     
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Moving on to the implementation: Understanding teacher development and learning is one way 

of also understanding educational reform (Desimone 2009) to see its effect on implementation. 

In reality, teachers need to be empowered by providing them with coaching sessions to map 

their instructions and learning resources to match the curriculum objectives. In Lebanon, the 

law is clear about providing best conditions for examinations for students, yet it is not as such 

about specifying the ways and conditions to study (Kiwan 2021). According to Mouawad 

(2013), The European Agency for Special Needs Teachers profile for inclusion states that there 

is a need for teachers to be armed with core values to implement inclusive practices. Therefore, 

preparing teachers for inclusion is a combination of both a dedicated unit of study on diversity, 

together with a greater emphasis on how to modify curricula that is infused across all disciplines 

to cater for the education of students with special educational needs (Winter 2001).  

One of the major responsibilities of promoting inclusivity is to aim for quality assurance; where 

the main agents for effective implementation are teachers. The transformation in perception by 

stakeholders was explained by Scharmer (2009) as the ñtheory Uò (Figure 2.3) , which works 

on aspects of presencing- a blending between two words presence (act from oneôs highest future 

potential) and sensing (to sense) Scharmer (2009). The core of ópresencingô is when we are 

conscious of our óold selfô and our deeper ófuture selfô so they could meet. As a result, we let 

go everything that is not essential to let in our highest, ófuture selfô. This process requires to 

access not only the intelligence of the hand but also the heart and head Scharmerôs (2007). 

According to Nabhani and Bahous (2010), no research has been undertaken on teachersô 

perceptions of their professional development. Yet, international studies on teachersô 

perceptions of their professional development were found. Figure 2.3 illustrates that when 

teachers learn about their own professional identity through processes as shown below; this 

could be considered an innovative approach in TPD (Mouawad 2013). Figure 2.3 shows that 

via TPD teachers need to start by observing their deep qualities; then, in the second step, they 

need to relate these characteristics to their óinner selfô. The third step is when they digest this 

information by comparing and contrasting the different characteristics, and giving examples 

from their practical work. The fourth process is óindividualizationô, meaning that teachers relate 
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what they had learnt to their individuality. Thus, they internalize, reflect and explore their tasks, 

in turn, it leads to their acceptance of their destiny. The final three learning processes relate to 

ómaintainingô, ógrowingò and óreproducingô what they learnt. This path or journey through the 

seven destiny-learning processes aim to awaken the self-development of the teachers by 

establishing new faculties within them, and developing their sense of moral awareness.  

To clarify the journey of development through the seven destiny-learning processes, I have 

designed an illustration, presented in Figure 1, which shows the ópath of knowledgeô leading to 

the ópath of choiceô. It is also the link between the óouterô and the óinnerô world, and between 

the past and the future. In other words, my research focused on the present as the four teachers 

learnt to accept their destiny and allowed ñinner knowing to emergeò (Scharmer, 2009; Allison, 

2007; and van Houten, 2000). Figure 1 illustrates how the seven learning processes were 

implemented in allowing them to reflect on their identity and mission. 
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Figure 7 Path of destiny learning. Source: Adapted from van Houten (2000), Allison (2006) and 

Scharmer (2009). 

2.3.1 Inclusion: the meaning and confusion 

Inclusion and inclusive values, might mean different things to different people because 

disability is a disputed concept. There is no globally agreed-upon conceptualization and 

universal definition on inclusion to date (Goransson & Nilholm 2014; Loreman etal. 2014; Slee 

2018;) also there is no general consensus on it (Norwich 2010). UNESCO (2017) defines 

inclusion as a process that helps overcome barriers limiting the presence, participation and 

achievement of learners. It means equitable participation of all children therein and it refers to 

a system reform that aims at welcoming all learners by increasing their achievements. UNESCO 

asserts that inclusion should be seen as a principle that is central to all education policies, as 
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opposed to being a separate policy. Inclusion focuses on learners to follow a common 

framework of objectives and activities by working at different paces in different ways 

(UNESCO, 2017). 

Internationally, inclusive education is recommended as the most effective mean of best practice 

schooling for educating all students (Loreman et al.2013) and the concept of ñeducation for allò 

is the focus of that process. Thus, an agreed upon definition of concepts and building of 

consensus around inclusion are needed in any school community and setting. Inclusion is 

achieved when all students regardless of their special needs are educated in the same class as 

their peer using varied techniques with appropriate learning goals. Hence, inclusion is a process 

to improve the quality of education for every learner by removing attitudinal, social and 

environmental barriers within the education system (Booth 2003). Though, the essence of 

inclusion is simply revealed as every learner matters and matters equally (Ainscow 2020). 

Inclusion is a world-wide trend that consider the problem is with schooling practices not with 

the student.  

Internationally, it is worth noting the progress made by some countries in the development of 

inclusion and equity. For example, Finland as cited in (Sabei et al. 2011) outperforms most 

countries on the Program for International Student Assessment (PISA) tests in the educational 

outcomes of the lowest performing students (Sabel et al. 2011). Portugal has gone the extra 

mile in implementing the inclusive framework in its education system for all students (Alves 

2019). In 1977, the Italian government passed a law that closed all non-inclusive provision and 

special school units where the legislation is still in force to date (Lauchalan & Fadda, 2012).  
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2.3.2 Inclusive Education 

The lack of direction on what the definition of ñInclusive Educationò is; which is still largely 

absent from national policies and documentations (UNESCO, 2020) makes it difficult to 

develop the teaching and learning inclusive environments. The three basic principles of 

inclusive education are: (a) the presence which means providing equal opportunities of access 

to education, (b) participation to execute quality of the learning experience while implementing 

inclusive education and (c) achievement is to competently reach effective learning process and 

better outcomes of all learners. Also, it is about learning how to live with difference, and 

learning how to learn from difference. Inclusive education is defined as a process (Booth & 

Ainscow 2011) of improving educational provisions for all learners (UNESCO 2005). An 

authentic inclusive school requires more than simply placing all students in the same 

environment. A complicating reality is that detailing what inclusive education is and what it 

means to act óinclusivelyô has thus far lacked consensus (Forlin et al. 2013). Generally, it is an 

approach for all learners regardless of having a disability or not. It is about a societal reform 

and there is a lack of direction on what the definition of ñInclusive Educationò is. It is still 

largely absent from national policies and documentations (UNESCO, 2020) makes it difficult 

to develop the teaching and learning inclusive environments. 

 It involves a shift in underlying values and beliefs held across the system that children need to 

be provided with appropriate learning opportunities to participate and to be engaged in the 

learning process to achieve their full potential. A general comment No. 4 to Article 24 of CERD 

(2016) described inclusive education as involving óa processéto provide all studentséwith an 

equitable and participatory learning experience and environment that best corresponds to their 

requirements and preferencesô (p.13).  
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Success of inclusive education is only achieved through diversity when people learn how to 

live together, with each other and value each other (Messiou & Ainscow, 2020). Carrington 

(1999) suggests that the goal is to establish a óculture of differenceô within schools, where the 

concept of diversity is embraced, and differences are celebrated; irrespective of the potential 

ability, the type of disability or severity. Inclusive education not a mere gift granted to all 

students. It is adopted because every child deserves an equal educational experience as stated 

by law it is a so-called órightô based approach. Hence, collaborative decision-making and 

problem-solving is at the core of inclusive education for all students (Ainscow & Sandhill 2010; 

Clarke 2000; EC 2013).  

