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Abstract
This study looks into the concerns and the required professional development for adopting an inclusive education
system, as expressed by elementary school teachers, based on their gender in Saudi Arabia. Participants in this
research were special and general education teachers randomly selected from elementary schools in Riyadh,
Saudi Arabia, which have special education programs. The theoretical framework of the study was the Concern
Based Adoption Model (CBAM). Non-experimental cross-sectional survey was used to collect data. Data were
obtained from 332 teachers, i.e., the response rate was 83%. The Stages of Concerns Questionnaire (SoCQ)
provided by CBAM indicated that respondent stages of concern 0–2 (Unconcerned, Informational, and Personal)
ranked the highest, while stages 4–6 (Consequence, Collaboration, and Refocusing) ranked the lowest. This
profile was identified as a “non-user profile”, meaning respondents wanted more information about inclusive
education. Teachers, in general, showed interest for professional development on inclusive education, including
immediate training and seminars/workshops. The only significant difference in interest for professional
development was by gender. The t-test indicated that female teachers have more interest for professional
development compared to male teachers.
Keywords: inclusive education, gender, Saudi Arabia, disabilities, vision 2030
1. Introduction
According to Uditsky (1993), in inclusive education, the student with a significant disability, regardless of the
degree or nature of that disability, is a welcomed and valued member in the neighborhood school. Regular
classroom teacher teaches the student, and the teacher receives support as and when required. She/he follows the
regular curriculum (with modification and adaptation), makes friends, and contributes to the learning of the
entire class [and] participates in all aspects of school life, according to his/her interests and moves year-to-year
with his/her peers from kindergarten through high school (p. 79).
Most studies on inclusive education have investigated the differences in teachers’ attitude based on gender. Two
studies found that male teachers have a more positive attitude toward inclusive education compared to female
teachers (Chopra, 2008; Alquraini, 2011). Few other studies state that female teachers have a more positive
attitude toward teaching students with disabilities in their regular classrooms (Vaz et al., 2015; Tabakhmelashvili,
2008; Al-Zyoudi, 2006). In addition, some studies found that there is no effect of gender on teachers’ attitude in
how they perceive inclusive education (Alghazo, Dodeen, & Algaryouti, 2003; Woodcock, 2013). Therefore, this
study reports an investigation of the concerns and the required professional development involved in adopting
inclusive education, as expressed by elementary school teachers based on their gender in Saudi Arabia.
1.1 Overview of the Kingdom of Saudi Arabia
King Abdul-Aziz bin Abdul-Rahman Al-Saud unified a great part of the Arabian Peninsula in 1932, and the
country was named the Kingdom of Saudi Arabia. It is an Islamic state with Arabic as its national language and
the Holy Qur’an as its constitution (about Saudi Arabia, n.d.). KSA is located in the Middle East and is bordered
on the north by Jordan, Iraq, and Kuwait, and on the east by Bahrain, United Arab Emirates, Qatar, and the
Arabian Gulf Sea. The south is bordered by Oman and Yemen, and the west is bordered by the Red Sea. KSA
dominates the Arabian Peninsula in terms of land area, having over two million square kilometers of land
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(Alquraini, 2011). Over 31 million people live in Saudi Arabia, according to the General Authority of Statistics
(2016). The geography of Saudi Arabia varies from north to south and includes mountains, plains, and deserts.
The temperature varies from over one hundred degrees Fahrenheit in the daytime to well below 30 degrees on a
cold desert night. Riyadh is the capital city of Saudi Arabia. The economy in KSA is driven by oil. According to
the National Geographic Society (2014), oil was discovered in Saudi Arabia in 1938. It is now ranked second in
the world in oil production, according to the U.S. Energy Information Administration (2017). According to the
Economic Freedom index (2016), oil’s income accounts in KSA for about 90% of export earnings and about 80%
of government revenues. Government envisions that by 2030 they will start to raise non-oil revenues, as they
strive to reduce the dependence on oil (Transformation Program, 2016). Saudi Arabia is now moving toward a
more inclusive vision known as Vision 2030 that aims to create a vibrant society, a thriving economy, and an
ambitious nation (Vision 2030, 2016). Therefore, the Government of Saudi Arabia has created a National
Transformation Program, which is currently running in all those KSA institutions that aim to achieve the Vision
2030 goals (Transformation Program, 2016).
The government system of KSA is a theocratic monarchy. It is ruled over by a royal family, and the current King
is Salman ibn Abdul-Aziz. The King rules the country according to the Sharia law, which is based on the Qur’an
and Sunnah. According to Islam web (2018), Sunnah is “Anything narrated from or about the Prophet
Mohammed either before or after he became a prophet, of his statements, actions, confirmations, biography, and
physical characteristics and attributes” (p. 2). By far, the dominant religion in KSA is Islam. Under Sharia law,
certain rights are applied equally to all people, such as living with dignity, healthcare, and education (Alquraini,
2011; The World Factbook, 2016).
1.2 Development of the Education System in KSA
Before the establishment of the KSA in 1932, education was the privilege of only the male members from elite
and wealthy families. The form of education that was practiced at that time was teaching students how to read
and write Arabic as well as how to recite the holy Qur’an. Mosques and Quranic schools were the educational
