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ABSTRACT

For refugee children with disabilities, international agencies largely provide humanitarian
assistance, including education. However, the obstacles associated with refugee existence can
impede progress in the movement towards educating children with disabilities in inclusive
settings. Perceptions of inclusive education in schools operated by the Jordan field of the United
Nations Relief and Works Agency for Palestine Refugees in the Near East were explored through
multiple embedded case studies. Each of the three schools examined included a student with a
special educational need. The researcher also investigated strategies and supports provided by
education stakeholders to students with special educational needs in inclusive classrooms. The
study was framed by four research questions aligned to a theoretical model of inclusive
education and guided by propositions. Findings from interviews, classroom observations, and
document reviews, suggest that all stakeholders believe education for students with special
educational needs is a human right. However, perceptions of inclusion differed based on several
factors including the student’s level of need and the disability, the teacher’s self-efficacy and
feeling of preparedness towards meeting the needs of students, and the impact of overcrowded
classrooms and limited instructional time. In comparing results between stakeholders, differences

existed in perceptions of benefits and challenges associated with inclusive education.
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CHAPTER ONE: INTRODUCTION

Up to 15% of the world’s populations is estimated to live with a disability, of which 93—
150 million are children (United Nation’s Children Fund [UNICEF], 2005; World Health
Organization [WHO], 2008; WHO & World Bank, 2011). Children with disabilities are routinely
denied access to education, health care, transportation, and related services because of stigma,
discrimination, and inadequate government infrastructure. In addition, children with disabilities
are less likely to attend and complete school, are more likely to live in poverty as adults, and are
more vulnerable to abuse, neglect, and violence (UNICEF, 2011; WHO & World Bank, 2011).
Compounding the numerous obstacles already noted, many children with disabilities also face a
range of socioeconomic barriers, and depending upon the region of the world within which they
live, they may also face barriers related to conflict.

Acknowledging these numerous potential barriers and finding ways to change the
trajectory for children with disabilities is critical, especially in developing countries. The United
Nations Educational, Scientific, and Cultural Organization (UNESCO) estimates that four out of
every five children with a disability live in a developing country (2012). Moreover, UNESCO
estimates that approximately 10% of children with disabilities living in developing countries
attend school, leaving the majority of children with disabilities lacking any formal education
(United Nations Enable, n.d.). Out-of-school children are thus limited in “opportunities to
develop or maintain literacy skills” (UN, 2012) and have reduced opportunities for employment

in the future (Metts, 2004). Access to services for all children in developing countries is often



restricted due to host country and global current economies. Specifically, low socioeconomic
status inhibits children with disabilities and their families from taking part in sustainable
development initiatives such as education, which could support future positive societal
outcomes. Therefore, organizations like UNESCO have rallied their support to help advocate for
the rights of children with disabilities to be educated.

According to the UN, children should be afforded the same human rights ascribed to all
people, while also requiring special protection given their physical and mental maturity (United
Nations General Assembly [UNGA], 1959). The international community represented by the UN
and its predecessor, the League of Nations, has gone to great lengths to protect the rights of
children and the rights of people with disabilities. Even as far back as 1924, The League of
Nation’s Geneva Declaration of the Rights of a Child laid the foundation for future initiatives
that emphasized the rights of all children. Then in 1948, the UN’s Universal Declaration of
Human Rights endorsed the education of the world’s children as a human right that should be
accessed freely through the basic and fundamental stages, while calling upon member states to
make education at the elementary level compulsory for all children. The promotion of education
as a means to combat discrimination and to build tolerance towards all people in the Universal
Declaration of Human Rights (UNGA, 1948a) can be found layered throughout international
initiatives on both disability and education.

The right to an education for children with disabilities was specifically addressed in the
succeeding Declaration of the Rights of a Child adopted in 1959 by the UNGA. This Declaration
included five principles. The fifth principle specifically focused on children with disabilities,
stating, “The Child who is physically, mentally, or socially handicapped shall be given the

special treatment, education and care required by his particular situation” (UNGA, 1959, p. 20).



On the thirtieth anniversary of the 1959 Declaration, the UNGA reconfirmed that the focus on
ensuring the rights of the child with disabilities is an essential part of reform efforts through the
Convention on the Rights of a Child (1989).
The disabled child has effective access to and receives education, training, health care
services, rehabilitation services, preparation for employment and recreation opportunities
in a manner conducive to the child’s achieving the fullest possible social integration and

individual development, including his or her cultural and spiritual development.
(Article 23, para. 3)

While not specifically addressing the educational setting for the child with a disability, the 1989
Convention emphasized the right to access education and a setting conducive to the child’s
reaching his or her fullest development.

At the end of the 20" century, the global community once again embraced and at the
same time expanded its education initiatives for all children. The World Declaration on
Education for All (EFA) (UNESCO, 1990), adopted in Jomtien, Thailand, drew attention to the
world’s increasing illiteracy rates among children and adults and the uneven access to education,
especially between males and females. Although children with disabilities received only minor
attention in the World Declaration on Education for All, this initiative did call for the expansion
of programs, activities, and interventions to educate people with disabilities.

Then in 1993, an effort to further expand the access of education at all levels for children
with disabilities came from the UNGA through the adoption of the Standard Rules on the
Equalization of Opportunities for Persons with Disabilities (UNGA, 1993). The proponents of
this global initiative asserted that states should provide educational opportunities for children
with disabilities in integrated settings. The term “inclusive education” (IE) was not specifically
mentioned as the conduit to universal access to education until the 1994 Salamanca Statement
and Framework for Action on Special Needs Education (UNESCO, 1994). The conference in

Salamanca, Spain, reinforced the human rights approach to education with the insistence that all
3



children have diverse learning needs and no child should be excluded from the general education
setting. Further, the Salamanca Statement (UNESCO, 1994) expounded the benefits of inclusive
schooling to include combating stigma and discriminatory attitudes while building an inclusive
society in a more cost-effective manner.

The goals of the Salamanca Statement on IE (UNESCO, 1994), to build an inclusive
society by providing access to quality education for all children, are found in subsequent key UN
initiatives, including UNESCO’s EFA goals (1990), the UN Millennium Development Goals
(UN MDGs) (UNGA, 2000), and initiatives presented in the UN Convention on the Rights of
Persons with Disabilities (UNCRPD). The first international education initiative of the 21°
century was the Dakar Framework for Action, Education for All: Meeting our Collective Needs
(UNESCO, 2000). This framework reaffirmed the EFA initiatives first established at the Jomtien
conference (1990). The EFA initiative identified six goals to be met by 2015. The second goal
specifically addresses the access and completion of good quality, free, and compulsory
elementary education for “children in difficult circumstances” (UNESCO, 2000, p. 8). The
reaffirmation of the 1990 Conference on Education for All through the Dakar Framework
coincided with the adoption of the UN MDGs (UNGA, 2000). Taking into account the impact of
globalization on developing countries and countries in transition, and the essential values of a
diverse global community, the authors of the UN MDGs outlined eight goals to be accomplished
by the same year as the EFA goals: 2015. Cutting across both initiatives is the education of
children. While these initiatives recognize education as a human right and the imperative to
provide access to quality elementary/basic education for all children, the inclusion of students
with disabilities in the general educational setting is not specifically addressed after Salamanca

in1994 (UNESCO) until the UNCRPD in 2007.



The UNCRPD (UNGA, 2007), the flagship convention for persons with disabilities,
addressed IE in Article 24. The conveners created the following statement: “Persons with
disabilities can access an inclusive, quality and free elementary education and secondary
education on an equal basis with others in the communities in which they live” (Paragraph 2,
section b). IE is further described as providing reasonable accommodations to support the
effective education and social development of the student. IE is implemented through
strengthening the capacity of general schools to educate all children, including traditionally
excluded populations, while making the education system as a whole more effective and cost
efficient (UNESCO, 2001, 2009).

While IE may be “alien to many national, cultural, economic, and political contexts;”
(Winzer & Mazurek, 2010, p. 12) reform policies are buttressed by the funding and resources
often provided by the international community to national governments. Through joint
partnerships national governments, donor agencies, non-governmental organizations (NGOSs),
and charitable organizations are starting to take a synergistic look at the education of all children
in inclusive settings. While still not universal, marginalized groups including children with
disabilities are increasingly accessing education, most often at the elementary level because of
the emphasis on reaching the UN MDGs.

Despite forward movement in the education of children with disabilities in inclusive
settings, the obstacles associated with refugee existence can impede progress. For refugee
children with disabilities, international agencies largely provide humanitarian assistance,
including education. As in the case of United Nations Relief and Works Agency for Palestine
Refugees in the Near East (UNRWA), the agency has engaged in the assistance, protection, and

advocacy for Palestine refugees of the 1948 Arab-Israeli conflict for over sixty years. The



mandates that guide UNRWA were established by the UN and initially provided services to
Palestine refugees, defined as “persons whose normal place of residence was Palestine during the
period 1 June 1946 to 15 May 1948, and who lost both home and means of livelihood as a result
of the 1948 conflict” (Bartholomeusz, 2010, p. 457), and their descendants. The evolution of the
mandate, a result of the changing geo-political climate, changed the scope of UNRWA’s
beneficiaries to include temporary emergency assistance to registered and non-registered
Palestine refugees who became displaced after the six-day war with Israel in 1967, and those
displaced by subsequent conflict (Bartholomeusz, 2010; UN, 2008). Occasionally, the UN
General Assembly has also extended UNRWA’s mandate to a range of Palestinian and non-
Palestinian people during acute times of need, specifically during times of conflict, and to
support economic and social development in the Occupied Palestinian Territories (OPT)
(Bartholomeusz, 2010). Currently, UNRWA operates field sites across five regions: Syria,
Lebanon, Jordan, the West Bank, and Gaza within the OPT.

“UNRWA’s mission is to help Palestine refugees achieve their full potential in human
development under the difficult circumstances in which they live, consistent with internationally
agreed goals and standards” (UNRWA, 20123, p. 4). The mandate of UNRWA includes
providing, among other things, education to all Palestine refugees. The schools managed by
UNRWA constitute one of the largest school systems across the Middle East, with half a million
students and 19,000 teachers (UNRWA, 2012a). Palestine refugees are provided free, basic, and
preparatory education in these schools.

As UNRWA is a subsidiary organization of the UN, the agency has historically collected
information on children enrolled in UNRWA schools for annual reporting and advocacy for

additional resources. However, data on children with special educational needs (SEN), which



includes children with disabilities, have only recently been included in the request for
information from field sites by UNRWA headquarters (P. Malan, personal communication,
October 12, 2012). Moreover, the number of children with disabilities attending UNRWA
schools has historically been disproportionately low due in large part to UNRWA’s lack of
services for children with SEN (Universalia, 2010b). The UNRWA does not operate any special
schools for children with SEN but does provide limited services across the field sites in special
classes designed to accommodate children with specific disabilities (e.g., children who are deaf),
or learning centers where children with SEN are segregated from their same-age peers for
periods of time throughout the school day (Universalia, 2010D).

This lack of services leaves children with disabilities and their families with minimal
potential service options. Some UNRWA fields have a collaborative relationship with the host
government, giving Palestine refugee children with SEN access to host government schools,
particularly in Jordan, West Bank, Gaza, and, prior to the crisis, the Syrian Arab Republic.
However, the accommodations for most children with SEN in host government schools are more
often in segregated settings, compelling families to seek education through charitable
organizations if the needs of their children with SEN are not met in the public setting
(Universalia, 2010b). Although at one time an UNRWA education was the preeminent education
for refugees in the Middle East and North Africa region (MENA), the changing global and
political landscape has impacted outcomes for students attending UNRWA schools. At present,
the diminution in student achievement and the insufficient education of children with SEN has
led UNRWA to reevaluate its current system of education for Palestine refugees.

In keeping with the international movement towards IE, UNRWA has recently adopted

an Education Reform Strategy (2011a) that designates four areas of reform, one of which directs



all field sites to implement IE in schools by 2015. Guiding the implementation of IE is the
Inclusive Education Policy (IE Policy) adopted in January of 2013 (UNRWA, 2013d). This
policy summarizes UNRWA’s vision of IE as being framed in the social model of disability and
reflects the expectation that inclusive schools recognize the needs of diverse learners “regardless
of their gender, abilities, disabilities, socio-economic status, health and psychosocial needs”
(UNRWA, 2013e, p. 1), thereby giving children with special needs the opportunity to meet their
full potential. In building the capacity of all children, inclusive schools also build the capacity of
the community. In the case of refugee children with disabilities, whose physical and social
environments make accessing education more difficult, large-scale education reform will impact
physical access to transportation and buildings while also confronting social stigma and
discriminatory attitudes. IE, therefore, is expected to contribute to overall changes in attitudes

towards children with SEN and people with disabilities as a whole.