2.3.3 Inclusive dimensions 

Inclusive culture 

Effective inclusive culture needs to be promoted within inclusive schools because moves to 

promote inclusion have the potential to stimulate changes that will benefit many, if not, all 

students within a school (Ainscow, 2020). Studies confirmed that studentsô scholastic failures 

are achieved when ineffective school inclusive dimensions are implemented in the school 

system (Booth & Ainscow 2011; Mitchell 2005).  

Similarly, research proved that a disability is not an attribute of the person. It is the result of the 

individualôs interaction with society, if barriers to participation for that person are not removed 

(DIEPF 2017). Environmental barriers prevent granting equal opportunities, full and effective 

participation for individuals with disabilities (Abberley 1999). Thus, inclusive culture is crucial 

to examine in order to uncover the ongoing inclusive practices implemented by stakeholders to 

produce better inclusive policies (Ainscow et al. 2006). Therefore, school culture needs to 

combat any óattitudinal, social and/or environmental barriersô, which are layers of 

discrimination. For example, displaying positive images, promotional materials, messages of 
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SEND students in the school are means to demonstrate that inclusion encompasses not only 

school prospectus but also social media posts and display boards (Ainscow et al. 2006).  

Inclusive Practice 

In inclusive classrooms competent teachers are policy implementers and change agents. The 

key to studentsô growth and development are those teachers deciding on how to respond to 

individualization. Their aim is to scaffold, differentiate instruction, accommodate, modify and 

adapt the content, process and product in order to unlock the learning potentials and reach 

studentsô success (Tomlinson 2000). The Individual Education Plan (IEP) can be used as a 

pedagogical tool to individualize teaching and learning for students with SEND while ensuring 

access to the general curriculum (NCSE 2006; Loreman, Deppeler, & Harvey 2010; Wakeman, 

Karvonen, & Ahumada 2013). It is worth noting that, IEP plan is developed through a 

collaborative process involving all stakeholders: teachers, parents/guardians, the students 

themselves and outside professionals. It facilitates student participation and learning, reflects a 

commitment among teachers to securing individually relevant learning for their students 

(Ferguson 2008; Griffin & Shevlin 2007; Loreman, Deppeler, & Harvey 2010).  

Teacher professional learning causes a conceptual change that leads to transformative changes 

in the teaching and learning process and also helps to implement inclusive practices as well as 

achieve higher student learning outcomes (Attard Tona & Shanks 2017). Thus, teachers need 

to learn new strategies that promote the inclusion of all learners. It means to grasp knowledge 

of content and pedagogy (e.g., knowing studentsô characteristics, selecting instructional goals, 

adapting instruction to meet individual needs, using co-operative learning (Danielson 1996; 

Nougaret et al., 2005; Winter 2006) in order to manage classroom environment and behaviour 

(e.g., designing the classroom environment so as to prevent behaviour problems). In addition, 

competent teachers need to have the ability to work collaboratively with parents and 
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paraprofessionals (Groom and Rose, 2005). The mentioned above studies confirmed that 

improving knowledge, confidence and competency of pre-service teachers provide them with 

skills and strategies that will enable them to teach inclusively. Yet, some studies confirmed the 

lack of gain in positive attitudes following engagement with people with disabilities during the 

applied experience (Brain 2007) while other studies reported positive outcomes (Forlin 2007). 

Therefore, teachersô negative attitudes toward inclusion are considered attitudinal barriers 

(Warnock et al. 2010) and currently are becoming stronger (Kisanga & Mbonile 2017). 

Forthwith, there is a need to nurture positive teachersô attitudes because negative attitudes 

towards some learners can impede inclusive education (Sharma et al. 2013; Forlin 2013). 

Professional development (PD) programs to support teachers are based on Gardnerôs (1987) 

multiple intelligence theory, clarifying that people differ in the way they learn. They learn faster 

when they use their more prominent type of the eight types of intelligence ï linguistic, 

logical/mathematical, spatial, bodily/kinaesthetic, musical, interpersonal, intrapersonal and 

naturalistic Gardner (1983). Also, Goleman (1995) tries to bridge the gap between intellect and 

emotion, stepping beyond the academic, traditional concept of intelligence. Thereupon, the 

theory of ñemotional intelligenceò states, thinking involves creativity and interpersonal skills, 

that is connected to our ófeelingsô and ówillingnessô Goleman (1995). He added, if adults have 

a low EI, their learning may be affected. It implies that learning does not depend only on 

intellectual ability, but also on emotional adaptation.  

Thakur (2014) as well as Vygotskyôs learning and social development (1993), demonstrates 

that effective learning depends upon positive interactions between learners and teachers. They 

both agreed that ssocial inclusion becomes effectual when there is a posture of listening, 

learning and looking both inward and outward as well as of leaning into change. When that 

happens, the communities can affirm the voice for all through a positive and embracing 
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inclusive environment (Chih etal. 2017). Henceforth, Mitchell (2015) concluded that, 

Response-to-Intervention Model (RTI) or Multi-Tiered Systems of Support MTSS (applying a 

three-tier intervention model) is a fundamental tool to support the effective teaching and 

learning process for inclusive practices (see Appendix 2.1).  

Inclusive Policy 

inclusive education encompasses having set of inclusive policies, which are characterized by 

providing equal learning opportunities to everyone so that all learners are able to meaningfully 

participate in classroom life (Florian & Black-Hawkins 2010; Florian & Kershner, 2009). 

Policies are formulated or adopted by program developers and program implementers. They are 

defined as principles, rules, and guidelines to reach inclusivity goals. Inclusive policies and 

procedures are usually published in guides or other forms (such as booklets) that are widely 

accessible to all stakeholders. They define and impact schoolôs major decisions and actions. In 

addition, all schoolôs related activities take place within the limits set by the adopted school 

policies; which differ from place to place. For example, policy status of IEP is directly linked 

to legislation in a number of countries (DFES 2001; Ekstam, Linnanmªki, and Pirjo 2015; 

Forlin 2001; New Zealand Ministry of Education 2004; SFS 1994).  

In this research, the characteristics of the three selected school systems (Stainback & Stainback 

1992) were revealed to show how policies were implemented while moving in the directional 

change to inclusivity. 