institutes at that time (Alrashidi & Phan, 2015; Alquraini, 2011).
King Abdul-Aziz founded the Directorate of Education before the unification of the entire country and the
proclamation of the Kingdom of Saudi Arabia in 1932 (Alrashidi & Phan, 2015, p. 34). The responsibility of the
Directorate of Education was to establish public schools across the country. As stated earlier, tradition and
culture allowed only male members of the society to have education at that time (Alsharif, 2011; Wiseman,
2010). In 1960, formal education was allowed to females, but separate from males. This gender separation
continues even today (Al-Zarah, 2008). Today there are more than 30,000 public schools for both genders in
KSA (Alrashidi & Phan, 2015). In addition, there are 34 universities and about 72 private colleges. Education
opportunities have expanded at all levels and for both genders (Oxford Business Group, 2015).
The Qur’an and Sunnah rules influence the education system in KSA, which means that at all levels of education
there are different religious subjects that students have to take. However, the education institutions also impart
knowledge in most subjects, such as mathematics, science, history, physics, geography, art, and physical
education (Alquraini, 2011).
Additionally, traditions and culture influence education. At all levels, most female and male students receive
their education separately from teachers of respective genders.
1.3 Development of Special Education in the Kingdom of Saudi Arabia
The Special Education Department in the Ministry of Education was established in 1962, to provide special
education services to visually impaired and deaf male students in private institutes (Aldabas, 2015). Then, in
1971, the Ministry of Education established the first special education school by the name of Intellectual
Education Institute. The main purpose of this school is to provide education services and lifelong skills to
students with intellectual disabilities (Aldabas, 2015). Between 1990 and 2000, the Ministry of Education started
to open integration programs for special education classes in regular elementary schools. The idea was to provide
educational services to students with mild to moderate intellectual disabilities, mild to moderate autism disorders,
and hearing impairment (Aldabas, 2015).
In Saudi Arabia, students with special needs were typically placed in special education institutes or
self-contained classrooms in regular elementary schools. In self-contained classrooms, students with disabilities
usually do not learn or interact with their non-disabled peers (Al-Mousa, 2010). They do not engage with other
students in academic or extracurricular activities. There are studies that show that integration into regular school
is the appropriate strategy to enhance education and social interaction for students with disabilities (Alkashrami,
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2001). In recent times, the Ministry of Education in Saudi Arabia has shown interest in inclusive educational
teaching practices. As per this, students with special educational needs are placed in regular public education
classrooms and are taught alongside their non-disabled peers (Al-Mousa, 2010). However, this is yet to be
applied effectively across all public schools in Saudi Arabia.
1.3.1 Legislation for Special Education
In Saudi Arabia, students with disabilities have the legal right to free educational services. The Ministry of Labor
and Social Development (2000) provided the Disability Welfare Law in Saudi Arabia. Article 2 (Educational
Aspects) states, “Provide educational services in all levels of education from preschool, general education,
technical education, and higher education in the way that meets the abilities and needs of the disabled. Facilitate
the enrollment and continued evaluation of the curriculum and the provided educational services.” In the United
States of America, the 2004 Individuals with Disabilities Education Improvement Act (IDEIA) further states that
the services must be provided in the least restrictive environment (IDEIA, 2004). Clear and comprehensive
education legislation can help to protect the rights of individuals with disabilities to appropriate education
without any discrimination (Andrews & Lupart, 2000; Bauer & Brown, 2001; Loreman, 2001; Loreman et al.,
2005; Loreman, 2007).
1.4 Vision 2030
The government of Saudi Arabia created a transformation program toward a vision called Vision 2030. The
purpose of this transformation program is to improve the entire system in the country by 2030, which includes
economy, healthcare, safety, and education. According to the National Transformation Program for Vision 2030
(2016), this vision “was adopted as a methodology and roadmap for economic and developmental action in the
KSA” (p. 7). In Vision 2030, the government focuses on eight objectives related to education reform:
1) Provide education services for all student levels
2) Improve recruitment, training, and development of teachers
3) Improve the learning environment to stimulate creativity and innovation
4) Improve curricula and teaching methods
5) Improve students’ values and core skills
6) Enhance the educational system’s capability to address national development requirements and to meet labor
market demands
1.5 Research Purpose
This study investigates the concerns and required professional development for adopting an inclusive education
system, as expressed by elementary school teachers in Saudi Arabia. The goal is to understand the different
requirement for female and male teachers in adopting an inclusive education. In addition, this study was
conducted to provide baseline information to the Department of Planning and Development in the Ministry of
Education for adopting an inclusive education system. The main purpose of this new education system is to
provide increasing number of students with disabilities appropriate special education services.
1.6 Research Questions
There are four research questions:
Research Question 1: What is the relationship between teachers’ gender and concerns about adopting inclusive