Statement of the Problem

With the adoption of UNRWA'’s IE Policy, evaluation of the policy is dependent upon a
baseline criterion of current practices. Without a baseline, projected estimations of inclusion of
children with disabilities in future program evaluation and research will not be easily compared.
Since a dearth of concrete evidence from which to develop a baseline criterion of current
inclusive practices in UNRWA classrooms currently exists, UNRWA supported this study’s

endeavor to thoroughly analyze specific examples of inclusion of children with SEN.

Theoretical Framework
This study used the theoretical model of inclusive schooling framework (Winzer &

Mazurek, 2012) to examine current inclusive practices in the Jordan field operated by UNRWA.
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Multiple overlapping factors influenced IE from international initiatives to local context (Winzer
& Mazurek, 2012); thus, the model includes five components that attempt to capture the complex
levels of interaction in inclusive schooling: social justice, dimensions of time, cultural
parameters, school transformation, and policy and outcomes. While the themes were considered
by the researcher as independent units of analysis for the purposes of this study, these concepts
are connected and interrelated; evidence from one theme influences the outcomes of the others
(Winzer & Mazurek, 2012). Variables, such as the transformation of teaching methods and
student outcomes, are influenced by how quickly and to what degree a policy initiative is
implemented. Compounding the internal variables of school transformation are external variables
of cultural norms and practices along with international forces driving the initiatives. The model
thus seeks to “disentangle the myriad and complex elements of the inclusive agenda internal and
external to school system” (Winzer & Mazurek, 2012, p. 15). While education reform was
underway, at the time of this study IE reform had not been initiated. Therefore, the Model of
inclusive schooling was used to provide context to the current state of affairs in UNRWA
schools and any results that may potentially inform the future implementation of policy in the
region.

The core of the theoretical framework, the model of inclusive schooling, was social
justice, which reflects current international policy initiatives (e.g., EFA goals, MDGs, and
UNCRPD), which emphasize education as a human right (Winzer & Mazurek, 2012). The model
also highlights the role of individual rights and non-discriminatory equal access to an education
for all children, regardless of their diverse learning needs. Including all children in the general
education classroom encourages a fundamental shift in the perception of children with

disabilities and their value in school and society. Therefore, the researcher examined perceptions



of people with disabilities as well as how those perceptions influenced attitudes toward inclusion
in UNRWA schools.

The second theme in Winzer and Mazurek’s model (2012) is the dimension of time,
referring to “both the history of the policy and its resilience as well as the age of the reform”
(p. 17). In the case of this study, IE reform has not yet been fully implemented. Therefore, the
study focused on the historical polices and current practices that may impact the implementation
of IE in the future. As part of this research, historical data were gathered through document
review, and stakeholders were interviewed to explore the connection between policy and
perception of educating children with SEN. Primarily, the information gathered around time was
meant to provide context to the current circumstances.

The third theme, cultural parameters, is multi-faceted and composed of ideological
beliefs influenced by political, social, and economic factors (Winzer & Mazurek, 2012).
Perceptions and attitudes of society towards people with disabilities are considered to be value
bound and highly contextualized by the condition and culture of the society. From the
perspective of the social model of disability, barriers to accessing education for children with
SEN are socially imposed and often politically driven. To investigate the cultural parameters of
inclusive schooling in UNRWA schools, the researcher adapted Winzer and Mazurek’s (2012)
units of analysis to include (a) the national identity of Palestine refugees, (b) their perceptions of
education as a conduit of social justice, (c) historical and current perceptions of disability, (d)
disability prevalence rates, and () the impact, if any, of religion.

The fourth theme, school transformation, sheds light on the complex type and nature of
systemic change required for IE (Winzer & Mazurek, 2012). The multifaceted reforms most

often associated with IE are complicated by the political motives of the policy, such as the
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influence of international bodies. For example, international bodies such as the UN, the World
Bank, and other donor and non-donor agencies have crafted an abundance of international
initiatives promoting IE. Consequently, as Winzer and Mazurek asserted, these bodies “place
political pressure on governments to accede to the notion of special needs as a human rights issue
and establish individual rights as a centerpiece in policy making” (2012, p.19). However, Winzer
and Mazurek (2012) also encouraged sovereign states that embrace or borrow policy from
international bodies to adapt the initiatives to their local context.

In this study, UNRWA has acknowledged that the adoption of IE was influenced by their
affiliation as a UN agency and the growing popularity of the EFA and UN MDGs. With the
agency’s widespread impact across the five field sites, the researcher recognizes the
implementation of IE reform will vary with local conditions. With that in mind, the researcher
examined the evolution of policy development through the lens of local and national education
stakeholders. In addition to policy development, the researcher focused on the practical measures
of policy implementation, which included the strategies and resources that supported the
inclusion of students with SEN in the classroom.

The fifth theme, policy and outcomes, examined historical policies related to IE as well
as the perception of stakeholders in regard to benefits and challenges of IE in the Jordan field of
UNRWA (Winzer & Mazurek, 2012). At the core of this theme, inclusive schooling requires
reforms of attitudes, perceptions, teaching, and learning, as well as community involvement.
Because inclusive schooling can be precarious when cultural norms in the local society are not
taken into account (Winzer & Mazurek, 2010), policies that drive such change are dependent
upon multiple layers of local, national, and international stakeholders who value and give merit

to educating all children together.
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However, challenges to inclusive schooling continue to exist, creating barriers for
children with disabilities and their families. Winzer and Mazurek (2012) asserted that
“Implementation is the concrete manifestation of policy,” while “Outcomes rest on the
proposition that ultimately educational inclusion means making a difference in the opportunities
and lives of all students” (p. 20). As noted, UNRWA schools have not yet implemented IE
reform. Therefore, the sub-unit related to policy and outcomes was examined through two lenses:
an historical lens and a current lens. First, historical policy statements related to including
children with disabilities in UNRWA classrooms were examined through document review.
Second, interview questions related to the perceived benefits and challenges to IE provided the

lens through which to examine the current classroom structures.

Purpose of the Study

Using the context of the Jordan field, the researcher investigated current perceptions
regarding inclusion of children with disabilities in selected UNRWA classrooms and examined
what type of inclusive strategies were being implemented to educate children with disabilities in
selected classrooms. Initial research on the inclusion of children with SEN in UNRWA schools
identified disproportionally low attendance and few settings in which children with SEN access
full-time education in the general education classroom. This study sought to further the current
knowledge of IE by specifically exploring the cases of teachers who are including children with
disabilities in general education classrooms and the benefits and barriers observed within the

classrooms, schools, and communities.
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Research Questions

The following research questions are framed around Palestine refugee children with
disabilities who were included in the general education classroom for at least some part of their
day in the Jordan field.

1. How do UNRWA stakeholders in the Jordan field perceive inclusive education?

2. How are students with special educational needs currently included in UNRWA
classrooms in the Jordan field as perceived by all stakeholders?

3. What are the benefits and challenges to including students with special educational needs
and providing inclusive education in the Jordan field as perceived by all stakeholders?

4. What supports for inclusion of students with special educational needs have been

provided to stakeholders in the Jordan field UNRWA classrooms?

Propositions

Propositions are used to “formalize and systematize the researcher’s thinking into a
coherent set of explanations” (Miles & Huberman, 1994, p. 75). In this way, propositions guide
and focus the collection and analysis of data. Initial propositions were grounded in this study in
research and theory; however, the propositions remained flexible throughout the data collection
and analysis (Baxter & Jack, 2008; Yin, 1981) in order to construct a conceptual framework.
Each proposition is aligned to a specific research question and sub-unit of analysis.

1. Research Question 1, Social Justice, Proposition RQ1-A
Philosophy about education and inclusion impacts stakeholders’ attitude towards

inclusion.
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Research Question 1, Cultural Parameters, Proposition RQ1-B

Teacher preparation impacts teachers’ attitude towards inclusion.

Research Question 1, Cultural Parameters, Proposition RQ1-C
The type and prevalence of a special educational need or a disability impacts perception

of inclusion.

Research Question 2, Policy and Outcome, Proposition RQ2-A
Strategies to include students with a special educational need or a disability in the

classroom will be qualified as access to classrooms and school buildings.

Research Question 2, Policy and Outcomes, Proposition RQ2-B
Stakeholders’ expectation of students with SEN impacts their inclusion in the classroom.

Research Question 3, Dimension of Time, Proposition RQ3-A
Length of time in education impacts stakeholders’ perception of benefits and challenges

of inclusive education.

Research Question 3, Cultural Parameters, Proposition RQ3-B
Stakeholders’ perception of a special educational need or a disability and education

impacts their attitude toward the benefits and challenges of inclusion education.

Research Question 3, School Transformation, Proposition RQ3-C
Financial restrictions limit the implementation of services for students with a special

educational need or a disability.
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10.

11.

12.

Research Question 4, Dimensions of Time, Proposition RQ4-A
Policies found in internal documents support inclusion to a greater degree than the

current practical application of inclusion in the classrooms.

Research Question 4, School Transformation, Proposition RQ4-B
Access to classroom resources impacts the inclusion of students with a special

educational need or a disability.

Research Question 4, School Transformation, Proposition RQ4-C
Access to school support personnel impacts the inclusion of students with a special

educational need or a disability.

Research Question 4, School Transformation, Proposition RQ4-D
Access to school buildings and classrooms impacts the inclusion of students with a

special educational need or a disability.

Significance of the Study

By addressing both the perception of inclusion and the practical application of inclusive

strategies, the researcher anticipates a) contributing to a scant but growing body of literature on
UNRWA as one of the largest contributors of education to Palestine refugees and b) providing
data for future hypothesis testing on the benefits, challenges, and barriers to IE for children with

disabilities who are refugees or living developing areas.

Organization of the Study

In summary, the researcher explored the research questions through the use of a multiple

embedded case study design. The Jordan field of UNRWA provided the context of the case
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study, and selected inclusive classrooms within the Jordan field were the focus of each case.
Each case was examined through the lens of the model of inclusive schooling (Winzer &
Mazurek, 2012), using the five themes as embedded sub-units of analysis. The primary setting of
each case study was the classroom, followed by the school building, area offices, Jordan field
office, and finally UNRWA HQ. Study participants were stakeholders with a vested interest in
implementing IE, including teachers, school leadership, students with SEN, suspected or
diagnosed disabilities, families of students with SEN, suspected or diagnosed disabilities, and
UNRWA education staff at the local (camp area), national (Jordan field), and international
(UNRWA HQ) levels.

The researcher used multiple sources of data, including interviews with stakeholders,
classroom observations, and extensive document review, to ensure all perspectives of IE were
examined. The study propositions guided the analysis of data collected. Between-case analysis
was used to extract patterns and develop study themes. Results of the study are discussed in
Chapter 4 and a discussion of the study results are explored in Chapter 5. The following

definitions were used to guide the researcher throughout the study.