 

2.4 TISDP: ASPECTS OF ITS DEVELOPMENT (L EARNING BASED ON 

COMPETENCIES)  
The introduction included all the needed details of how the aspects of the development were 

executed.   
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2.5 LEBANON AND INCLUSI ON: CHANGING THE STA TUS QUO 

    The Lebanese context: Lebanon is a developing country which suffers from a lack of funds 

and resources, as well as from instability and insecurity due to ongoing political conflicts and 

the enduring effects of a fifteen-year civil war ( Mouawad 2013). Culturally, Lebanon 

comprises a heterogeneous society with diverse ethnic, social and religious groups. There are 

seventeen Christian and Muslim denominations, in addition to a Jewish minority (Frayha, 

2003). In general, the country is open to cultures and influences of the world; however, the 

delicate, pluralistic and heterogeneous nature of the social structure has made Lebanon 

vulnerable to internal conflicts (Frayha, 2003). When referring to the countryôs complex and 

conflicting social and religious culture, Joseph (2000) uses such adjectives as ófragmentedô, 

ósectarianô and ópluralisticô to describe the Lebanese society. In particular, teachers in Lebanon 

experience difficulties with regard to inconsistencies between home, school and society (Akar, 

2006) in their perceptions towards disabilities.  

Some teachers have to deal with problems of shame and stigma against people with special 

needs expressed by some in the society (Azar & Badr, 2006). Such attitudes are the result of 

numerous misconceptions, one being the fear of disability; for example, regarding disability as 

contagious, or assuming that a person with a disability does not have abilities (Wehbi & El-

Lahib, 2007). Wehbi (2006) calls for an urgent need to raise awareness on disability issues 

especially in a country of continuous instability (Bahous & Nabhani, 2008). In Lebanon, lack 

of qualified teachers, as well as political and religious interference in the hiring of staff, makes 

the field of education complex and in need of reform (Bahous & Nabhani, 2008). 

Globally, among the most severe crises since the mid-nineteenth century, the Lebanon financial 

and economic crisis is likely to rank in the top three (LEM, 2021). Also, the port explosion in 

Beirut in 2020 affected many people, and the situation is exacerbated by the impact of the socio-
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economic challenges experienced by them. Henceforth, the social context affects teachersô 

emotions and their beliefs ï in other words, their rational thinking (Dirkx, 2001) in the current 

Lebanese context. According to Wilkinson (1993), education is a social matter; however, 

persons with SEND in Lebanon are still not respected by society, nor fully protected by 

legislation Bassous (2019). 

The Educational Context 

Educational policies and practices in Lebanon were influenced first by French colonization 

from 1918 to 1945, then by global trends mainly from the United States and Britain (Nabhani, 

Busher & Bahous, 2012). Since the 1970s and the beginning of the civil war, government 

policies have not addressed effectively the educational challenges, and social stability and the 

rights of ordinary citizens have not been advocated (Lakkis & Thomas, 2003).  

The country has signed and declared a number of international conventions- such as UNCRPD 

and the so-called Universal Declaration of Human Rights Assembly (1948). 

In a country where there is a genuine need for major reform of the education system with large 

numbers of unqualified teachers working in special education and no centralized system for 

professional development (Nabhani & Bahous, 2010). Continuing professional development is 

not mandatory in Lebanon, and the PD programmes that exist frequently are fragmented, lack 

follow-up and evaluation to ensure their efficiency, and fail to meet the needs and requirements 

of teachers (Nabhani & Bahous, 2010). The quality of education provided by NGOs are not 

monitored by MEHE nor by ministry of social affairs (MSA). Schools are short of a budget 

spending for buying resources such as braille ñaudioò recording and they need adjustments such 

as ramps and sanitation to accommodate SEND children. Also, government schools suffer from 

centralization; for example, a school principal does not have the authority to decide on budget 

allocation or teacher development (Bahous & Nabhani, 2008) with many educational resources 
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and materials are needed to facilitate education. In fact, traumatic war events can devastate 

systems of education. Also, war can affect the sense of control and level of stress of individuals 

(Herman, 1997, as cited in Magro & Polyzoi, 2009) that is already exacerbated with the current 

socio-economic challenges the country is going through. Lebanon, can learn lessons from a 

small but strong country, Singapore, which shows that countries can respond to downturns they 

face in the economy. Henceforward, the power of education arena can make it successfully to 

globalisation and diversity with grits, hope and determination (Gopinathan 2007). 

The current situation   

Currently, SEND students are not able to attend formal education due to the logistical, social 

and economic pitfalls of the poor country, Lebanon (HRW 2018). Statistics revealed that SEND 

students are marginalized and not included in mainstream schools (Peters 2009). So in 2012, 

the CERD executed the óNational educational inclusive planô to guide the process of supporting 

SEND. It was entrusted by the task of decree (3087) on the 4th of November 1972. 

Consequently, the countryôs inclusive plan mirrored UNCRPD goals and witnessed a major 

transformation to the field of special education. It claims to provide equal learning 

opportunities, to implement the needed support services and to ensure no discrimination is 

practiced. Despite all of the exerted government efforts and great leaps made by Lebanese 

schools to support students with SEND, the Law is still not being fully implemented. 

The educational agenda of United Nation 2030 plan is to promote inclusion in order to achieve 

excellence through equity within education systems (UNESCO 2017). Thus, TISDP is the first 

initiative to supports the right to education for everyone as declared by UN; after well over 

thirty years of conflict and volatility, where teachers have become used to working without 

ambition and/or desire for development (Bahous & Nabhani, 2008). Consequently, for TISDP 
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to be affectively executed, teachers in Lebanon need to accept and implement fundamental 

changes in their professional field because they are the agent of achieving the vision.  

School reframing  

Program developers need to devise an action framework plan to remove barriers of the 

implementation process. The need is to redesign and reshape it to fit the current reality in 

education (European Commission, 2005, as cited in Karagiorgi et al., 2008). Therefore, to 

change the current situation for better, TISDP plans to implement inclusive practices, which 

reflect the Federal Law guidelines. The goal is to implement system change strategies that are 

contextually sensitive to the selected schools of the Lebanese settings.  

Research demonstrated that teachers drive changes in the field of inclusive education when they 

have positive attitudes towards students with SEND as Porter (2005) believes that attitudes in 

general towards children with special needs should be improved, with dialogue being ñthe key 

to bringing about positive changeò (Seitsinger & Zera, 2002, p. 27). Consequently, the plan 

needs to expand the realm of the possible by following these stages: 

1. Planning stage: meeting of principal with staff and coordinators for vision setting, 

develop school inclusion plans of how to become more inclusive, awareness raising 

achievements, strategizing for instructional design, decision making regarding 

assessments (frequency, quality and results), homework policy, the procedure for 

information sharing. 

2.  ñImplementationò stage: Teachers need to draw on the support of school internal and 

external resources. Very little has been written on the óinnerô development of teachers 

and the support they may need (Korthagen & Vasalos, 2005).   

Richards (2011) states that the starting point in educational reform is the growth of 

teachers which is reflected in their students. 
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The preparation of teachers is clearly recognized in the literature as an important factor 

in the improvement of students with special needs (Bauer, Johnson & Sapona, 2004). 