education?
Research Question 2: Are the teachers’ recognition of administrative support (administrators in school and
administrators in the district department of education) for inclusive education related to teachers’ gender?
Research Question 3: Are teachers’ attitude toward adopting inclusive education related to teachers’ gender?
Research Question 4: Are teachers’ requirements for professional development for inclusive educated related to
teachers’ gender?
2. Theoretical Framework: The Concerns-Based Adoption Model
The Concerns-Based Adoption Model (CBAM) is a conceptual framework that describes, explains, and predicts
probable behaviors throughout the change process. It can help educational leaders, coaches, and staff developers
facilitate the process (George, Hall, & Stiegelbaurer, 2013, p. 5). Hall, Wallace, and Dossett founded it in 1973,
based on the work of Fuller (1969). The CBAM’s focus is on what happens to teachers when presented with
change (Hall, Wallace, & Dossett, 1973). In addition, it provides tools and strategies for comprehensive
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management of educational innovations to facilitate the implementation process.
2.1 Stages of Concern
Hall, George and Rutherford (1998) describe the concept of “concerns” as “the composite representation of
feelings, preoccupation, thought and consideration given to a particular issue or task.” Depending on the
personal make-up, knowledge and experience, each person perceives and mentally contends with a given issue
differently; thus, there are different kinds of concerns (p. 5). The primary tool in the CBAM is the Stages of
Concern (George, Hall, & Stiegelbaurer, 2013). Frances Fuller is a counseling psychologist at the University of
Texas. It was her idea to term teachers’ feelings and perceptions about innovation and the change process as
“concerns” (Hall & Hord, 2006). After further research, Fuller proposed that there are four levels of this concern.
• Unrelated Concerns: This type of concern is most frequently found among student teachers or prospective
teachers who do not have direct contact with students.
• Self-Concerns: This type of concern is typically found among new teachers. Their concern is about the success
for themselves rather than actual teaching or the students’ needs.
• Task Concerns: This comes after teaching. Teachers’ concerns begin to be centered more on the teaching
process, to include materials, preparation, coordination, and scheduling.
• Impact Concerns: At this level, teachers’ concerns are about improving themselves, so that they can be more
effective as teachers and improving students’ outcomes (Hall & Hord, 2006).
2.2 The Seven Levels of Concerns about Innovation
• Level 0—Unconcerned: The individual indicates little concern about or involvement with the innovation.
• Level 1—Informational: The focus is on the general awareness of the innovation and interest in learning about
it. The person does not seem to be worried about one’s self in relation to the innovation. She/he is interested in
substantive aspects of the innovation in a selfless manner, such as general characteristics, effects, and
requirements for use.
• Level 2—Personal: The individual is uncertain about the demands of the innovation, his/her inadequacy to
meet those demands, and his/her role in respect to the innovation. This includes analysis of one’s self in
relation to the reward structure of the organization, decision-making, and consideration of potential conflicts
with existing structures or personal commitment. There is also concern about the financial or status
implications of the program for self and colleagues.
• Level 3—Management: The focus is on the process and tasks of using innovation and the best use of
information and resources. Issues related to efficiency, organizing, managing, scheduling, and time demands
are of utmost importance.
• Level 4—Consequence: The focus is on the impact of the innovation on “clients” in the immediate sphere of
influence.
• Level 5—Collaboration: The focus is on coordination and cooperation with others regarding the use of the
innovation.
• Level 6—Refocusing: The focus is on the exploration of more universal benefits from the innovation,
including the possibility of major changes or replacement with a more powerful alternative. The individual has
definite ideas about alternatives to the proposed or existing form of the innovation (George et al., 2013, p. 8).
3. Research Methodology
A non-experimental, cross-sectional survey was the research design used to address the research questions in this
study. Close-ended questions, distributed through electronic medium, were used to collect quantitative data for
the study. A series of one-way Multivariate Analysis of Variance (MANOVA) was used to find values of
significance. MANOVA was used to test whether there are statistically significant differences among groups on
multiple dependent variables. In addition, MANOVA can protect against Type I errors (rejection of a true null
hypothesis) (French, Poulsen, & Yu, 2006). SPSS, the statistical platform was used to provide different statistical
tests based on MANOVA, such as Pillai’s Trace statistic, which was used to determine statistical significance at
the p < 0.05 level. When the MANOVA reveals statistically significant differences, then an Analysis of Variance
(ANOVA) test is conducted to identify the values of significance. The size of the study sample was 400 teachers.
Data were obtained from 332 teachers, a response rate of 83%.
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3.1 Study V
Variables
The indeppendent variablle in this studdy is the gendeer. There are ffour dependennt variables: Stages of Conc
cerns,
Administraative Support, Prior Instructiional Trainingg, and Attitude toward Inclusive Education.
Table 1. Suummary of thee independent and the depenndent variables in the study
Variables
Independent V
Variable
Gender
Dependent Varriables
Stages of Conceerns
Administrative Support
Prior Instructionnal Training
Attitude towardd Inclusive Educattion