Operational Definitions

The following operational definitions were gathered from various international sources.
Given the focus of this study on IE in UNRWA schools, the primary source of information to
serve as the foundation for this study is the UNRWA Draft IE Policy, 2012-2015. Unless
otherwise cited, the following operational definitions are modified from the work and property of

UNRWA (UNRWA, 2012b).
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Accessible learning material: Material to support a student with a disability to access the
curriculum, for example large print text, Braille text, audio textbooks, or computers. (UNRWA,
2012b)

Adaptation: The process of modifying teaching and learning materials and methods
and/or the learning objectives in the curriculum to meet additional and extensive learning needs
of an individual learner. Curriculum adaptation means prioritizing key learning objectives and
changing, adding, or removing learning objectives for an individual learner. Adaptation of
teaching and learning methods and materials refers to necessary changes to meet the additional
and extensive needs of learners; for example, providing large-print text to learners with visual
impairment. (UNRWA, 2012b)

Alternative special education provision: A special education provision outside the
UNRWA education system through private, governmental, and non-governmental service
providers. Alternative education provision may be formal or informal. (UNRWA, 2012b)

Assessment (formative, summative, individual, informal, formal): The ways teachers or
other professionals systematically collect and use information about a student’s level of
achievement and development in different areas of educational experience (academic, behavior,
or social). Formative assessment is the continuous assessment carried out by teachers throughout
the school year to keep track of students’ academic achievement and learning needs. Summative
assessment is tests conducted at the end of term. In addition to these kinds of whole class
assessments, students with additional or extensive needs may require individual assessment to
identify their specific learning needs. Individual informal assessment is all ways in which
teachers can gather information about a student’s development and learning needs through

observation, use of checklists, and simple tests. In addition, individual formal assessment
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conducted by medical and psychological professionals may be necessary in some cases to obtain
an accurate diagnosis of the student’s developmental needs. (UNRWA, 2012b)

Assistive device: A specific device that will assist a person with a disability, e.g., a
wheelchair, crutches, a hearing aid, a white stick, a Braille typewriter. Some assistive devices
may also be simple and self made. (UNRWA, 2012b)

Barriers to education: Any practical, attitudinal, social, or physical obstacles in the
school environment and community that hinder a student’s learning and participation. Negative
attitudes towards a child with a disability may be a barrier as well as lack of accessible
infrastructure. (UNRWA, 2012b)

Child-centered education: An approach to education that places children and their needs
in the center of the learning process. In child-centered education, students actively participate in
their own learning. (UNRWA, 2012b)

Differentiation: A way of planning, assessing, and teaching a heterogeneous group of
students in one classroom where all students are learning at their optimal level, taking account of
learner differences and matching curriculum content, teaching, and learning methods and
materials to different ways of learning and learner needs. (UNRWA, 2012b)

Disability: The social disadvantage that is caused by the barriers that a person with an
impairment faces when interacting in society. Disabilities are socially constructed as opposed to
impairments, which are individual conditions. (UNRWA, 2012b)

Discrimination: The prejudicial treatment of individuals based on their membership in a
certain group or category, excluding or restricting members of one group from opportunities that

are available to another group. (UNRWA, 2012b)
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Enrichment: Expanding the knowledge of students by providing additional information,
tasks, and activities and deepening the knowledge of students by providing more complex and
stimulating tasks. (UNRWA, 2012b)

Exclusion: Processes in which individuals are blocked from rights, opportunities, and
resources that are normally available to members of society and which are key to social
integration, for example the right to and opportunity for education. Children with disabilities
may be vulnerable to exclusion from education. (UNRWA, 2012b)

Extensive needs: Health, psychosocial, and learning needs of students that have
significant consequences in many areas of student learning, development, and participation.
Meeting extensive needs requires regular, long-term or intensive individual support. (UNRWA,
2012b)

Gender: The socially constructed norms and roles that are assigned to girls, boys,
women, and men. Gender is not concerned with biological differences between females and
males; it refers to the values and roles attached to being a female and male in each society, and it
differs in different cultures.. (UNRWA, 2012b)

Identification of needs: The process of informal assessment, observation, and information
gathering used to identify learning and the psychosocial and health needs of students. (UNRWA,
2012b)

Impairment: A long term physical, intellectual, mental, or sensory condition that sets
significant limitations on a person’s functioning, e.g. a physical, intellectual, visual, or hearing
impairment. (UNRWA, 2012b)

Inclusive education: A right-based approach to education that appreciates the diversity of

all children and caters to their needs with particular emphasis on the needs of children vulnerable
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to exclusion and marginalization. IE requires changing the education system to become more
responsive to the needs of the students, rather than changing students to fit into the system.
(UNRWA, 2012b)

Individual Education Plan (IEP): A long-term plan that can help identify key learning
needs and learning objectives, used to reach agreement on support measures for an individual
student with additional or extensive needs. (UNRWA, 2012Db)

Marginalization: The treatment of children whose needs are neglected or poorly met at
schools. For example children who are in danger of dropping out of school, children with high
abilities, children who have psychosocial or behavioral needs, children who need more time to
learn, children who have health needs that affect their learning, children who have failed the end
of year examinations, and children who are “over-age” for their grade level may be in danger of
marginalization in the education system unless schools become more inclusive of their needs.
(UNRWA, 2012b)

MENA Region: The Middle East and North African Region: Algeria, Bahrain, Djibouti,
Egypt, Iran, Iraq, Israel, Jordan Kuwait, Lebanon, Libya, Malta, Morocco, Oman, Occupied
Palestinian Territory, Qatar, Saudi Arabia, Sudan, Syria, Tunisia, United Arab Emirates, Yemen.
(UNICEF, n.d.)

Placement: Where a student’s education takes place. All students have a right to be
admitted in their nearest school regardless of their needs and abilities. However, in some cases
the extensive learning needs of a student may be better met through placement in a learning
resource center / special-needs class, either on full-time or part-time basis. (UNRWA, 2012b)

Psychosocial need: Any emotional, social, mental, or spiritual need. All children have a

need for psychosocial well-being. Many things can impact a child’s psychosocial well-being and
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cause additional or extensive psychosocial needs, including poverty, conflict, neglect, abuse,
violence and exploitation, stigma and discrimination, isolation and loneliness, and lack of adult
support and guidance. (UNRWA, 2012b)

Rights-based approach: The application of human-rights standards in education content
and processes. A rights-based approach to education requires ensuring that all children’s right to
education is fulfilled regardless of their abilities, disabilities, socioeconomic status, gender,
learning, or psychosocial and health needs. (UNRWA, 2012b)

Special education provision: Extensive learning support in a facility / classroom for this
purpose, e.g., a special needs class. (UNRWA, 2012b)

Special educational need (SEN): Additional and extensive learning, psychosocial, and
health needs that have a significant impact on student education. (UNRWA, 2012b)

Stakeholders: Policy-makers, school administrators, teachers, families, and children with
and without disabilities who contribute to improving educational opportunities and outcomes for
children with disabilities (WHO & World Bank, 2011). Members of these groups of stakeholders
are the subjects of this study.

Student Support Services: The team of staff at Field / Area level who work with schools
to provide support and advice on identifying and meeting additional and extensive needs of
students and who facilitate referral of students with extensive needs to specialized support. These
staff may be education specialists specialized in learning support, special needs, health education
and psychosocial support, school counselors, and other related professional support staff.
(UNRWA, 2012b)

Student Support Team (SST): A team at school that meets on a regular basis and on

demand to plan and coordinate learning and psychosocial and health support at the school level.
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In particular the team discusses individual students referred to its attention and takes necessary
actions to support teachers and students in collaboration with the referring teacher and child’s
parents. Team members may include the school principal/deputy principal, mentor teacher, and
other related staff where available such as health tutor, teacher/school counselor, and learning

support teacher (UNRWA, 2012b).
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CHAPTER TWO: REVIEW OF LITERATURE

This chapter provides historical and current context on inclusive education (IE) for
Palestine refugees with SEN educated in UNRWA schools. The chapter is organized into five
sections. The first section provides a brief overview of the history of people with disabilities
living as refugees. Throughout the section specific examples are provided related to the Jordan
field. The second section provides a general overview of the education of children with SEN
living in fragile, conflict/post-conflict areas, and living as refugees. The third section highlights
UNRWA, describing the agency’s evolution as a major provider of education for Palestine
refugee children. The fourth section describes the emergence of IE in UNRWA schools. In the
final section, the researcher explores the current status of educating Palestine children with SEN
in the Jordan field of operation, followed by an analysis of the influence and impact of
stakeholders involved in the education of Palestine refugee children with SEN in UNRWA

schools.

Overview of Disability in the World

While the exact number of people living with a disability globally is unknown (WHO &
World Bank, 2011), the WHO and World Bank (2011) estimated that out of the total global
population one-billion people live with a disability. Estimates of children living with disabilities
range from approximately 95 million children between the ages of birth and 14 (WHO & World
Bank, 2011) to 150 million children worldwide (UNICEF, 2005). At a minimum, 2.5% of the

world’s children have “self-evident moderate to severe levels of sensory, physical and
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intellectual impairments. An additional 8% can be expected to have learning or behavioral

difficulties, or both” (UNICEF, 2007, p. 3).

What Is Disability?

The United Nation’s Convention on the Rights of People with Disabilities (UNCRPD)
describes disability as “long-term physical, mental, intellectual or sensory impairments, which
in interaction with various barriers may hinder their full and effective participation in society on
an equal basis with others” (UNGA, 2007, Article 1). The WHO began crafting a disability
framework over thirty years ago, first introducing the International Classification of
Impairments, Disabilities, and Handicaps in 1980. Since that time, the WHO has refined the
framework to include association between the factors that contribute and cause disability and
impairment, which has led to the International Classification of Functioning, Disability and
Health (ICF), (Metts, 2004; WHO, 2001). According to leaders at the WHO (n.d.), “The ICF was
endorsed for use in Member States as the international standard to describe and measure health
and disability” (International Classification of Functioning, Disability and Health, para. 2). A
cornerstone of the ICF is the notion that disability is a “universal human experience”
(International Classification of Functioning, Disability and Health para. 3), which takes into
account social aspects rather than focusing solely on medical aspects that contribute to a person’s
equal access to life. Disability, therefore, is an experience that assumes interaction between the
impairment or health condition of a person (e.g., cerebral palsy or Down syndrome) and the
environment conditions (e.g., accessible transportation or discriminatory attitudes), which in

combination can contribute to barriers of exclusion (WHO & World Bank, 2011).
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Estimating the rate of disability is a controversial and enigmatic task. Compounding
estimates of disability are multiple means of defining disability and impairment (Eide & Loeb,
2005; Elwan, 1999; UNICEF, 2007). Correspondingly, multiple and varied means of analyzing
the inadequate and often unreliable data (Metts, 2004; UNICEF, 2007), particularly data from
low income and developing countries (Eide & Loeb, 2005), can distort global, regional, and
national estimates. Adding to the quagmire are the differing agencies that account for disability
worldwide, which relay different estimates.

One such cause of discrepancy between estimates across countries is the use of different
types of screening materials. Developed countries often use a disability screening, “which ask
respondents to identify their activity limitations” (Metts, 2004, p. 5), while developing countries
tend to use impairment screening (Eide & Loeb, 2005), “which ask respondents to identify
losses or abnormalities of body structure or physiological or psychological function” (p. 5). In
the latter case, respondents may not be aware of their conditions due to inaccessible diagnostic
materials, therefore limiting the information the respondent can access and provide on screening
materials (Mont, 2007). For example, in the case of Jordan, a census question asks respondents if
they have a disability. The response indicates a 1.2 rate of disability per 100 people (Mont,
2007), a far smaller rate than the current 15% estimation of disability worldwide (WHO & World
Bank, 2011), and the 12.6% estimate provided by the country’s administration six years prior
(National Council for Family Affairs, 2004; World Bank, 2005).

Discrepancy in estimates of disability is also attributed to screening materials that rely on
individual perception of loss and severity of loss (Mont, 2007; UNICEF, 2007). For example, in

the 2011 Palestinian disability survey, conducted throughout the West Bank and Gaza,
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respondents surveyed about prevalence of disability were given a broad and a narrow definition
of disability,
The wide definition of disability states that a person with disability suffers from some
difficulty or a lot of difficulties or cannot at all. In addition, the Disability Survey
measures disability in its narrow definition... A person with disability suffers from a lot

of difficulties or cannot at all. (Palestinian Central Bureau of Statistics & Ministry of
Social Affairs, 2011, p. 11)

Depending on the use of the narrow or the broad definition, the rate of disability ranged from
2.7% to 6.9%, respectively. Similarly, self-applied definitions can lead to varying rates of report
of disability. In a household survey, Palestinian respondents were asked to list their disabling
“conditions,” forcing respondents to list what they perceived as conditions rather than using a
pre-defined construct for disability (Mont, 2007). Overall, varied perceptions of disability have
led to conflicting prevalence rates for disability.

Attitudes and perceptions toward disability further complicate estimates as parents and
family members may be reluctant to admit a child has a disability due to stigma. The leaders of
UNICEF in 2007 even noted that in some regions births may not be registered for children with
self-evident moderate to severe disabilities. And, whether due to inadequate screening and
diagnostic materials or lack of access to education in general, disabilities may also go
undiagnosed in children. Children whose disabilities are not self evident at birth but instead were
acquired in childhood or emerge from a lack of academic performance also often go unidentified.
Therefore, the complexity and lack of consistency in the use, identification, and application of
the term disability complicates research in regions and countries throughout the world, especially
in low socioeconomic or conflict-ridden states where gathering any type of data is challenging in

general.
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The Shifting Global View on Disability

Despite the challenges of identifying people with disabilities, in general the international
community is embarking on new policies and practices often associated with higher levels of
integration into social and economic opportunities for people with disabilities (World Bank,
2005; WHO & World Bank, 2011). Bolstered by the public support of international initiatives
such as the UNCRPD (Norwegian Agency for Development Cooperation [NORAD], 2011;
WHO & World Bank, 2011), and the UN MDGs, disability paradigms are shifting, and the
international community is transitioning from a medically oriented model of disability to a social
model of disability. Illustrating the movement towards the social model approach to disability are
the tools used to measure prevalence of disability internationally, which currently use the social
model approach as the predominant paradigm (Mont, 2007).