Shulman (2005) stresses the importance of the ómindô, the óheartô and the óhandô in PD 

and several researchers have studied how burnout and stress may prevent professional 

growth (Platsidou & Agaliotis, 2008; Kremer-Hayon, Faraj & Wubbels, 2002; and 

Skaalvik & Skaalvik, 2010). Thus, PD is needed so they will not become negatively 

affected personally and directly by the continuous challenges in the classroom, 

including expressions of resistance to learning common among students with special 

needs (Brookfield, 1995). Also, examining teachersô practices within naturalistic 

environments was always an important step towards understanding what constitutes 

high-quality inclusive practice, how to achieve it and more importantly how to 

implement it competently (Erten and Savage 2012). This óreal- worldô understanding of 

day-to day practices in the classroom, builds upon the theme óworking with othersô 

(Forlin et al. 2013) by considering studentsô experiences in the classroom. 

3. School self-assessment stage: It consists of school-wide meetings to enlist and check 

for the progress towards vision. School principals need to let go of their authoritarian 

role and focus on the importance of teacher personal responsibility (Kiersch, 2006) by 

giving them more space to state their opinions and express their thoughts. In her article, 

Ghamrawi (2010) adds that principals and school leaders should provide a non-

threatening system of evaluating teachers to ñencourage them to sustain their efforts in 

building their collaborative leadership skillsò (p. 319). 

2.6 TISDP: PERCEPTIONS OVERVIEW  

The TISDP, launched in 2018, was made to promote the implementation of inclusive education 

in 30 Lebanese public schools to ensure quality education for all children. The aim of the TISDP 
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was to: build the capacity of the public school system by equipping teachers, principals, and 

other paraprofessionals with needed knowledge to cater for the needs of students with SEND. 

It also aimed to raise awareness on inclusive education at parents and community levels. In 

addition, the programôs goal was to inform the development of the inclusive education policy 

of Lebanon. It is worth noting that Stakeholdersô perceptions need to be included because they 

measure ówhat we valueô rather than óvaluing what we can measureô. Perceptions can change 

due to a change in teachersô knowledge, skills and attitudes upon the acquisition of new 

concepts, new skills and new processes intrinsic to teaching (Desimone 2009; Guskey 2009).  

 

The Index for Inclusion 

The Index for Inclusion is the fruit of a collaboration between teachers, parents, governors, 

researchers and representatives of disability groups. The Index was first published in 2000 by 

the Centre for Studies in Inclusive Education (CSIE) in Bristol (UK). The Index for Inclusion 

framework can be used by educationalists as a comprehensive guide to assist them to work 

together in developing plans that are most convenient, appropriate, and applicable to Lebanese 

circumstances. It was used, in this research, as a tool to examine the implemented TISDP in 

response to school dimensions - culture, policy and practice (see Appendix 1.3). It will measure 

the perceptions of stakeholders on their thinking, practice and attitudes. Specifically, the 

indicators of the index will check the development, implementation and evaluation cycle carried 

by TISDP on its journey to develop more inclusive schools. In UK schools, the index went 

through piloting and action research before it was formally recognised and adopted by the 

government. In reality, a free copy of the first edition was provided to all primary, secondary, 

special schools and local education authorities in England. 
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The Index has been utilised in the UK and translated in over 30 languages. It it has been 

employed in many school systems around the world including Europe, Australia, Hong Kong 

(Carrington & Robinson 2004; Corbett 2001; Forlin 2004; Hong Kong Education and 

Manpower Bureau 2004; Nes 2009).  

Thus, engagement with data collected through the index, in this research, can have leverage in 

regards to fostering the status quo of schools in regards to two main concepts: (a) in putting 

TISDP inclusive values into action and considering many processes such as environmental 

sustainability, health promotion, non-violence and global citizenship into a single systematic 

school plan, (b) pinpointing and removing barriers to learning and participation via mobilising 

resources. According to Booth and Ainscow (2011), barriers such as buildings and physical 

arrangement, school organisation, relationships amongst children and adults, attitudes of 

teachers and approaches to teaching and learning need to be tackled as part of a coherent school 

development plan.  

The óIndexô is divided into a set of indicators that includes different ways for developing each 

school dimension that are considered barriers to learning and participation. School dimensions 

includes: culture, policy and practice. For each indicator, a set of questions are listed that 

explains the meaning of the indicator and the challenges that users are encouraged to 

investigate. 

Feedback from studies about the use of the Index in England (Norwich et al. 2011) criticized 

the óIndexô for being too theoretical and so overwhelming for practical implementation. It was 

perceived as being ótoo Englishô linguistically challenging of its material. To many 

practitioners, it can be intimidating on issues of the complexity of the indicators (Booth & 

Black-Hawkins 2001, p. 31). In particular, a reflection by one observer of the harsh reality in 

Middle eastern societies stated that, ñteachers are not used to reading, books or other documents, 
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and the supposition that the Index will automatically be taken up is a mistakeò (Williams 2003, 

p. 5).  

Therefore, the Arabic Language Index was issued with adaptations based on a research project 

by UNESCO óDeveloping an Index for the Southô and other research undergone in the Arab 

region (Williams 2003). In Lebanon, some resources were beyond the reach due to the cultural 

nuances, economic situation and values. Accordingly, translation of it into Arabic should take 

into consideration different countries contexts. 

To conclude, the strength of the Index is its flexibility. It allows the opportunity for this research 

to adaptat its material to the contexts of Lebanese language, culture and educational standards. 

Thus, the indicators were utilised as well as the associated questions as guidelines to investigate 

the implemented practices in the three public primary schools on their journey towards 

inclusivity.  

It is worth mentioning that, unless there are changes in the behaviours of adults, then moving 

into a more inclusive environment is less likely to happen because positive attitudes are 

considered a driver for inclusivity. The three core groups of prerequisite skills for good 

competent inclusive teachers are positive attitudes, knowledge and skills. Positive attitudes as 

being equally important, if not more important than, knowledge and skills (Forlin etal. 2007). 

Therefore, stakeholdersô perceptions play a major role in transforming their current thinking, 

practices and promoting inclusivity, effectively. 

2.6.1 ADMINISTRATION  

According to Kozleski et al. (2014), the journey to inclusion is context specific and complex. 

This task is difficult to achieve because many factors such as perceptions and negative attitudes 

impede the change of cultural norms within an education system. So schools, therefore, need to 
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be in the position of adopting inclusive principles while also interrogating barriers, that impede 

inclusion (Forlin 2013). 

The vision of having the óculture of inclusionô in teaching and learning needs to be achieved. 

Research studies confirmed that effective leadership skills are needed to promote inclusion in 

education (Riehl 2000). The role of leaders involves being committed to induce system change 

by providing quality services to all students, as well as believing in collaboration (Ainscow et 

al. 2020). 

TISDP aims to implement an efficient school development plan. Effective leaders need to work 

collaboratively with and learn from world class national education systems such as Finland; 

which is the most successful educational country in terms of studentsô outcomes (Sabel etal. 

2011). It is intriguing to examine how TISDP was supported by the three schoolôs principals.  

Effective leaders, who are contextually sensitive, learn how to apply research based best 

inclusive practices suitable to the school settings and to leave a profound impact on the inclusive 

school. Thus, the administratorsô role is to remove barriers to inclusion.  