L
Level of Measurement
N
Nominal
Innterval
Innterval
Innterval
Innterval

4. Data An
nalysis
4.1 Descrip
iptive Statistic
Participantts in this reseearch were maale and femalee special and general educaation teachers randomly sele
ected
from elem
mentary schoolls in Riyadh, Saudi Arabiaa, which havee special educcation program
ms. The data were
analyzed using descripptive and infeerential analysis. Descriptivve data analyysis revealed that 45% off the
participantts were femalee, while 38% oof the participaants were male.
Table 2. Suummary of participant
Variable
V
G
Gender
M
Male
Feemale

Total Number (N = 332)

Total Percenttage (83%)

151
181

38%
45%

4.2 Researrch Question 1 – Results
What is thhe relationship between teachhers’ gender annd concerns abbout adopting iinclusive educaation?
Using the respondent staages of concerrn, Stages 0 too 2 were the hhighest, and Sttages 4 to 6weere the lowest.. The
highest staage of concernn for respondennts was Stage 0 (Unconcerned), indicatingg that these resspondents had little
concern abbout or involveement in inclusive educationn. The second hhighest stage sscore was Stagge 1 (Informational),
indicating that the responndents wantedd more informaation about incclusive educatiion.

Figure 1. Stages of Concern profile for respondennts
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A one-way MANOVA test indicated that there is no statistically significant difference between respondents’
gender and concerns about adopting inclusive education.
Table 3. Results summary of Pillai’s Trace test of MANOVA on stages of concerns
Independent Variable
Value
F
df
Gender
.010
.488
7
Note. None of the findings reached a statistically significant level of p < 0.05.

Error df
324

Sig
.843

Eta

4.3 Research Question 2 – Results
Are the teachers’ recognition of administrative support (administrators in school and administrators in the district
department of education) for inclusive education related to teachers’ gender? Based on the descriptive statistics,
the responses almost converged between agreement and disagreement, with slightly more respondents agreeing
that administrator support of inclusive education was present.
The MANOVA test results indicated that there is no statistically significant difference between respondent
gender and recognition of administrator support of inclusive education.
Table 4. Pillai’s Trace test results of MANOVA for teacher recognition of administrator support for inclusive
education
Independent Variable
Value
F
df
Gender
.003
.534
2
Note. None of the findings reached a statistically significant level of p < 0.05.