Historically, individuals who support a medical model of disability seek to assign blame
to the body of the person for the impairment (WHO & World Bank, 2011). Those who support
the medical model also propose that individual treatment of the problem should occur rather than
a deep structural and social change. For instance, providing a wheelchair or walker to a person
who has a physical disability that impedes walking without assistance may give him or her
greater access in performing certain daily activities. Yet, in many instances full and equal
participation in society would require a structural change to building and transportation
infrastructure that do not accommodate wheelchairs. When characterized as a region, the MENA
area tends to emphasize a medical model approach as it relates to public policy (World Bank,
2005).

Proponents of the social model of disability often imply that barriers, which exist and

limit the equal access of factors impacting quality of life for people with disabilities, are socially
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constructed. If the environment, both social and physical, were fully adapted to accommodate the
functional limitations of a person with a disability, the person would no longer be considered
disabled (Mont, 2007). Socially imposed barriers could include overt discrimination in
employment opportunities due to stigma or the absence of a ramp or an elevator for a person in a
wheelchair.

The movement towards addressing the needs of all people with disabilities worldwide is
supported by the UN. The preamble to the UNCRPD (UNGA, 2007) takes an innovative and
progressive approach to disability, stating “disability results from the interaction between
persons with impairments and attitudinal and environmental barriers that hinder their full and
effective participation in society on an equal basis with others” (paragraph b). Assigning balance
to both a medical and social approach to understanding persons with disabilities, the authors of
the UNCRPD assert an ecological model that recognizes the interaction between the individual,
society, and the environment (UN, 2011a). The UNCRPD document is grounded in a human
rights approach, focusing on encouraging a philosophical approach of giving people with
disabilities equality in access and participation in all facets of society. Additionally, the authors
of the UN MDGs specifically emphasize the need to cut poverty in half as well as to provide
universal access to basic education to all children by 2015. In order to reach both goals, experts
assert that people with disabilities must be integrated fully and equally into society (Metts, 2004;

Sightsavers International, 2009; UN, 2011a; World Bank, 2005).
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Factors That Impact Disability

The Economic Impact of Disability

Addressing the education of people with disabilities simultaneously impacts the other
goals of the UN MDGs document related to poverty. People with disabilities are not
contributing to the world economy because they have limited access to education and other
resources/services that would support them in developing the skills necessary for employment
(Metts, 2004, WHO & World Bank, 2011). If one in four households is impacted by disability
(WHO & World Bank, 2011), an estimated two billion people (UN, 2011a) may have restricted
access to employment. According to the World Report on Disability (WHO & World Bank,
2011), employment rates for people with disabilities are lower than the rates of people without
disabilities. Likewise, caregivers to people with disabilities are also underemployed and are more
likely to face financial problems (WHO & World Bank, 2011). To illustrate the impact on the
world economy, a World Bank background paper estimated that a range of global gross domestic
product lost to disability in medium-income countries such as Jordan and the OPT (West Bank)
is between $377 billion and $492 billion United States (US) dollars (Metts, 2004). Globally, the
estimate ranges from $1.71 trillion to $2.23 trillion US dollars annually (Metts, 2004).

Integrating people with disabilities into society, including into formal systems of
education, can increase their contribution to the world economy (Metts, 2004). To overcome the
economic impact of disability, people with disabilities typically need to overcome the challenges
characterized in the ICF as well as traverse three phases of physical and social integration (p. 9).
The first phase is survival and recovery of the disability. The second phase includes acquiring
access and integration into the social and economic units of society. The third phase is to

actualize the life worth living, enjoying activities that “give life meaning” (p. 9). Impeding
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access and integration of a person with a disability into society are physical barriers (e.g.,
building infrastructure and transportation) and social barriers (e.g., discrimination and
stereotyping of a person’s ability). Removing barriers gives people with disabilities access to
areas of human development such as education (World Bank, 2005). Currently, people with
disabilities tend to have lower levels of education than their non-disabled peers (World Bank,
2005) and limited education in the early years of life, which significantly impact potential
poverty levels as an adult (WHO & World Bank, 2011). Access to education has been shown to
increase the functionality of people with disabilities, leading to increased employment
opportunities, allowing people with disabilities to contribute to society in more productive and
meaningful ways while reducing the potential poverty often associated with this population

around the globe (Metts, 2004; WHO & World Bank, 2011).

Poverty

According to a World Bank background paper (Metts, 2004), disability fosters poverty
and poverty fosters disability. People with disabilities are more at risk of poverty than people
without disabilities (Elwan, 1999), as best illustrated by the disproportionate number of people
with disabilities who live in poverty (World Bank, 2005; WHO & World Bank, 2011). Similarly,
Elwan (1999) reported about a UN Special Rapporteur, which found that of the world’s poorest
people, those living on less than one dollar a day, 15-20% are people with disabilities
(Braithewaite & Mont, 2008). The variables impacting poverty and disability are intertwined.
Whether due to discrimination, stigma, poor access to food, education, sanitation, and
employment, or the necessity to be a caregiver, the variables impacting poverty also impact
disability (Braithewaite & Mont, 2008; Metts, 2004; UN, 2012a; World Bank, 2005). The result

of the “inextricable link” (UNICEF, 2007, p. 13) between poverty and disability is a persistent
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and complicated cycle whereby employment, health care, security, and education become less
accessible for people with and without disabilities and their caregivers (WHO & World Bank,
2011). Poverty can therefore be considered both a “cause and a consequence of disability”
(UNICEF, 2007, p. 5).

Jordan is considered a developing economy according to the World Bank (World Bank,
2013) and in 2011 ranked in the upper-middle-income category based on per capita gross
national income, which is a shift from previous years when Jordan ranked as a lower-middle-
income economy. (UN, n.d.; UN, 2011b; UN, 2012b). The human development index of Jordan,
“a summary measure for assessing long-term progress in three basic dimensions of human
development: a long and healthy life, access to knowledge and a decent standard of living,” also
rose in 2012 as compared with previous years, placing the country in the medium human
development category (United Nations Development Program, 2011, p. 130). However,
Palestine refugees living in refugee camps throughout Jordan do not necessarily reflect the
upper-middle-income description of Jordanian nationals (UNDP, 2013). In 2010, a randomized
survey was distributed to Palestine refugee clients of UNRWA’s microfinance department for the
Jordan field. The survey revealed that nearly 60% of the department’s clients were considered
low income, approximately 12% were considered poor, and 6% were living in extreme poverty.
Further, close to 50% survived on five United States dollars a day (UNRWA Department of

Microfinance, 2013b).

Violence

The impact of violence spans regions currently experiencing conflict as well as regions in
post-conflict or otherwise peaceful states. Jordan is not a state in conflict, although it is affected

by conflict nonetheless. Honor killings, performed by male members of a family in retaliation for
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a perceived violation of the family or community, are reported to occur in Jordan (Geneva
Declaration, 2008). Jordan is also categorized as a country in which extrajudicial killings occur
occasionally. Extrajudicial killings are “broadly defined as the illegitimate use of fatal armed
violence by agents of the state against its citizens (Geneva Declaration, 2008, p. 131).
Universally, children with disabilities are more vulnerable; therefore, the government’s ability to
secure their safety by counteracting violence and conflict is paramount. Conflict throughout the
region impacts Jordan to a large degree as well. The Syria crisis has resulted in hundreds of
thousands of Syrian refugees taking refuge in the northern border area of Jordan. Refugees of
Palestinian decent are not allowed to cross the border into Jordan, requiring them to seek refuge
in the adjacent areas of North Africa and Lebanon, primarily. The impact of Syrian refugees on

the Jordanian economy and on the social infrastructure of Jordan cannot be underestimated.

The Education of Children With Disabilities

According to the authors of the Organization for Economic Co-operation and
Development (2008), “Education appears to offer the greatest possibilities for addressing sources
of fragility” in the world (p. 21). While education may be integral to peace-building and
prosperity (Nicolai, 2007), providing resources to educate people living in fragile states and
those living as refugees is more difficult given the condition of the governing body, the
economy, the ongoing conflict, the security of food, and many other situational variables
(UNICEF, 2005). For children with disabilities living in fragile, conflict, or post-conflict states,
these factors contribute to and compound the existing challenges of accessing quality education
(UNICEF, 2007).

Children with disabilities living in fragile, conflict or post-conflict states are often

impacted by the same factors as their peers without disabilities. Davies and Talbot (2008),
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emphasized several themes that impact the education of children in fragile conditions. The first
theme highlights the importance of learning in school, which supersedes the benefits of solely
attending school and engaging in the routine of schooling. The second theme identifies the need
for children to feel socially included. Children’s identities are formed through culturally complex
norms, often influenced by their affiliation with a group of like-minded people. Peer
relationships can normalize schooling for children in conflict-affected and post-conflict settings,
but the lack of integration into peer groups and the feelings of exclusion because of age, gender,
race, ability, role in the conflict, and outcomes of the conflict can inhibit the learning process.
The third theme relates to the curriculum and instruction of children in conflict and post-conflict
conditions. The pedagogy taught to children is often controversial as teachers, themselves often
affected by conflict, provide the context to the curriculum they disseminate (Save the Children,
2006). The final theme emphasizes discipline in school by teachers and administrator, which can
play an integral role in how children learn and the anxiety they continue to combat after conflict
has occurred. Davies and Talbot (2008) surmised that education is “evidently essential as a
preparation for economic and social reintegration of refugee and internally displaced
populations” (p. 509).

As evidenced, it is vital to the well-being of the child and the society that children living
in vulnerable environments, especially children with disabilities, access education. However,
currently 1-3% of children with disabilities are included in formal education settings in
developing countries (UN Enable, n.d.). Of those children accessing education, low enrollment
and attainment rates plague children with disabilities, and low rates are even more pronounced
for children with disabilities living in developing areas (WHO & World Bank, 2011).

Furthermore, UNESCO cautions that many developing countries lack the necessary instruments
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to diagnose suspected learning disabilities. Students with learning disabilities are then under-
diagnosed, resulting in a lack of service provision. Often, these students will drop out of school
or might not attend at all (UNESCO, 2008) due to a lack of acknowledgment—Iet alone
intervention—to address their challenges in learning.

If a child is in fact identified with a disability, traditionally the education has taken place
in a variety of settings. Settings may have included special schools, centers for children with
disabilities, integration into mainstream classes for portions of the day, or full inclusion into
mainstream schools. However, officials at the WHO and the World Bank (2011) argued that until
the recent advent of legislation requiring the inclusion of children with disabilities in educational
systems, children with disabilities were typically excluded from mainstream education. Both
experts noted that more often than not children with disabilities were segregated from their non-
disabled peers and provided support through special schools aligned to the disability of the child,
for example schools for the deaf and schools for the blind.

Despite the historical rates of exclusion of children with disabilities, the recent push
towards including children with disabilities into mainstream schools has forced systems of
education to define IE. Integrating children with disabilities into classes is not the same as
including them as equal members of the classroom, as noted by officials at UNICEF (2007).
Broadly defined, IE means “schools, centers of learning, and educational systems that are open
to ALL children” (UNESCO, 2001, p. 16).