2.6.2 TEACHERS  

The frontline service providers constitute of multidisciplinary team of teachers, who are 

working directly with students. These paraprofessionals include: general education teachers as 

well as special education teachers such as school psychologists, counsellors, speech and 

language therapist (SLT), social workers, and other specialists as well as subject teachers 

catering for the needs of all students, including SEND. Hence, the current thesis was concerned 

with the investigating teachersô attitudes, knowledge and assumptions affecting what they do 

in action, consciously or unconsciously to achieve effective inclusion. Since understanding 

what teachers actually do and gathering ósnapshotsô of inclusive teacher practices remains an 
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under examined research area (Simon et al. 2009), it is extremely important to differentiate 

between teacher negative attitudes stemming from a lack of knowledge on how to implement 

inclusive practices and lack of competency in teaching (Sadker et al. 2009). 

2.6.3 STUDENTS  

As educators we have to become active listeners and include ñstudentsô voicesò as a valuable 

input. We need to understand what is going on in studentsô heads, by encouraging them to speak 

and express themselves. Without involving learners our knowledge of their needs may be 

practiced incompetently (Windt et al., 2019). Messiou and Ainscow (2015) focused on the value 

of listening to studentsô voices in order to respond to learner diversity. A study by Foster-

Fishman et al. (2010) argue, that there are few studies that include youth ñvoicesò and their 

reflections in the data analysis phase need to be so much encouraged. A study by Messiou and 

Ainscow (2020) shed light on the importance of adopting the inclusive inquiry approach, which 

is the student-teacher dialogue, as a mean for promoting inclusion.  

The current study will include and examine studentsô voices to improve the meaningful 

presence and participation of all learners. Thus, views of children themselves, can be helpful in 

bringing new thinking to the efforts of school development. Engaging students themselves in 

the process is an added value to develop more inclusive ways of working as it was clear that 

uncovering what it means to be inclusive lack consensus continually (Forlin et al. 2013). 

2.6.4 PARENTS 

Parents involvement and support in the learning journey of their children is crucial to success. 

A recent study by Kerr etal. (2014) concluded that both schools implemented practices and 

parents exerted efforts need to be aligned. Family involvement is particularly crucial in 

supporting change to develop inclusion in schools. In some countries, parents and education 
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authorities already cooperate closely and transparently in developing community-based 

programs for certain groups of learners, such as those who are excluded because of their gender, 

social status or impairments. Therefore, a collaborative partnership between schools and student 

homeôs will multiply the impact of each other eachôs effort (Ainscow 2020) to reach inclusion 

in society. Thus, inclusion in education is an aspect of inclusion in society (Booth and Ainscow 

2011).  

 

2.7 REVIEW OF RELATED LI TERATURE  

2.7.1 PROVISIONS OF SUPPORT FOR STUDENTS WITH DISABILITIES  AND 

SIMILAR STUDIES  

The basis to inclusive transformation is the effort exerted by policymakers and practitioners to 

pinpoint any biases or the taken-for-granted assumptions. In other words, it is essential that 

educators do not underestimate the abilities and capabilities of all students. In so doing, 

stigmatization of students is addressed by implementing a high quality improvement program. 

Studies confirmed that the improvement of SEND is achieved when there are changes in the 

behaviours of adults (Ainscow 2020). Thus, pushing students to learn from each other and 

trigger their development. This process is one of the pillars of inclusive education (Gindis 

2003). TISDP claims to adopt both Banduraôs (1977) ñSocial learning theoryò and Vygotskyôs 

(1978) ñSocial constructivist paradigmò, which sees learning as a social process. Bandura 

suggests that academic and behavioral education occur through modelling, observation and 

imitation. Adding that the process of education involves four steps: attention, retention, 

reproduction, and motivation. Whilst, Vygotsky (1978) perceives disability as the result of a 

socio-cultural phenomenon. To him social exclusion is, the consequence of attitudes and 

irresponsiveness to diversity. He proposes that learning takes place in a social context. Specific 
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to this research, is the investigation of teaching and learning, particularly, the teacher-student 

connections that enhance the learning process. 

Theories of social justice in education and the óso calledô human rights based approach stresses 

the importance of providing fair education and equal opportunities for all learners with the aim 

of achieving a better society. Social justice has no definite definition because of its variance 

throughout history (Blackmore 2013). In this context, policymakers need to establish an 

education system that cater to the varying needs of students, regardless of their social status, 

race, gender, or learning differences. Bahous and Nabhani (2008) advocate sustained teacher 

development and supervision in order to promote social justice. It developed into the so-called 

right-based approach for disabilities. The right-based approach is built on the philosophy which 

says, people with and without disabilities have the same rights in society (Lawson 2005). The 

core of the human rights perspective states that governmental reforms should take place to 

protect human rights. Thus, society needs to remove barriers and improve welfare conditions 

(Galvin 2004) by catering to the needs of SEND students. Consequently, the United Nations 

has released the convention protocol for the Rights of Persons with Disabilities; article 24 

ensures that all children with disabilities have the right to education in mainstream schools 

(United Nations 2017). In developing and developed countries there is still a gap between the 

implementation of such approach and its policy. To bridge the gap many organizations such as 

UN and NGOs are exerting huge efforts to provide required resources for reaching intendent 

purposes (United Nations 2017; Lawson 2005).  

 Learning is a social process and inclusive educational reform is a process of learning in the 

social context. Henceforth, the teaching and learning process involves building a class 
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community that is part of a wider school community (Figure 8) is an illustrated based on the 

reference of Lawson (2005).  

 

 

 

Figure 8  The Teaching and Learning Process Source: Illustrated  from reflections that are based on Lawson (2005)  

 

The inclusive school ethos drives the process of teaching and learning keeping in mind that  

SEND students can help us more than we help them, that they are part of our society, and that 

we are connected to them (Holtzapfel, 1995). Teachers need to employ classroom leadership 

skills and use the curriculum as a tool for inclusion. Also, they need to support learnersô social 

development, autonomy and interactions. In addition, they need to allow learners to ótake risksô 
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and even fail in a safe environment. They need to differentiate instruction, process and product 

by personalizing learning in heterogeneous groups of the class (Tomlinson 2011). It is therefore 

imperative they employ ICT and adaptive technologies, as well as manage the physical and 

social environment of the classroom to support learning. The essence is to know that: Academic, 

social and emotional learning are not equally important for all learners (Agha & ElDaou, 2018).  

      Starting with teaching, Shulman (1987) explains that teaching ñnecessarily begins with a 

teacherôs understanding of what is to be learned and how it is to be taughtò (p. 7). However, 

there is no órecipeô for good teaching (Korthagen, Loughran & Russell, 2006). Teachers with 

their heads full of theories do not make competent teachers (Wilkinson 1993). What a teacher 

óisô, is more important than what he/she knows. Palmerôs (1998) clarified that good teaching 

cannot be reduced to technique it comes from the identity and integrity of the teacher. 