Error df
329

Sig
.587

Eta

4.4 Research Question 3 – Results
Are teachers’ attitude toward adopting inclusive education related to teachers’ gender? Descriptive statistics
showed that respondents are positive about inclusive education. The MANOVA test indicated no statistically
significant differences between respondents’ personal characteristics and their attitude toward adopting inclusive
education. Therefore, it was null hypotheses for question 3.
Table 5. ANOVA: Results for teacher attitudes toward inclusive education
Independent Variable
Type III SS
df
Mean Square
Gender
.391
1
.391
Note. None of the findings reached a statistically significant level of p < 0.05.

F
.405

Sig
.525

4.5 Research Question 4 – Results
Are teachers’ requirements for professional development for inclusive educated related to teachers’ gender?
Descriptive statistics indicated that most respondents agreed on the need for professional development for
inclusive education. The ANOVA test results indicated a statistically significant difference between respondents
based on gender and the need for professional development for inclusive education.
Table 6. ANOVA results for teachers and their need for professional development in inclusive education
Independent Variables
Type III SS
df
Mean Square
F
Sig
Eta
Gender
3.900
1
3.900
5.559
.019
.017
Note. Findings that approach statistically significant level, depending on the p value: Significant at the p < 0.05 level.

The t-test showed that female respondents are more likely to see the need for such professional development
compared to the male teachers. Therefore, null hypothesis H0 was rejected.
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Table 7. Mean of responses by gender on the need for professional development in inclusive education
Dependent Variable
Professional Development Need

Gender
N
Mean
SD
Male
151
3.7
.91
Female
181
4
.77
Note. N = Sample number, M = Mean, SD = Standard deviation, Sig = Significant at the p < 0.05 level.