IE is often proceduralized and follows a continuum of environments based on type and
severity of the child’s needs (WHO & World Bank, 2011). UNESCO officials suggested that
those schools that support IE have gone through a systematic change process to (a) promote

learning methods and teaching styles that adapt to the needs of all children, (b) change the
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environment through building infrastructure and classroom supports, and (c) change the attitude,
perception, and expectations of and about children with disabilities. Inclusion heralds an
education adapted to the child’s personality, talents, and cognitive and physical ability, provided
in non-segregated settings in order that all children meet their full potential (UNICEF, 2007).
“The concept of IE has been gaining momentum around the world, by virtue of it being
included in policies of international organizations such as the United Nations” (Gaad, 2011, p.
82). The education of children with disabilities is specifically outlined in the guiding principles
of the UNCRPD and further delineated as having equal access to free, quality and compulsory IE
in Article 24:
Persons with disabilities are not excluded from the general education system on the basis
of disability, and that children with disabilities are not excluded from free and
compulsory primary education, or from secondary education, on the basis of disability; b)
Persons with disabilities can access an inclusive, quality and free primary education and
secondary education on an equal basis with others in the communities in which they live;
¢) Reasonable accommodation of the individual’s requirements is provided; d) Persons
with disabilities receive the support required, within the general education system, to
facilitate their effective education; e) Effective individualized support measures are

provided in environments that maximize academic and social development, consistent
with the goal of full inclusion. (UNGA, 2007, para. 2)

Regional Setting for Educating Children With Disabilities

The policies outlined in the UNCRP have a direct impact on the commitment to
education by other UN agencies. The following section describes in detail the trends in educating
Palestine refugee children, beginning just before the UN resolution that established UNRWA and
spanning the six decades of the agency’s existence. The challenges faced by the UNRWA to
educate the refugees of the 1948 and 1967 Arab-Israeli conflicts are also detailed, followed by an
overview of the current status of the UNRWA education system. Since this study specifically
investigates the Jordan field of operation, this section provides explicit references to the field site

of Jordan.
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Historical Trends in Educating Palestine Refugees

UNRWA’s role is further complicated by the various contextual settings within which it
operates. Until recently, foreign governments oversaw the education of Palestinians living in the
area of what is currently the state of Israel and the OPT (Nicolai, 2007). Formal schooling for
Palestinians first emerged during the Ottoman Empire (Nicolai, 2007). Following World War |
the Ottoman Empire was dismantled and the lands were distributed to the Allied powers. In
1918, upon the dissolution of the Empire, Palestinians were assumed into the British Mandate of
Palestine (Chatty, 2010; Hallaj, 1980). Palestinian Arabs urged the British Mandate to prioritize
education, noting that rural areas were disproportionately lacking in schools and the limited
technical and vocational schools did not accommodate the students wishing to attend institutions
of higher education (Abu Lughod, 1973).

While the British supervised education, Palestinian Arabs saw an increase in school
buildings and school enrollment. Yet, school capacity still did not meet the overall need, and
only half of the students who enrolled in schools were eventually accepted (Nicolai, 2007). Even
still, the British management of schools provided more educational opportunities for
Palestinians. According to Rose (2010), Palestinians’ levels of educational achievement were
good compared to other Arabs in the MENA region, although when compared to developed
nations, levels of educational attainment were still low and not universal.

Following the end of the British Mandate in 1947, the Arab-Israeli conflict of 1948, and
the armistice with Arab armies in 1949, Palestine refugees dispersed to several locations
throughout the MENA (Chatty, 2010). Governing authority of the West Bank of the Jordan River

and Jerusalem was assumed by Transjordan, later renamed the Hashemite Kingdom of Jordan in
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1950, and the Gaza area was governed by Egypt. Refugees also fled to other locations, with most

settling in the interiors of Jordan, Lebanon, and the Syrian Arab Republic.

UNRWA'’s Commencement as a Provider of Education for Palestine Refugees

Through political and social strife culminating in the Arab-Israeli conflict of 1948-1949,
a population of people inhabiting what is now referred to as Israel became refugees scattered
throughout the MENA region (UN, 2008). To meet the needs of the refugee population, in
November of 1948 the UNGA created the United Nations Relief for Palestine Refugees
(UNRPR) (Forsythe, 1971). This organization was succeeded in 1949 by another UNGA
mandate that created the United Nations Relief and Works Agency for Palestine Refugees in the
Near East (UN, 2008; UNGA, 1949). The original organization was thought to be provisional in
nature, given UN Resolution 194, which resolved that “the refugees wishing to return to their
homes and live at peace with their neighbours should be permitted to do so at the earliest
practicable date” (UNGA, 1948b, para.11), and refugees who chose not to return would be
compensated for their property (UN, 2008). Arab states that found themselves new hosts to
Palestine refugees advocated for repatriation instead of assimilation (Chatty, 2010; Forsythe,
1971). Nevertheless, by 1949, the international community was well aware that the newly
established Israeli government would not permit any Palestinians the “right to return” to their
homes or other property (Forsythe, 1971; Morris, 2004). Thus, while UNRWA’s first mandate
was to expire in 1951, it has been extended typically every three years through the UNGA
(Bartholomeusz, 2010), most recently until June of 2014 (UNRWA, n.d.).

The long-term nature of the refugee situation required UNRWA to reconsider the mission

of the organization from a “temporary emergency operation” fixed on providing relief (Rose,
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2010, p. 230), to a more enduring organization focused on “regional resettlement and
reintegration” (Forsythe, 1971; Rose, 2010, p. 231). This new direction continued an emphasis
on increasing the quality of life of Palestine refugees and now included a focus on projects that
would also build the economy of the host countries (Rose, 2010) and an interest in the provision
of education and health services (Congressional Quarterly Press, 2006). The UNRWA leaders
assumed that economic prosperity would alleviate the need for the existence of the agency
altogether (Schiff, 1989). On the contrary, Palestinians were skeptical of many work projects,
conflicted by their intent to return to their homes as per UN resolution 194 and their need to
subsist while residing in host countries (Schiff, 1989).

Despite their skepticism, Palestinians did not see education as an infringement on their
right of return. Quite the opposite, as most refugees embraced the opportunity of being educated
(Dickerson, 1974). Some experts assert that Palestinians saw the loss of their lands and their
citizenry as an example of Israeli superiority (Hallaj, 1980; Rose, 2010). With that in mind,
education became a necessary means to ensure their rights (Chatty, 2010) while providing social
and economic mobility (Abu Lughod, 1973; Dickerson, 1974). Palestinian children and
adolescents required basic education, while adults, skilled in agrarian occupations but having lost
their land and by proxy their means of income, required formal and technical training in areas
often unrelated to their previous occupations (Hallaj, 1980).

The drive to use education as a way of retraining the refugee population forced the UN to
focus on issues of funding and oversight. Funding for education was not included in the first
budget of the UNRPR. However, in 1949 UNESCO secured funds as well as provided their own
funds to create schools and to subsidize education in host governments or private schools for

refugee children (Buehrig, 1971). In partnership with the UNRPR, 31,000 Palestine refugee
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children were enrolled in 39 schools, which were immediately established in refugee camps in
1949 (Dickerson, 1974). Schools were first conducted in tents but then moved to permanent
structures. According to Rose (2010), “schools were the first permanent structures in many
camps” (p. 232). However, data from this period do not provide specific information about the
education of children with disabilities.

Capitalizing on the strengths of the established UNESCO educational initiatives,
UNRWA coordinated an educational program that gave them, “the administrative and financial
task of constructing and maintaining schools and providing teachers, while UNESCO provides
the technical guidance for and supervision of the education program” (Dickerson, 1974, p. 122;
UNGA, 1969). According to UNRWA (2011a) leadership, a similar partnership exists today,
with UNESCO supporting the technical and managerial staff of UNRWA.

The leadership of UNRWA assumed a tremendous responsibility in serving as the
leading provider of education for Palestine refugees after their displacement in 1948. By 1950,
UNRWA staff had registered over 900,000 Palestine refugees, while an additional 300,000
refugees were not registered either by choice, lack of access, or for not meeting the UNRWA
eligibility requirements (Gassner, 2009). Given the large scale of the refugee plight, initial relief
services were prioritized financially, and until 1955 the allocated funding for education was just
5% of the total UNRWA budget (Rose, 2010).

The middle of the 1950s saw an increase in budget expenditures to almost 20% (Rose,
2010), which was expected to support 304 schools and close to 105,000 “general education”
students in five areas, including the Syrian Arab Republic, Lebanon, Jordan, West Bank

controlled by Jordan, and Gaza controlled by Egypt (Forsythe, 1971).
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By 1960, UNRWA had crafted a strategic plan to increase the quantity and quality of the
schools by formalizing a preparatory school cycle, developing training centers for teachers, and
increasing the provision of scholarships for university students (Rose, 2010). Rose (2010)
considered these initiatives as revolutionary for the region and the timeframe, securing the
success of UNRWA in the decades that followed. By the mid 1970s, UNRWA educated more
than half of all Palestine refugee students (Abu Lughod, 1973) and spent almost half of the
organization’s budget on education expenditures (Dickerson, 1974). As a result, Palestine
refugee students were increasingly more educated than their non-refugee peers in the region
(Abu Lughod, 1973; Hallaj, 1980). Whether or not children with disabilities also benefited from
this increase in educational attainment is not known or documented.

Researchers agree that the remarkable educational performance of Palestine refugee
children is in part due to the consequences of refugee existence. Changes in social structures
allowed non-traditional students an education previously inaccessible (Abu-Lughod, 1973;
Hallaj, 1980). For example, gender, geography, employment, and ability all played exclusionary
roles in educating Palestinian youth pre-1948. Primarily due to the circumstance of refugee
existence, Palestinians saw increased school enrollment of female students (while still not equal
to that of males) and students from rural areas (Hallaj, 1980). Families concerned with
subsistence eased, to a small degree, their traditional attitudes towards gender roles, granting
more females the option of going to school (Hallaj, 1980) most often through elementary school
and less often through preparatory or secondary school (Abu Lughod, 1973). For example, in
1950, UNRWA statistics note 26.5% of the total student population enrolled in elementary
education was female, while no females were enrolled in preparatory education. However, in

1952, the percentage of female students enrolled in elementary education had increased to
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28.9%, and female enrollment in secondary education accounted for 6.5% of the total
enrollment. In just ten years, from 1950 to 1960, female enrollment in elementary education
increased more than 15% and almost 15% in preparatory education. Such an increase has not
been replicated even in the more than fifty years since 1960. Females currently account for
approximately half of all students enrolled in both elementary and preparatory education
(UNRWA, 2009).

Education had once been a privilege of the minority of students living in city centers,
where facilities were more abundant. However, Palestine refugees were now abundantly found
living in urban centers rather than the rural areas associated with agrarian living. This geographic
change allowed more students access to schools (Hallaj, 1980). Likewise, the loss of land, which
plagued many refugees, motivated Palestinians to seek new and innovative methods to earn a
living; education was something that could not be repossessed (Hallaj, 1980). Arab states as a
whole were prioritizing education, and thus, Palestine refugees, taking part in Arab schools,
benefited from what Abu Lughod (1973) referred to as the “forward thrust” towards expansion of
school buildings (p. 104). In addition, a lack of employment opportunities may have influenced
refugee students to stay in school longer than expected given the uncertain nature of careers
available (Abu Lughod, 1973). In contrast, data from UNRWA on education through the early
1970s indicate that for students with disabilities, preparatory education may not have been
accessible as it was provided only to students who were “capable of benefiting from it”
(Dickerson, 1974, p. 123).

While the UNRWA/UNESCO education system experienced increased growth for the
general population of students, in the latter 1960s the Arab states of Egypt, Syria, Jordan, and

Iraq were again in conflict with Israel (Hallaj, 1980). The areas of the West Bank and the Gaza

41



Strip, previously governed by Jordan and Egypt, were occupied by Israel within less than a
week’s time. The 1967 conflict, also known as the six-day war with Israel, forced more
Palestinians living in Gaza and the West Bank to seek refuge in neighboring areas. Most refugees
settled in Jordan, assuming the displacement would be temporary.

The subsequent appropriation of the West Bank and Gaza Strip areas to Israel once again
shifted the programming of UNRWA as well as increased the emphasis on education for
refugees. In a 1969 annual report to the General Assembly, the Commissioner General of
UNRWA stated that

Although there were many disruptions and attendance fluctuated during the year in the

Agency’s schools, particularly in the occupied areas, there was no abatement of the

devotion to education the refugee community has always shown, and enrollment
increased with the increase in the population of school age. (UNGA, 1969, para.16)

With the increased movement of Palestinians post-conflict, UNRWA had to reevaluate
and build to scale the systems of education in place for refugees; meanwhile the educational
options of host countries were increasingly accessed. Through extensive document review, Abu
Lughod (1973) traced the sources of financial support as well as access to education for
Palestinians living in host regions specifically after the 1967 Pan-Arab Israeli conflict. Jordan
was the primary contributor of elementary education “followed closely by UNRWA, Syria,
Lebanon, Kuwait, the Gulf States, Egypt, and Irag. This distribution essentially reflects the
geographic distribution of the Palestinians themselves as well as the financial requirements to
defray the costs of educating this population” (p. 102). Host country funding and provision of
preparatory education were reflective of the elementary education order. The main contributors
of host country secondary education were Jordan, followed by Egypt, Syria, Lebanon, Kuwait,

Irag, and the Gulf States.
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University education continued to be a state-supported endeavor, which meant tuition
was low except in cases of private universities, and the only admission criterion was a passing
score on the secondary examination (Abu Lughod, 1973), the tawjihi or tawjihiya (Hallaj, 1980;
Schiff, 1989). As of 1973, host governments in Syria and Egypt provided Palestinians the
opportunity to attend universities without imposing restrictions or mandating admission rates that
favor nationals rather than refugees. However, technical and vocational schools were scarce and
consistently unable to accommodate the students wishing to attend. Specific student data from

this period of time as they relate to disability criteria are unknown.