óLearning is defined as the engine of practiceô (Lave & Wenger 1991, p.96). It is an internal 

process controlled by the learner (Knowles 1978) be it an adult or a child. A study by Nasaby 

(2013) confirmed that, learning is a preparation for life and there are three dimensions of 

learning:  

(1) Thinking, which is concerned with identity and the question of ówho am Iô 

(2) Feeling, which is about acceptance by answering the óhow does it relate to meô 

(3) and Willingness, which is about taking a concrete decision to answer ówhat can I do about 

it?ô   

Ending with the ñteaching and learningò process, that is based more on high expectations. 

Scharmer (2009) calls this process ñopen mind, open heart and open willò (p. 40). 

It is when teachers connect with students, uncover the curriculum and not cover it; and they 

learn to understand not only themselves but also the development of their students 

(Oppeinheimer 1999). The harsh reality is that students change teachers more than teachers do 
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change them (Kegan 2004). Therefore, as a matter of fact, it is believed that óstudents with 

special needs teach us more than we teach them and teachers do have to learn to deal with themô 

(Holtzapfel, 1995, p. 10).  

A pre-requisite step of knowing your students, is to know yourself first as a teacher. Richards 

(2011) stated that the inner life of teachers gives the splendid energy, direction, humanity and 

inspiration organism of the school. It is crucial to know that there is a need to work on the self-

development and inner well-being of all teachers (Kelchtermans, 2005; Palmer, 2003) in order 

for them to be able to understand their students (Palmer 1997). Such holistic development ówill 

allow teachers to reframe the challenging situation, recognize the positive possibilities 

embedded in it and see how the future unfold from aspects of the positive presentô (Ghaye et 

al., 2008, p. 366). Korthagenôs (2005) explained how teachers reflect on their learning processes 

and improve holistically their óthinkingô, ófeelingô and ówillingô. He portrayed it through the 

ólayers-of-onionô model. It describes the six levels to deep reflection ï It starts from the 

environment; it goes to behaviour also it moves on to competencies then beliefs next it reaches 

identity and, finally it ends with the mission. To reflect means to access our óinner knowingô 

and allowing it to emerge. Reflection is defined as a special form of thought (Hatton & Smith, 

1994). It includes the cognitive, emotional and practical dimensions of oneôs self-development 

(Korthagen & Vasalos, 2005). Reflection is a critical stage of the teaching and learning process 

because it can break the attitudinal barrier (frame of reference of the old belief) particularly to 

teachers by tackling and changing these beliefs. Habermas (1973) identifies three types of 

reflection: namely, (a) ótechnicalô, which concerns achieving certain goals not open to criticism; 

(b) ópracticalô, which is reflection on the outcomes, and which recognizes that meanings are not 

absolute; and (c) ócriticalô, which relates to reflection involving moral and ethical criteria. 

Schon (1983) stresses the importance of óreflection-in-actionô. This refers to thinking while 
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acting and learning by doing in order to deal with challenging situations. Reflection-in-action 

also includes reflecting on what was done in order to discover what could be done better. Also, 

Carlo, Hinkhouse and Isbell (2010) added to make the teacher óa true reflective practitionerô we 

need to focus on giving teachers a voice through linking their reflection with personal identity 

and moral issues these are namely called deliberative and personalistic reflection. As a result, 

teachers may change in two ways; if they engage collaboratively on practices and also if they 

reflect solely on their own (Bartlett & Burton, 2006; and Angelides, Evangelou & Leich, 2005).  

To summarise the key issues broached by related studies on inclusive education, it was found 

that inclusive education focuses on: (a) open learning potential of each student instead of the 

hierarchy of cognitive skills (b) encourages active participation of learners and not on 

specialized discipline (c) adapt curriculum instead of stressing on student deficiencies. The aim 

is to give access to a wider curriculum than is provided in special schools. (d) Differentiates 

instructions and teaching approaches instead of providing an alternative curriculum for low 

achievers. (e) remove attitudinal barriers of education personnel and replaces it by high 

expectations for all students.  

2.7.2 SPECIAL & INCLUSIVE EDUCATION IN PUBLIC SCHOOLS, I N LEBANON  

Human Rights Watch (2018) conducted an interview with thirty three children óorô or óandô 

their families, who admitted learners are excluded from Lebanese public schools. The report 

revealed that support services are not effectively implemented. Most families interviewed 

confessed that students with SEND are excluded from public schools for many reasons such as 

(a) discriminatory admission policies (b) no reasonable accommodations (c) a shortage of 

competent staff, (d) the absence of inclusive curricula with the lack of individualized education 

programs, and (e) discriminatory expenses and fees. Concluding that learners from poor 

families are, further marginalized. 



 52 

2.8 SITUATING THE CURREN T STUDY 
Understanding the concept of disability, in the Lebanese context, entails tailoring provisions 

of support services to match the local general rules of the national inclusive plan. 

Internationally, few studies were found that aim at investigating the transition of 

international government schools into inclusivity. There is a paucity in research uncovering 

such process amid critical socio-economic challenges. In the Arab countries, the United 

Arab Emirates has realized tremendous progress and achievement in the approach it takes 

in implementing inclusive education. 

It is an interesting development from which to learn. For example, the current UAEôs 

legislation requires that provision of supports for students with and without disabilities be 

determined, managed and provided at the mainstream school level by local 

multidisciplinary teams. The goal is to reach full inclusion in society thus all studentsô needs 

are effectively catered for during their participation in education (KHDA 2017, KHDA 

2019). A study by AlBorno (2013) was found conducted in the UAE. It explored the effect 

of introducing the educational provisions of the óSchool for ALLô initiative. The study 

concluded stating that despite the exerted effort educational inclusion is still in a óworking 

progressô stage (Alborno 2013). Another study conducted by NFOR (2017) explored the 

execution of special educational needs policies in Abu Dhabi Education Council (ADEC) 

in school settings. It evaluated schools and head quarter staff employing their understanding 

of inclusion as the guiding platform for this policy. Nonetheless, any lesson learnt from 

other countries to promote equity and inclusion, needs to be replicated with care and adapted 

because none of them is perfect and applies to the Lebanese context. TISDP is the proposed 

solution initiated by the country to transform the current practices. It may affect a positive 

social change in Lebanon because it stresses the role of learnersô social interactions and 

collaboration with teachers and peers. This study attempted to investigate TISDP initiative 
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journey. Therefore, throughout the in-depth analysis the researcher was very cautious in 

regards to the implementation process. The current study admits that moving towards 

inclusion within and across countries arguably varies significantly and continues to be met 

with challenges (Artiles, Kozleski, and Waitoller 2011; Florian 2014; Loreman, Forlin, and 

Sharma 2014). A study conducted, in Lebanon, by Mouawad (2013) confirmed that to 

transform the education system; school principal cannot make a teacher motivated merely 

because they themselves are motivated. Thus, rather, principals need to allow each 

individual teacher to develop holistically: to have an open ómindô to new questions, open 

óheartô to deeper levels of existence and human values, and open ówillô to improved 

decisions for a better future. The value of this mixed method study lies in its uniqueness 

since none of the Arab world studies investigated the journey of inclusive educationin 

Lebanese public primary schools while the new TISDP is being implemented.  
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CHAPTER THREE (METHODOLOGY ) 
 

3.1 OVERVIEW OF THE CHAP TER 
The previous chapter has explored several international studies including studies related to the 

Arab world on special and inclusive education(SIE). The current research investigated: (a) how 

the development process (b) with its corresponding implementation procedure were executed 

then (c) an evaluation of the stakeholdersô perceptions, (formed) of the program at three public 

schools three years following initiation of the program, were examined.      