Sig
.019

5. Results
5.1 Stages of Concern
The highest respondent stages of concern were Stages 0 to 2, and Stages 4 to 6 were the lowest. The highest
stage among respondents was Stage 0 (Unconcerned) (see Figure1), indicating that these respondents had little
concern about or involvement in inclusive education. The second highest stage score was Stage 1 (Informational),
indicating that respondents wanted more information about inclusive education. This was a common concern
among individuals who were yet to begin using inclusive education. Their profiles indicate a “non-user profile”,
which is frequently found in institutions where inclusive education is only beginning to be implemented.
5.2 Administrative Support for Inclusive Education
For teacher’s recognition of administrative support (administrators in schools and district administrators) for
inclusive education, responses converged between agreement and disagreement, with slightly more respondents
agreeing that administrators supported inclusive education.
5.3 Attitudes toward Inclusive Education
Teachers in this study have a positive attitude toward inclusive education. Most responses indicated that teachers
are interested and willing to change their teaching methods to adopt inclusive education. In addition, the
responses indicated that teachers are interested in learning through workshops about adopting inclusive
education (Table 5).
5.4 Required Professional Development for Inclusive Education
The professional development that is required for inclusive education include a curriculum training that enhances
inclusive education, special education teachers to support teaching in an inclusive education classroom, and
seminars/workshops to enhance teacher knowledge about this program. Teachers’ responses were significantly
positive about professional development for inclusive education.
6. Discussion and Conclusions
Teachers’ responses indicate that they are in need of professional development. More than four-fifths of the
responses agreed that teachers needed immediate training in inclusive education curriculum, professional
assistance to support their teaching, and seminars/workshops on inclusive education.
Gender showed the only significant difference (p = 0.019) with the t-test indicating that female teachers wanted
professional development (M = 4) more compared to male teachers (M = 3.7).
Women in Saudi Arabia are struggling to pursue careers outside their homes because of widespread gender
stereotypes, which enforces that women are valued only in their roles as homemakers, mothers, and wives
(Al-Asfour & Khan, 2014). In addition, these cultural and social values work as a barrier preventing women
from advancing in their careers (Tlaiss, 2015). However, despite these barriers, increasingly women in Saudi
Arabia are enrolling for formal education and striving for a professional career (Al-Ahmadi, 2011).
According to the National Transformation Program (2016) theme number six, Labor Market Accessibility &
Attractiveness, the first objective is to increase women’s participation in the labor market: “Increase the
contribution of women to economic and social development, by raising their participation in the labor market in
all sectors. Also, by removing the barriers that stand in the way of their joining the labor market” (The National
Transformation Program, 2016, p. 80). To achieve this objective, the program recommends four strategies:
• Increase women’s share in the labor market through training and awareness.
• Increase women’s share in managerial positions through training and leadership orientation for women,
empowering women in the civil service and strengthening their leadership roles.
• Promote the culture of work and develop skills (personal and technical) for women.
• Develop support for women who are employed (e.g., transportation, crèches and nurseries, and attractive work
environment) (The National Transformation Program, 2016, p. 81).
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Due to the National Transformation Program that started in 2016, we can see that women in Saudi Arabia have
gained some rights, such as driving cars and attending soccer matches. Women who are more qualified are now
in managerial positions. Both Vision 2030 and the National Transformation Program make it easy to see why
women feel the need for professional development more compared to men.
While examining the Saudi Disability Welfare Law (2000), I realized that it lacked proper support for inclusive
education. The Saudi Disability Welfare Law article 2 (Educational Aspects) states, “Provide educational
services in all levels of education from preschool, general education, technical education, and higher education
in the way that meets the abilities and needs of the disabled. Facilitate the enrollment and continued evaluation
of the curriculum and the provided educational services” (The Ministry of Labor and Social Development, 2000,
p. 2). In Saudi Arabia, one cannot accurately track the extent of the needs and challenges of the disabled, as the
country lacks a clear-cut definition of disability. The country also lacks a standardized and unified database of
people with disabilities. In addition, the country lacks the awareness regarding issues related to working with and
educating people with disabilities, as well as the obstacles that they face. Furthermore, most work environments
do not have accommodations for people with disabilities (Transformation Program, 2016).
Saudi Arabia is now moving toward a more inclusive vision known as the Vision 2030, which aims to create a
vibrant society, a thriving economy, and an ambitious nation (Vision 2030, 2016). Therefore, the Government of
Saudi Arabia created a National Transformation Program (Vision 2030, 2016). According to this program under
theme number six (Labor Market Accessibility & Attractiveness), the second strategic objective is to integrate
people with disabilities into the labor force. This objective aims to “remove obstacles that hinder people with
disabilities from integrating into the labor market by providing opportunities, establishing infrastructure and
developing their professional and social skills” (Transformation Program, 2016, p. 80). One strategy that the
Saudi government has included to achieve this objective is improving and supporting legislation, policies, and
classifications by establishing the Authority of Caring for Disabled People to provide necessary services to the
disabled (Transformation Program, 2016).
Thus, the support of administrators in schools or districts will be sufficient, if legislation supports inclusive
education. School leaders will need to do more to encourage inclusive education, understand the workload, and
organize collaboration between special and general educators. In addition, school and district leaders can help
develop support systems by connecting school communities with other organizations that advocate the rights of
the disabled. Vision 2030 promises improvement for the disabled, especially in legislation and policies for
educating students with disabilities.
6.1 Recommendations for Adopting Inclusive Education in Saudi Arabia
The following are the specific recommendations based on the findings of the study. These recommendations may
help the Saudi Ministry of Education to adopt inclusive education more efficiently and productively.
• Provide training programs on inclusive education based on stages of concern among teachers
Based on the collected data, the 0–2 stages of concern among respondents were the highest. This means that