Challenges in Educating Palestine Refugees

Educating Palestinians in the different locations with such varied contexts proved to be
challenging from the start. Three options continued to exist for students seeking an elementary
and preparatory education, constituting the first six years and the following three years of school,
respectively, in their host country: (a) they can rely on the government-administered schools of
the Arab host nation, (b) they can attend an UNRWA-administered school, or (c) they can attend
private schools limited to a sect of the affluent population who can afford the tuition (Abu
Lughod, 1973). However, in scrutinizing each educational option, students and families were
limited by the interaction of the first two choices and the cost of the third.

Elementary education begins at age six, at which point students are enrolled in first grade.
Upon completion of the first six years of basic education, students are eligible for preparatory
education grades 7-9, or 7-10 in the case of Jordan. UNRWA does not operate upper secondary
schools, grades 10-12, except in Lebanon, where five secondary schools were established

throughout the 1990s because refugee students were not given (and continue to be excluded
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from) access to host government secondary schools (UNRWA, 2009). Additionally, students
seeking an education past the preparatory grades are currently eligible for financial assistance to
attend host government or private schools. University scholarships based on academic merit are
also available, although in limited quantities, for students seeking a technical, vocational, or
university degree (Abu-Lughod, 1973; Dickerson, 1974; UNRWA, 2009).

Although Palestine refugees had a choice in educational environments, a permanent and
unavoidable feature of all options was the curriculum of the host government. Due to the limited
capacity of UNRWA to supply the necessary school resources, curriculums and textbooks were
administered by the host government education system. The curriculum was used to teach
refugee students about the host country, and a unified curriculum was considered advantageous
for those students seeking secondary and post secondary education in host government schools
(Forsythe, 1971). The leaders of UNRWA characterized the use of host government curriculums
as giving students horizontal and vertical movement between systems of education (UNRWA,
2011a). In addition, Dickerson (1974), a public service officer for UNRWA, asserted that
adopting the curriculums of the host country aids in the preservation of the Palestine refugees’
identity within the wider context of Arab culture. However, experts insist that Palestine refugees
found themselves living in locations with regimes hostile to any sense of Palestinian nationalism
(Ghanem, 2001; Nicolai, 2007). Furthermore, refugees were to assimilate into a new culture and
new homeland with the expectation of repressing their own sense of Palestinian identity.
Illustrating this problem, Zahlan and Zahlan (1977) described the education for Palestinians in
the host country of Jordan, as having “little to do with their predicament” (p. 109). Regardless of
the concerns, UNRWA schools were required to use the host country curriculums and textbooks

in their classrooms (Zahlan & Zahlan, 1977), an arrangement that continues today.
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Challenges in maintaining teacher quality in UNRWA schools also beset the agency.
When UNRWA first began educating Palestine refugee students in 1950, “only 175
UNRWA/UNESCO teachers had completed 10 years of schooling, the majority had received
only [an] elementary education, and few were professionally qualified” (Dickerson, 1974,

p. 125). According to Abu Lughod, teacher qualifications were generally unbalanced through the
1960s. For instance, in 19661967, almost three-quarters of the teaching population had only a
high school degree, fewer than one-fifth had received an education past the preparatory level (9"
grade), and a minority of fewer than one-tenth of teachers had earned a university degree (Abu
Lughod, 1973). The quality of the teachers’ educational experience is thought to have had a
direct impact on the outcome of students in UNRWA schools. While UNRWA students were
once considered among the highest educated in the MENA region (Dickerson, 1974), the
educational attainment gap between refugees and their non-refugee peers narrowed and
eventually closed (Arneberg, 1997; Rose, 2010).

As part of the push for higher outcomes for all students, UNRWA assessed the need for
better teacher preparation and established four 2-year teacher training centers, one of which was
the first of its kind in all of the Arab region: the Ramallah Women’s Training Center (Dickerson,
1974). Graduates from the Center were either employed by UNRWA or went on to teach in other
Arab institutions throughout the region. According to UNRWA data in 1973, slightly over 80%
of teachers in UNRWA/UNESCO schools were qualified by UNRWA standards and 10% of
teachers underwent training in one of the institutes. Distance learning programs, established in
the 1960s, were also able to dramatically alter the incidence of untrained teachers from 90%

down to 9% (UNRWA, 2011a).
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In 1992, UNRWA upgraded the two-year pre-service training program to a four-year
university degree through the creation of Education Science Faculties within the training centers
in Amman, Jordan, and West Bank, Palestine. UNRWA currently provides in-service training in
the Education Development Center (EDC) located in Amman, and at the Siblin Training Center
located in Lebanon (UNRWA, 2009). As of the 2006—2007 school year, more than 97% of
elementary and preparatory teachers were professionally qualified to teach, and every single
secondary teacher was qualified (UNRWA, 2009). Further, approximately 70% of the teaching
staff were either in the process of obtaining a university degree or already had one or more
university degrees.

The level of teacher preparation was not the only factor contributing to the challenges in
educating Palestine refugee students in UNRWA schools. The “critical budgetary situation”
(UNGA, 1969, para.23) in which the agency found itself coincided with an increase in student
population (Dickerson, 1974). The budget was further strained by the increased need for relief
due to decreasing employment rates as employers in the region began showing preference
towards nationals rather than refugees (Rose, 2010), and it was stretched even further by ongoing
regional conflict (Chatty, 2010; Forsythe, 1971; Schiff, 1989) and an overall deteriorating
infrastructure (Schiff, 1989). These factors combined with UNRWA'’s capricious relationship
with the host governments, which impeded the agency from “carrying out its mandate at various
times in all of its areas of operation” (Schiff, 1989, p. 63), contributed to the stalled growth in
student outcomes.

Integral to the UNRWA mission is the coordination of the agency with the host
government of each field of operation (Schiff, 1989). The policy of the UNRWA organization is

to involve the host governments in all matters related to refugees under the protection and
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assistance of the agency. This includes matters related to educating refugees directly, for
example curriculum and textbook adoption. Also included are matters indirectly impacting
education, for instance the transport of goods and materials, the construction of new edifices, and
the movement of its employees, most of who are Palestine refugees. Coordination between
UNRWA and local governments takes on multiple meanings given security concerns, varied
relationships with the refugee families, and tenuous relationships with the agency. As Schiff
(1989) pointed out, coordination in the West Bank, controlled by Israel from 1967 until 1994,
was more seeking “permission” and “acquiescence” for initiatives since UNRWA, a UN
constellation, was operating at the “consent” of the host (Israeli) government.

This delicate balance between the host government and UNRWA is best exemplified by
the conflict erupting in the West Bank (and Gaza) that explicitly contributed to the stalling of
educational attainment in the late 1980s and the early 2000s, forcing school closures for time
periods ranging from months to years (Gassner, 2009; Nicolai, 2007). Along with UNRWA, the
Palestinian Authority (PA), the area’s governing body, and other NGOs developed home-school
curriculums for students whose education had been interrupted or postponed.

Even today, how the school closures directly impacted students with disabilities it is
unknown, but given the context and historical treatment of education in times of conflict, the
likelihood of school participation in general for children with SEN was and continues to be slim.
The Intifadas also contributed to the distress in UNRWA’s budget, marking for the first time in
the West Bank and Gaza areas the allocation of humanitarian aid regardless of refugee status
with the agency (Chatty, 2010; Schiff, 1989). The only other instance in which UNRWA has
provided relief and social services to non-registered persons and non-Palestinians was in the case

of the Lebanon Crisis in the 1980s where the conflict impacted the Lebanese and Palestine
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refugee population to such a degree that relief was dispersed to all people who required it

(Chatty, 2010).

Evolving Nature of UNRWA Schools

Regardless of the challenges, UNRWA has continued to adapt to the changing
geopolitical conditions, securing its role as the largest provider of education to Palestine
refugees. Today almost 500,000 students are educated in close to 700 UNRWA schools. Over
half of UNRWA’s budget is allocated to education in the five field sites (UNRWA, 2011a). The
leadership of UNRWA has historically provided access to free basic education for Palestine
refugees through grade nine or ten depending on the host country guidelines. Of the 48% of
eligible Palestine refugee students who take advantage of an UNRWA education (UNRWA,
2011a), only 80% of students, on average, persevere through grade nine (Universalia, 2010Db).
Further, students who persist through grade nine have limited options for secondary and post-
secondary education as they must enroll in host government schools that are not accessible to all
students in all field sites (i.e., Lebanon does not admit Palestine refugees into host government
public schools so UNRWA has had to establish several secondary schools for Palestine refugee
students). University education is also limited by the financial means of the student and the
ability to acquire UNRWA scholarship funds to subsidize the tuition rates. Under its umbrella of
services, the staff at UNRWA does administer technical and vocational education and training
(TVET), but they do not currently run a university.

The majority of the staff at UNRWA is educationally focused in their work. As of 1969,
teachers accounted for more than half of UNRWA’s employees, a statistic that endures to the

present. Further, over 70% of the UNRWA staff are education-related staff (UNRWA, 2011a).
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However, even with the dedication to teacher preparation, UNRWA classrooms are overcrowded
(Schiff, 1989; UNRWA, 2011a) and run a traditional architecture of teacher-centered instruction
where students are not expected to be active learners (Bekerman, 2004; UNRWA, 2011a).
Zahlan and Zahlan (1977) proposed a non-traditional system of education, asserting that
this combines the regular means of instruction, such as teachers, textbooks, laboratories,
with a wide variety of new tools such as radio, television, videotapes, newspapers, etc.;

its aim is to bring education to the student rather than to bring the student to the centre of
learning. (p. 111)

However, the teacher-centered practices perpetuate, and pedagogical approaches do not
accommodate multi-modal learners. Additionally, to compensate for a lack of school buildings
and qualified educators, teachers began maximizing their time by teaching twice daily in what
UNRWA deemed “double shifts.” In the immediate moment, double shifts were considered a
temporary solution to the budget constraints of a nascent organization in the throes of immediate
relief. Sixty years later, resources and staffing have not improved enough to eliminate the
double-shift schooling style, and close to 80% of schools have students that take their classes in
the morning or in the afternoon shift (UNRWA, 2009; UNRWA, 2011a). With the current trend
in increasing student population and decreasing donor funding, the leadership within UNRWA
recognizes that double shift schooling cannot support the education of all children in the future

(UNRWA, 2011a).

Curriculums and Textbooks

Beyond the challenges associated with how students are taught are the challenges related
to what students are taught and the curriculums used in the classroom. Despite an attempt to
create a cohesive educational system, curriculums and textbooks are different in each of the field

sites most often aligned with the host country curriculum. The UNRWA schools in Jordan,
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Lebanon, Syrian Arab Republic, and Gaza continue to use the host government curriculum.
However, UNRWA schools in the West Bank are hampered by complicated and contentious
curriculum decisions manufactured by the political status of the region. Although Israel became
the governing authority in the West Bank and Gaza after the 1967 conflict, curriculums closely
followed traditional Jordanian and Egyptian education. Only recently, since 2000, have
curriculums been increasingly modified for the Palestinian context (Nicolai, 2007; UN, 2008).
However, Israeli authorities took a strong interest in the curriculum provided to the Palestinians
in occupied areas. Although Israel continues to occupy the West Bank, the PA was given
authority to govern the area under the Israeli-Palestinian Accord of 1994 and remains the
governing body today (Chatty, 2010; CQ Press, 2006). As of the year 2000, curriculums and
textbooks are produced by the PA (Nicolai, 2007; UN, 2008), yet the materials continue to be
vetted by UNESCO specialists to ensure the removal of any items incendiary towards the state of

Israel or in contradiction to the spirit of the UN (Schiff, 1989).