The implemented pedagogical practices were examined in both ways via observing the process 

of teaching and learning. Also, it was explored through the stakeholdersô perspectives to reveal 

their perceptions established on the implemented TISDP provision services to trace the teacher-

student connection as well as to detect the relationship between students with disabilities and 

their peers. The study disclosed how parentsô lifestyle was affected to know whether or not 

TISDP goals were achieved (Akyeampong et al., 2013). Adopting the mixed methods design 

enriched the research by gaining access to multiple perspectives and subjective meanings of 

stakeholdersô own experiences which is critical to the success of all stages and phases (Hattie 

& Timperley 2007). Table 1 is a summary of the chapter three. It includes RQôs, the 

corresponding sample (check table 3.1b & table 3.2), instrument (check 3.3.6), approach and 

the data analysis method.  
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Table 1A summary of chapter three 

Mixed Methods Explorato

ry 

Sequentia

l 

Pragmatis

m 

Phase 

one: 

Inducti

ve 

Phase 

two: 

Deductiv

e 

Phase 

three: 

Inducti

ve 

RQôs 

Qualitative (Document 

analysis of related 

documents/policies/handb

ooks). Semi-structured 

interviews with 

stakeholders (level one, 

two and three). 

Quantitative data 

collection from 

questionnaires 

Three 

phases  

-Initially, 

started 

with 

inductive 

- Then, 

deductive 

and 

ended 

with 

inductive. 

A 

philosoph

y which 

understan

ds some 

part of 

reality 

and 

construct 

knowledg

e to bring 

change in 

that part 

of reality  

Themat

ic 

Analysi

s 

Descripti

ve 

Analysis  

 

-

Inferenti

al 

Analysis 

Content 

Analysi

s 

-RQ (1) 

What are the 

aspects of 

the 

development 

of the 

óTowards 

Inclusive 

Schools 

Developmen

t Programô 

(TISDP) for 

public 

primary 

schools in 

Beirut, 

Lebanon? 

-RQ (2) 

How the 

óTowards 

Inclusive 
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Schools 

Developmen

t Programô 

(TISDP) is 

implemented 

at public 

primary 

schools in 

Beirut, 

Lebanon? 

-RQ (3) 

What are 

stakeholders

ô perceptions 

of the 

development 

and 

implementat

ion of the 

óTowards 

Inclusive 

Schools 

Developmen

t Program 

(TISDP) at 

public 
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primary 

schools in 

Beirut, 

Lebanon? 

 

3.2 RESEARCH APPROACH & DESIGN  
The three major educational research paradigms (approaches) are: the qualitative, quantitative 

and the mixed research. The research continuum has the mixed research in the center of the 

continuum with the qualitative research falling on the left side as well as the quantitative 

research falling on the right side. The current research adopts the mixed methods design (see 

Appendix 1.4), which provides both quantitative as well as qualitative data, with an emphasis 

on qualitative, to fill the research gap. First, the study adopted the qualitative (inductive) 

thematical approach. Initially, this phase is considered rich because the collected data from the 

focus group was inductively analysed to extract themes based on the whole-system approach 

framework (see Appendix 2) formulated by Ainscow (2020). The framework of thinking was 

formulated by Ainscow to support educators on how to promote inclusion and equity within 

education system on the journey towards inclusivity. The inductive method is theory-

generating; it is the exploration of stakeholdersô experiences to reach broader generalizations 

and theorizations, starting with reflection, followed by the exploring of more general themes 

and patterns. 

Then, the nonexperimental quantitative (deductive) thematical analysis was adopted. Then the 

researcher used a questionnaire via adopting the deductive approach to begin with a general 

theory on, or a question about what the researcher needed to know about TISDP; that it is a 

theory testing and justification. It is safer for the researcher to extract data from statistics when 

paving the way for other researchers. The deductive approach is narrower and focuses on 
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numbers in literature (Nowell et al. 2017). The research ended with the qualitative (inductive) 

phase. The data from stakeholdersô perception of each school has been recorded in a context-

situated format. It was followed by individualized analysis that allowed for the overall 

understanding of the nature of inclusive education in the three government primary schools, 

following the implementation of TISDP initiative. Results were focused on transforming the 

lives of marginalized learners by implementing the TISDP plans to reach inclusive goals and 

answer the research questions. The researcherôs decision to choose mixed methods was the 

result of careful planning.  

The study adheres to the philosophy of pragmatism, which is a paradigm that claims to bridge 

the gap between the scientific method, the structuralist orientation of older approaches and the 

naturalist methods and freewheeling orientations of newer approaches (Creswell 2013; 

Creswell & Clark 2011). The pragmatist scholar and social reformer Dewey (1931,1938), 

declared that inquiry is an investigation to understand some part of reality and to construct 

knowledge to bring change in that part of reality. Pragmatist philosophy is based on the belief 

that human actions cannot be separated from the past experiences and from the beliefs that have 

originated from those experiences. Accordingly, pragmatism rejects the concept that reality can 

be accessed solely by social science inquiry, which adopts a single scientific method (Maxcy 

2003).   

In this study, pragmatism is selected to be the most suitable approach for answering the RQôs 

because what matters and is justified or ñvalidò is what solves our Lebanonôs exclusion problem 

and what works in this particular situation in practice. Pragmatism is focused on the ends and 

the purpose that we value; it means the focus is on finding practical approaches and solutions 

customized to the current setting. Hence, what matters become what works in practice, as 

opposed to being ideal in theory. In this study, we infer that the investigation of TISDPôs 
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development, implementation and perceptions will reflect what is needed to be measured by the 

researcher in practice keeping in mind to ómeasure what we valueô locally to the Lebanese 

context, rather than what is often the case óvaluing what we can measureô internationally. The 

researcher investigated the strategic plans developed by Level 1 participants on how plans 

translated to action for all participants and whether or not the agents for driving change and 

achieving goals were up to par in their implementation procedure according to stakeholder 

perceptions. The study adopted what works in particular contexts and situations with an 

exploratory sequential mixed methods advanced design that fits the Lebanese culture and 

settings. The rationale of the selection involves four reasons for the emphases of its 

characteristics, as such:  

First, in regards to the scientific method the mixed research strategically combine both the 

quantitative (confirmatory) and qualitative (exploratory) complementary strengths. The chosen 

approach not only explains the nature of truth and reality of the implementation process 

(TISDP) subjectively from the stakeholdersô perspectives but it also provides information by 

relying on statistical analysis objectively.  