teachers understood very little about inclusive education. This result requires very careful attention. Intervention
must include professional training and consultation depending on the current stage of concern. Professional
development for a teacher with a high personal concern should be quite different from the one with high impact
concern. Suggested strategies include:
• Teachers who are at Stage 0 (Unconcerned) should be involved in discussions, scenarios, and decisions about
inclusive education. Also sharing enough professional information without overwhelming them is important in
attracting their attention. Facilitating communication about inclusive education between general and special
education teachers is one important way to let them share their concerns.
• Those at Stage 1 (Informational) should be provided with clear-cut information about inclusive education.
This information should specifically include definitions of different types of disabilities; ways to adapt
curriculum and environments for different types of special needs; assistive technology tools and how to use
them in classes; and ways for special and general education teachers to collaborate. In addition, delivering this
information to teachers should include e-mail, brochures, short media presentations, and workshops/seminars.
• Teachers at Stage 2 (Personal) may be concerned about the implications of inclusive education for themselves,
especially if this is high. Acknowledging these personal concerns would be beneficial. Personal conversations
with teachers may help them understand their own concerns and encourage them to find ways to reinforce
personal adequacy.
• Target the most interested group for early adoption
16
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Stages of concern 0 to 2 were high and Stage 6 tail up, which means “non-user profile with resistance to change”
see Figure 1. Addressing teacher resistance requires departments of education to adopt a plan that may include
the following:
• Diagnose the resistance: Resistance may come from overwork, lack of information, fear of change, inadequate
support, or lack of proper class or school environment.
• Target the most interested group first: School leaders should facilitate adopting inclusive education by
addressing the concerns of special education teachers before beginning to place special need students in
regular classrooms along with general education teachers.
• Early adopters can serve as guides: Once early adopters have attended workshops and constructed inclusive
classes, they can then serve as guides to other teachers. It might be easier for concerned teachers to speak to
their trained colleagues rather than the school administrators. It would be easier for teachers who serve as
guide to approach teachers who may have resisted inclusive education.
• Provide any necessary support through school and district administrators
In this study, 62% of the teachers have no opinion or thought that administrator support for inclusive education is
insufficient. Therefore, the Ministry of Education must start using reform legislations and policies related to the
education of students with special needs. With clear-cut inclusive education policies, supportive administrators
can offer support for inclusive education. Other administrators will then be encouraged to support and facilitate
teacher’s efforts in inclusive classes.
In addition, administrators can establish a sub-department in special education departments to support teachers in
inclusive education by providing information, assistive technology, or any other support that teachers need in
inclusive classes.
• Provide equal and adequate training and incentives to teachers adopting inclusive education
In this study, 86% of the teachers need immediate training on inclusive education through workshop and
seminars. Thus, structured training sessions need to be designed for teachers. As education in Saudi Arabia is
segregated by gender, providing equal opportunities for both genders is important in the workshops and training.
The study reveals that female teachers are more inclined to receive professional development on inclusive
education. Hence, there should be more seminars and training for female teachers. In addition, female teachers
should be encouraged to share their points of view about the professional development structure to ensure quality
and equity in future training programs.
• Develop a strategic plan for adopting inclusive education
A strategic plan will ensure inclusive education is applied continuously and in all departments of education
across Saudi Arabia. The following plan may help in reaching these strategic plan goals:
• Provide training courses in inclusive education for prospective teachers in all grades and subjects.
• Provide continuing education for teachers who are already in the field.
• Follow-up in the field using a strict plan to ensure the inclusive education programs are on track.
• Provide incentives and rewards for teachers, both materially and morally, for successfully implementing
inclusive education practices. These can be positive reinforcement and a good way to encourage other teachers
to adopt inclusive education.
• Publish successful inclusive education experiences and generalize the experience to all targeted schools in
Saudi Arabia.
7. Recommendations for Future Studies
This study was limited to elementary schools in Riyadh, Saudi Arabia. Therefore, it cannot be used as a
generalized study for other cities or other departments of education in Saudi Arabia.
This study investigates teachers’ concerns, attitudes, and required professional development through quantitative
research. A qualitative study may provide a deeper understanding of teachers’ concerns about inclusive
education.
To expand on the current study, conducting interviews with participants ranked at Stage 0 (Unconcerned) (96%)
would be useful. Participants at this stage were the largest group, had the highest resistance to inclusive
education, and are the most challenging group to work with. Interviewing them will help to determine the reason
for their resistance. It can help to understand how to encourage them to adopt inclusive education.
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This study was limited to teachers’ concerns. Other studies should be designed to investigate the concerns of
students (both with special needs and with typical students), parents/guardians, and administrators to provide a
comprehensive understanding of any concerns about inclusive education.
A study of the legislation and policies of educational care for individuals with disabilities would provide insight
into how inclusive education could be modified to make it supportive.
8. Delimitation of the Study
This study was limited to a survey of teachers of elementary schools in Riyadh city, which have special
education programs. All teachers in Saudi Arabia teach in public schools under the supervision of the Ministry of
Education. This study took place during the spring of 2018 and examined the concerns and requirements for
professional development for both special and general education teachers.
9. Limitations of the Study
The study, however, has few limitations. The survey is the research tool and the honesty of the participants
cannot be controlled. In addition, some general education teachers may not be attentive to or interested in the
topic of the study and as a result may not respond to the survey. The universality of the results might be
questionable, as the study was limited to the city of Riyadh.
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