Informal Education

The overall curriculum is often supplanted by what is termed “informal education” in
most of the UNRWA regions. While formal education is highly valued and considered an
important pillar of the Palestinian identity, informal education subsidizes what is often neglected
in host country/state sponsored curriculums (Alzaroo & Hunt, 2003; Chatty, 2010). Informal
education is endorsed as a means of learning about the political, social, economic climate
(Alzaroo & Hunt, 2003). After-school clubs, camps, sports and athletic groups, and cultural
activities that children engage in outside of their homes impart a national identity and pride in

being Palestinian. This foundation of pride in culture is often considered a way to help children
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understand their refugee status and to maintain their knowledge of what many still consider their

home country.

Education as a Coping Mechanism

Regardless of the varied contexts, education can be an important support to ease the
effects of conflict and displacement (Davies & Talbot, 2008). The practice of using education as
a means of assuring well-being, national identity, and coping with the effects of displacement
(Nicolai, 2007) is illustrated by Alzaroo and Hunt (2003). Through extensive interviews with
Palestine refugees living in the West Bank, Alzaroo and Hunt (2003) examined how the
identification and status of being a refugee impacted the perception of education and the use of
education as a coping strategy. Three generations of Palestine refugees participated in the
interviews. The first generation was from the original group of refugees who witnessed the 1948
migration, the second and third generations were the descendants of the first. Most respondents
perceived education as a means of (a) being marketable for jobs, (b) marrying well, (c)
understanding how to fight off the occupation, and (d) preserving their national identity.

Education was also seen as a coping mechanism for most Palestine refugees (Alzaroo &
Hunt, 2003). Many refugees must cope with the inability to move from place to place freely due
to restrictions on movement within the walls of the West Bank. One mechanism for coping with
the restriction of movement is for children to attend school. According to Palestinian
respondents, attaining an education leads to higher self-esteem and increased participation in
civic and public activities. Alzaroo and Hunt (2003) contended that “the experience of
displacement and prolonged conflict is a decisive factor in pushing Palestine refugees towards
education” (p. 171). Although education is critical, the current status of education provided is

still not at the level needed for all students, including students with disabilities.
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The Emergence of Inclusive Education in UNRWA Schools

The importance of education for refugee children and the need for improvement in the
current system continue to be a dual focus for UNRWA leadership personnel. The current system
of educating Palestine refugee students is considered by the UNRWA team as needing “to be of
higher quality, greater effectiveness, increased efficiency and enhanced equity” (UNRWA,
2011a). The imperative for reform is in part due to the diminishing scores on the UNRWA
agency-wide Monitoring Learning Achievements tests taken by refugee students across the five
field sites. Additionally, UNRWA staff evaluated the impact of globalization and the reduced
employment opportunities for its graduates and resolved that students needed an education that
emphasized the learning and skills necessary to pursue careers in the 21% century (2011a). Also
integral to the reform movement was the need to reflect the current trends in education
internationally, decidedly adopting the human right’s approach to educating all children in
inclusive settings. Thus, the current education reforms commencing in UNRWA are situated
within the context of the EFA goals as well as the MDGs (2011a).

As a first step in reforming education, UNRWA engaged Universalia, a consultant
agency based in Canada, to explore the underpinnings and the current state of the UNRWA
system of education. The agency agreed with the Universalia report, and the findings thus
“served as a spring board for an inclusive UNRWA wide process of development for the
Education Reform Strategy” (UNRWA, 2011a, p. 41). Overall, the approach to quality
education was characterized as “fragmented” (p. 40), which reaffirmed UNRWA’s suspicion that
the current system was not preparing the Palestine refugee students to develop their full potential
(UNRWA, 2011a).

The information provided by Universalia was used in combination with what is known

about effective, quality education and the known needs and challenges of educating Palestine
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refugees in the MENA region to develop and ultimately adopt the UNRWA Education Reform
Strategy 2011-2015 (UNRWA, 2011a). At this point, the focus of UNRWA’s staff moved from
access, where improvement in enrollment rates have demonstrated marked success, to quality of
education (UNRWA, 2011a). In the agency’s words:
At the heart of the Reform Strategy is the classroom and the teaching and learning
pedagogy, that is the way in which teachers interact with their students. To change the
ethos of the schools and their classrooms will require establishing an enabling,
supportive environment at all levels. As educational experience indicates, and the
Universalia Review emphasizes, quality education is unlikely to be achieved through
focusing on single strands or dimensions of education practices, such as teacher training
alone. Transformational change towards enhanced quality education in UNRWA will
therefore depend upon a holistic, coherent and interrelated approach. To this effect the

Education Reform draws upon the analysis of the whole UNRWA education system in
order to determine action to be taken to improve overall quality. (2011b, p. vi)

As part of the push for an overall improvement in practices and outcomes, UNRWA’s
leadership outlined eight strategic goals, four of which are program focused, including an
emphasis on IE. The goal of IE aligns with UNRWA’s mandate to provide, among other things,
the human right of education for all, as well as UNRWA’s medium-term strategy, which
supports all Palestine refugees to meet their full potential. This focus on full potential is
grounded in a capability approach (UNRWA, 2011a), relying on the removal of barriers “that
prevent people from realizing and expanding their capabilities” (UNRWA, 2012b, p. 3). In
addition, the development of IE provides basic education to every Palestine refugee child,
increases the quality of education provided, and ensures access to quality education to learners
considered vulnerable or marginalized, specifically students with disabilities (UNRWA, 2012b).

The development of the Draft Inclusive Education Policy 2012—-2015 (Draft IE Policy)
(UNRWA, 2012b) followed five consecutive phases, beginning with a review of major outcomes
of Universalia’s scoping mission. The existing education initiatives directed at students with

disabilities followed a medical model, a special-education approach, or both. These initiatives
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propelled the agency in general, and the inclusive education unit (IE Unit) specifically, to craft a
strategy in support of inclusive strategies. Other major findings from the scoping mission related
to IE included lack of qualified SEN teachers, lack of pre-service and in-service professional
development and training to meet the needs of students with SEN—especially for teachers in the
fields of mathematics and literacy—and the concern that the new IE Policy would be unfunded,
under resourced, and a “burden” to fulfill, amongst other results. During the second phase of
development of the IE Policy, coordination between UNRWA staff at the headquarters and the
field sites, the host governments, and UNESCO personnel created a unified understanding and
concluded that the UNRWA IE Policy would take a holistic approach to ensure all
students regardless of abilities, disabilities, gender, socio-economic status, psychosocial,

and health needs have access to education in UNRWA schools and are supported to
achieve their full potential. (UNRWA, 2011b, p. 2)

The third phase of the IE Policy was marked by further coordination and collaboration
between UNRWA education staff in different units, as it was concluded that the success of the IE
Policy would be correlated to the curriculums developed and the policies for teacher preparation.
IE thus became a “cross cutting” issue requiring the integration of IE throughout the UNRWA
Education Reform Strategy, specifically aligning with the teacher policy/education framework.
The committee finalized a draft inclusive-education reform strategy in phase three and sent it to
the field and HQ staff during phase four. Stakeholders were able to provide written comments or
to discuss the policy during focus group sessions. The teacher’s role in curriculum adaptation,
referral mechanism, student support teams, individual education plans, monitoring, and
evaluation and data collection were concerns brought up by stakeholders. The concerns of
UNRWA staff related to IE Policy implementation and the type and depth of training on roles
and responsibilities staff members would be expected to fulfill. The culmination of the fourth

phase was a draft implementation strategy and a further revised IE Policy. The final stage in the

54



development of the IE Policy began in February of 2012, during which time stakeholders met at
the UNRWA HQ office and finalized the draft IE Policy as well as the draft implementation
strategy. Adoption of the IE Policy through a workshop with stakeholders is expected in the near
future.

The overall IE Policy follows a rights-based approach to educating all students
“regardless of their gender, abilities, disabilities, socio-economic status, health and psychosocial
needs” (UNRWA, 2013d, p. 2). Two main distinctions are noted between the current model and
the adopted model of IE. In contrast to the current model, which emphasizes the individual, the
rights-based approach emphasizes society. Whereas the current medical model approaches
disability as a barrier, the rights-based model approaches the attitudes and environmental
challenges imposed by society as the barriers to achieving one’s full potential. In this way, no
one solitary individual is responsible for educating a student; rather, everyone with a stake in the
student’s educational outcomes is responsible for meeting the student’s needs. The IE Policy
(UNRWA, 2013d) is thus based on seven principles:

1. IE is based on a belief in each child’s potential for learning and valuing all children
and their different ways of learning equally: Not all students need to learn in the same
way and not all students need to achieve the same things, but all students need to be
supported to achieve according to their fullest potential.

2. IE is a human-rights—based approach: A human-rights—based approach emphasizes
that all children have the right to access free quality education and have a right to

protection within education.
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3. IE is a continuous process of improving the education system: It is about changing
classroom practice and empowering schools and teachers to be more responsive and
flexible to meet the needs of all children.

4. |E is about meeting the needs of all children with a special emphasis on children
vulnerable to exclusion and marginalization: IE requires identifying and addressing
discriminatory attitudes and practices in order to reduce barriers to learning and
participation.

5. IE reflects the social model of disability: The social model holds that people may
have impairments, but it is society, through attitudinal and environmental barriers,
that disables them.

6. IE is about recognizing individual needs and providing support to meet these needs. It
IS necessary that any learning, psychosocial, and health needs of children are
identified early on and that support is provided to prevent difficulties. UNRWA
discourages the practice of class repetition and encourages continuous identification
of needs and provision of support. Particular emphasis needs to be placed on
identification of needs and support in the elementary years of schooling.

7. Inclusive schools contribute to the development of inclusive communities: The
inclusion of all children in the same schools and classrooms will enhance social
inclusion and acceptance of diversity. In this regard, social inclusion may sometimes

be more important than learning achievement.

Per the IE Policy, inclusive systems and structures should be developed and UNRWA
field sites should adopt inclusive practices by 2015. The adoption of policies should include

school-based student support teams (SST) made up of school staff responsible for supporting
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teachers and students through health, learning, and psychosocial initiatives. School principals
should lead the implementation of the IE initiatives at their sites, while education specialists in
each field area should advise schools on inclusive learning strategies as well as plan for students
with broad learning needs to have access to specialized services (UNRWA, 2012b). TVET
centers should also be responsible for IE at the post-secondary level, and existing initiatives
across all levels of education are expected to align to the new IE Policy.

To accomplish IE reform, UNRWA plans to partner with a host of international, regional,
and local agencies. These partners will include NGOs, existing institutions, special schools and
centers that provide services for students, as well as other UN agencies with particular expertise
in serving vulnerable populations. Of particular importance is the collaborative relationship
UNRWA plans to strengthen with host governments, recognizing that up to a quarter of all
refugee students participate in host government and private schools (UNRWA, 2011a). The
cumulative effect of initiating new partnerships and increasing collaboration with existing
partnerships is the delivery of education to a greater quantity of children with SEN.

Providing physical access to schools, classrooms, and learning materials will also support
the delivery of education to students with SEN. Retrofitting existing buildings and classrooms
with the necessary accommodations, e.g., ramps, adapted seating and desks, as well as pre-
planning new construction and the selection of rental buildings increases access to the learning
environment for UNRWA students (UNRWA, 2012b). In addition to infrastructure, the provision
of assistive technology and devices as well as modified learning material and teaching methods,
e.g., sign language, also are expected to contribute to the inclusive environment.

According to UNRWA leadership as described in the draft policy (2012b), “The Policy

aims to support and strengthen existing initiatives, while creating a unified understanding of the
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concept of IE and a unified approach within the Agency, among all UNRWA Fields of operation,
all staff and educational institutions” (p. 1). The essence of a unified approach to IE necessitates
a universal reform in attitudes and practices to reduce discrimination and barriers. With this
approach in mind, the IE Unit has advocated for the blending of IE policies and principles into
other units of education as well as into health and psychosocial services. The area of teacher
policy, which includes staffing and support, is considered the “main instrument” (UNRWA,
2011b, p. 3) in UNRWA’s system of education. Curriculum dissemination would therefore act
as the primary mechanism teachers use to include students by differentiating lessons, modifying
assessments, and identifying areas of deficit. The IE Unit thus provides input in the crafting of
the Teacher Policy and Curriculum Framework.