 

Second, for the epistemology, which is theory of knowledge, a dialectical pragmatism was 

chosen because it was driven by what works for the specific Lebanese community needs and 

context. Thus, obtaining in-depth and detailed information to investigate the reality of inclusive 

system that was so crucial. The reality of inclusive practices was complex and varied. It 

constantly changed relative to the three selected schoolsô context and it involved social actors 

such as administrators, teachers, students and parents.  

Third, to understand the multiple perspectives of stakeholders and how it was influenced by the 

unique complex school cultural environment and system. This research sought to study how 



 60 

various participants understand and practice the implementation each from their own 

viewpoints. The researcher adopted both the ontological belief and objectivism: (a) ontology 

denotes that on the ground inclusive practice is complex and constantly changing in the light of 

its context and the unique actors involved in the process, (b) objectivism stating that social 

actors are independent from the existence of a social phenomenon. Investing on the strength of 

combining both provides a stronger evidence and a fuller explanation as well as a deeper 

understanding of the TISDP implementation process.  

Fourth, the current study used a multi-lens focused approach to investigate multiple 

perspectives of stakeholders operating together and collect data from their multiple viewpoints 

via numbers and narratives. Thus, the group as a whole become more than just the sum of its 

parts by adding insights that might be missed when only a single lens is used.  

Data collection methods employed: (a) focus groups, semi-structured interviews (see Appendix 

4), participatory and non-participatory observations, and in-depth analysis of documentation 

and artefacts related as well as (b) Questionnaires. The convenient sampling was used as the 

whole population is not accessible, researchers select a subgroup representing the population 

for them to study (Creswell 2015). The sample used in the current research study was chosen 

for a convenient purpose ï namely, ñto acquire information from those who are in a position to 

give itò (Cohen, Manion & Morrison, 2007, p. 115). Rather than purposeful sampling, which is 

ñ a strategy in which particular settings, persons or events are deliberately selected for the 

important information they can provide that cannot be gotten as well from other choicesò 

(Maxwell, 2007, p. 235). Convenience sampling is a method to collect data from a conveniently 

available pool of stakeholders. In this research, testing the 30 participating schools was not 

doable because they are not easy to reach due to the socio-economic situation in Lebanon. 
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Hence, MEHE representative supported in the selection process of the three chosen schools to 

gain information from participants who are óconvenientô for the researcher to access. 

The sample of schools is convenient due to the current Lebanese context of the socio-economic 

status of the country. Therefore, schools were conveniently located around a location accessible 

to the researcher due to the gas and fuel shortage crisis that hit Beirut in which made reaching 

schools outside Beirut not doable. Also, participants were selected on three different levels- 

Level 1: first level stakeholders are the program initiatorsô policy makers, principals, and the 

directors of the MEHE, zone coordinator and UNICEF representative; those who are concerned 

with educational leadership, in particular those who lead school development and inspire 

teachers to see underachieving students in a new light. They nurture the understanding of 

inclusive culture among second level stakeholders. While, Level 2: are program implementers 

(school principals, paraprofessionals & teachers) and Level 3: are Beneficiaries -including 

students & parents who receive the provision services. 

3.3 DATA COLLECTION PLAN  

3.3.1 RESEARCH METHOD  

The exploratory sequential mixed method design was adopted in this research to examine what 

TISDP goals were and how the school development and implementation process where actioned 

to make inclusive education a reality in the three public schools in Beirut, Lebanon. 

First in regards to time orientation, the qualitative and quantitative parts were conducted 

sequentially. Second in regards to the research approach, the study was qualitatively driven in 

design. A greater emphasis and more weight was given to the qualitative approach: (Qual-quan-

Qual). The reason was that investigation of the daily real-life classroom activities, teaching and 

learning, assessments support were needed to gain some insights of the implementation process 

(Stake 1995). Observation was the tool to triangulate resulting accounts of interviews; in other 

words, it helped to confirm whether or not participants implemented the educational provisions 
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they claimed in the interviews. It was a conducted phenomenological study to understand social 

actors experience of the TISDPôs development and implementation as a phenomenon from each 

personôs own perspective. Therefore, the aim was to enter the participantsô inner world and 

understand their viewpoints, holistically. 

The first step encompassed collecting some qualitative data to get at the research participantsô 

perspectives and meanings . Data were collected through focus groups, observations and 

document analysis. On the basis of the in-depth understanding of the current literature review 

of this study a structured questionnaire was adopted and adapted to be administered for 

measuring the perceptions of stakeholders (see Appendix 1.5). 

Results of step one supported the development of the questionnaires. The questionnaire utilised 

a scale where research participants indicated their predetermined response for each close ended 

question. The goal was to obtain information about their perceptions with statements measuring 

their knowledge, skills and attitudes on the TISDP school inclusive dimensions of culture, 

policy and practice. The last step, was exploratory in nature to interview stakeholders and find 

out how their lives have changed after the TISDP provision support. Particularly, what changes 

they have made in the relationships with their children after the involvement in the TISDP. 

Thus, addressing parentsô inner worlds via phone calls to know their thought-out opinions in 

their own words. This phase reflected parentsô natural and honest answers of what they think 

of the TISDP. Also, the quantitative approach of closed-ended questions provided parents with 

the opportunity to rate the TISDP program using rating scales. Combining both the interviews 

and questionnaires provided a complete way to learn authentically about the TISDP and the 

data was then analysed. 

Hence, a mixed methods approach was adopted to enrich the data by offering the reader a 

comprehensive account. While the quantitative data (questionnaire) gave us some numbers and 
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figures about the perceptions, the qualitative data, such as the observations and interviews gave 

us the answers on why are things as they are to explain phenomenon. 

 

3.3.2 RESEARCH SCOPE 

The scope of the study (Figure 9) depicts the current situation with respect to the various 

provision services available for students with disabilities in Lebanon. It also clarifies that this 

study was limited to primary public schools that are currently implementing TISDP.  

The government schools in a developing country, like Lebanon, lack funds and resources due 

to ongoing political conflicts and the enduring effects of a fifteen-year civil war (Mouawad 

2013). The MEHE as shown in the figure 9 does not provide any funding allocations for SEND 

students and Ministry of Social affairs (MSA) outsources provision services to special 

institutions for these students. A significant proportion of the annual state budget have been 

allocated to defence and security matters, rather than to social and economic development, 

thereby often resulting in cuts in resources for education (Four et al., 2007).  
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Figure 9 Scope of study 

 

3.3.3 SITE SELECTION  

TISDP was launched in 30 public schools all over Lebanon. The original plan of this study was 

to investigate the journey into inclusive education running on a large scale survey of all the 30 

schools. However, the decision was made to use a representative sample of three schools 

instead. Only one gouvernante (Beirut) out of the six gouvernantes of TISDP was chosen.  

 

A representation of all socio-economic backgrounds from the population were selected in order 

to control the variable of home support and resources provided by parents. The sample consists 

of schools whose students represent all social classes attending public schools in Lebanon.  

The selection criteria setting for this research is based on the following reasons:  
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