Curriculum is currently disseminated to a large degree using teacher-centered techniques
to espouse host government material. In the current reform, teachers will be expected to analyze
curriculums, considering the needs of the students in the classroom and ensuring the material is
free from any discrimination and gender bias. Incorporation of varied teaching techniques as well
as differentiation of learning methods and materials assures an inclusive environment that
welcomes diverse learners. However, when adapting the curriculum, teachers are encouraged to
consider whether grade-level content is meaningful and necessary to the student’s long-term
educational needs. Additional focus in the areas of literacy and mathematics is specifically
mentioned in the Policy, as is the extension of enriched material for students with gifts and
talents. Measurement of student progress may be assessed using both formative and summative
assessments to address learning deficits and needs intermittently, and teachers will be

encouraged to provide students with SEN flexible examination arrangements.
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In addition to adapting methods of teaching and assessing, UNRWA leaders recognizes
that the learning needs of some students may be better met in alternative environments. To
facilitate the learning of all children, the policy distinguishes three levels of educational support.
All students will be supported at the first level through “quality child centered education in a safe
and stimulating environment” (UNRWA, 2013d, p. 3). Students who require “additional learning
support” (p. 3) from teachers or from the SST fall under the second level of support. Those
students who need “extensive learning support” (p. 3) may have long-term education needs and
will be referred through a three-tiered process. The environment best suited to educate the
student with extensive learning needs does not preclude UNRWA general education placement.
Rather, at this level access to alternative environments is considered in addition to the general
education school. A key component of the referral and placement process is the support of
communities and contribution of families (UNRWA, 2013d). Attitudinal and social barriers to
education for children with diagnosed or suspected disabilities are present in families and
communities; therefore, UNRWA proposes a direct approach through awareness-raising

activities to increase all children’s access to education.

Current Status of Educating Palestine Refugee Children With Disabilities

The cornerstone of UNRWA’s IE Policy reform is the education of all children, yet the
lack of uniformity in identifying children with SEN is challenging to teachers who are expected
to teach to the specific needs of each child. Identification of students with SEN is not
standardized across schools in each field site, nor is the assessment and diagnosis of disability.
Field sites have not historically collected data on students with special needs in UNRWA schools
(P. Malan, personal communication, July 6, 2012). However, in an effort to begin developing an

approach to IE, in 2011 UNRWA asked field sites to provide numerical data for students with
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special needs based on their disability type and their educational placement. “This data collection
instrument reflected a more comprehensive, needs based and inclusive classification of
disabilities compared to previous efforts of collecting data” (UNRWA, 2011b, p. 3). The
information submitted varied to a large degree based on field site location and did not align with
international norms of disability statistics even within developing countries (UNICEF, 2007),
causing the data to be deemed unreliable at best (P. Malan, personal communication, October 12,
2012). Although identification of children with disabilities has not been perfected, an estimate by
UNRWA concluded that 100,000 students with SEN are not being provided services across
UNRWA field sites (UNRWA, 2011a).

Part of the challenge in identifying students is that qualified teachers are necessary in
order to accurately determine if students are in need of additional special education supports.
Building the capacity of the teaching force in UNRWA schools will take many forms, one of
which may be teacher development modules. The IE Unit has developed a module, The Inclusive
Approach to Teaching and Learning to emphasize “supportive teaching and learning strategies”
and “identifying diverse learning needs” (UNRWA, 2011a, p. 2). The module will be delivered
to elementary teachers in general education schools to build their capacity to teach to all

students, including students with SEN.

Children With Special Educational Needs in Jordan.

Within the context of the host government, educating children with SEN in Jordan is
receiving increased attention. At the teacher level, the University of Jordan currently offers pre-
service special education training as well as graduate-level special education programs

(UNRWA, 2011a). At the service level, a range of students with SEN are being educated in over
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400 special education resource rooms provided by the Directorate of Special Education within
the Jordanian Ministry of Education (UNRWA, 2011a). An additional 18 special programs for
students with specific disabilities have been set up in Jordan. Students with suspected special
needs and those with suspected gifts and talents are being referred, assessed, and diagnosed in
some 17 centers across the country. Furthermore, Jordan has also provided special schools for
students with more severe learning needs outside of the mainstream education system.
Registered refugee students with SEN in Jordan are also receiving services through
UNRWA-operated learning support centers (LSC). The LSC include resource rooms for students
with identified special educational needs. According to Universalia (2010b), students are first
identified for the program by their classroom teachers. Initial referral is followed by diagnostic
tests administered by teachers prepared to work with students with SEN in the LSC. These
teachers use the Jordanian curriculum, Princess Sarwath College measurement tools for
identification of students with LD (Universalia, 2010b), and diagnostic tools crafted from
established Western assessments are also being used in refugee areas in South Amman. Once
assessed, students who qualify are provided an individual education plan and provided
instruction in segregated settings (outside of the general education classroom) for varying
periods of the day. The research team from Universalia reported noting high levels of child-
centered instruction taking place in the resource rooms and low student-to-teacher ratios as
compared to UNRWA general education classrooms. These features may account for the large

degree of satisfaction reported by parents of children attending the program.

61



Stakeholders’ Impact on the Inclusion of Students With Disabilities

Stakeholders in the lives of children with SEN influence the perception of disability, the
value of an education, and the access the child may have to an education. In the case of UNRWA
field sites, the education practices of local schools are impacted by regional and international
policy generated by UNRWA education staff. Teachers’ perceptions and expectations of children
with SEN impact the level of access and inclusion in the classroom. Teachers who have taught
for more years are more likely to support including children with SEN in the classroom than
novice teachers (Alghazo & Naggar-Gaad, 2004; Al-Zyoudi, 2006), as are teachers who teach
more then one subject and teachers who have been prepared with special education coursework
(Lifshitz, Glaubman, & Issawi, 2004). Since IE is supposed to empower children with SEN
(Winzer & Mazurek, 2010), Samoff (1999) argued that students should participate in the reform
process. Families are known to be key components in accessing education for children with SEN.
However, the attitudes of Palestinian families towards children with SEN are influenced by the
community, by their religion, and by the services available to support their children. Therefore,
including all stakeholders, UNRWA education staff, school administrators, teachers, children
with disabilities, and families of children, in investigating inclusive practices provides a
contextual understanding to the scant data that exist on current perceptions and strategies within

UNRWA schools.

Administrators
As noted, administrators often pave the way for children with disabilities to receive
access to education in formal school settings. Limited research exists related to the impact of

UNRWA school administrators on the inclusion of students with SEN and the impact of these
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stakeholders in the host area of Jordan. Dukmak (1994) reported on the findings of an earlier
study (1991) during which the author interviewed school directors at 27 government and private
schools examining attitudes towards integration of students with disabilities into mainstream
schools. Integration referred to the incorporation of two populations, students without disabilities
and students with disabilities, in the same school, but not in the same classroom. A majority of
school directors were supportive of integration and believed that their teaching corps would also
support integration; only half believed parents would be supportive. The financial impact of
inclusive practices was the primary concern voiced by administrators, who cited the changes
required to implement an integrated school, including renovation of buildings, teacher training,

and materials, among other factors.

Teachers

Gaining the investment and support of administrators is in vain without the grassroots
level of support from the classroom teacher. “Although the movement for ‘IE’ is part of a broad
human rights agenda, many educators have serious reservations about supporting the widespread
placement of pupils with SEN in mainstream schools” (Avramidis & Norwich, 2002, p. 131).
Research on teacher attitudes often yields contradictory results that are highly dependent on
contextual conditions. Teachers’ attitudes towards IE may be influenced by a myriad of factors
including their preparation and self efficacy (Alghazo, Dodeen, & Algaryouti, 2003; Leyser &
Romi, 2008; Lifshitz et al., 2004), their perception of specific disabilities (Alghazo & Naggar-
Gaad, 2004; Avramidis & Norwich, 2002; Al-Zyoudi, 2006), their perception of social stigma as
it relates to disability (Lifshitz et al., 2004), their gender (Alghazo & Naggar-Gaad, 2004), their
teaching experience/length of time teaching (Alghazo & Naggar-Gaad, 2004; Al-Zyoudi, 2006),

their contact time with people with disabilities (Al-Zyoudi, 2006), and their academic
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expectation of students with disabilities (Avramidis & Norwich, 2002; Al-Zyoudi, 2006).
Although limited, the following few studies are directly relevant to teacher attitudes towards
inclusion of students with disabilities in this international context.

Avramidis and Norwich (2002) reviewed the international literature from various
countries whose systems of education were unique and nuanced, and preference was given to
studies that included students with significant needs rather than students with mild to moderate
needs more often included in general education settings. The authors suggested that while
teachers support the philosophy of inclusion, they do not all believe in a “zero reject” approach
to including all students in general education settings, erring often towards a continuum of
services whereby special education is provided dependent upon the student’s need. Closely
related were teachers’ attitudes towards specific disabilities, with teachers consistently in favor
of including students with milder forms of disability and sensory or physical impairments to
more severe disabilities and behavioral problems. Teachers’ sense of investment in IE was also
found to be directly related to their preparation and skillset.

It can be said that teachers who accept responsibility for teaching a wide diversity of

students (recognizing thus the contribution their teaching has on the students’ progress),

and feel confident in their instructional and management skills (as a result of training),
can successfully implement inclusive programmes. (Ayramidis & Norwich, 2002, p. 140)

Therefore, Ayramidis and Norwich (2002) suggested that teachers who are provided with in-
service and pre-service preparation to include all students, especially students with severe
disabilities, had more effective practices and attitudes towards inclusion.

In a study of general education teachers in the United Arab Emirates, attitudes toward
inclusion were “less than encouraging” and varied based on several factors (Alghazo & Naggar-
Gaad, 2004, p. 98): years of experience, gender, severity of disability, type of disability, and

region in which they were prepared. The number of years of teaching had a strong correlation to
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attitude towards including students with disabilities, specifically the more years in the classroom
the more teachers accepted inclusion. Male teachers were less accepting of inclusion than female
teachers, and the type of disability impacted acceptance at different rates, with severe disabilities
being less accepted by teachers universally and physical disabilities being more accepted.

Similarly, a 2003 study by Alghazo et al. found negative attitudes existed in pre-service
teachers enrolled in three Jordanian universities and one Emirati university (United Arab
Emirates, UAE). Universally, a negative attitude towards people with disabilities existed, with no
difference based on gender. However, differences did exist based on the discipline students were
studying: students enrolled in the colleges of education and humanities had more positive
attitudes than students enrolled in the college of science. Large differences were also found
between students from Jordan and students from the UAE. The authors suggested that the
improved attitudes towards people with disabilities found in Jordanian students’ results may be
correlated to the more progressive history of people with disabilities in Jordan. The Jordanian
government began providing education and services for students with disabilities several decades
before the Emirati government. Also, the Jordanian higher education system has prioritized
disability education through the initiation of several graduate and doctoral programs, whereas the
UAE does not currently have any similar programs for students seeking higher education in
special education.

A study of Jordanian general educators with experience teaching students with special
needs revealed 60% of the 90 participants indicated students with special needs should have the
opportunity to attend public schools (Al-Zyoudi, 2006). Of teachers who preferred an inclusive
model, most teachers were in favor of a dual method of instruction whereby the student

participates in both the resource and the general education class. A small minority of teachers (7)
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favored a full inclusion model with all instruction taking place in the general education setting.
Upon further investigation, the study supports previous research that teachers are more
supportive of including students with specific disabilities. Including students with physical
disabilities was most often cited by teachers in contrast with students with “mental retardation”
or behavioral problems, whom teachers found to be the least desirable for inclusion in the
classroom. The impact of the disability on academic ability such as reading, writing, and
arithmetic was also cited as a rationale for excluding students from the general education
classroom (Al-Zyoudi, 2006). Finally, “The analysis indicated that exposure to and experience
with students with special needs had an influence on teacher attitudes” (p. 59).

Lifshitz et al. (2004) sought to investigate the change in perception of Israeli and
Palestinian elementary school general and special education teachers after a three-day
intervention on disability, including cognitive, behavioral, and attitudinal components. The
results of the study have several significant implications. First, in pre-test results of attitudes
towards people with specific disabilities, Lifshitz et al. (2004) found Palestinian teachers as a
group had negative attitudes towards people with visual and hearing impairments, which became
positive post intervention. Second, attitudes toward students with disabilities differed between
general and special education teachers. Special education teachers’ attitudes were more positive
than attitudes of general education teachers in pre-test results. However, post-test results
remained static for special educators, revealing no change in attitudes towards students with
disabilities, whereas general education teachers’ attitudes became more positive. Lifshitz et al.
(2004) suggested two reasons for their findings: (a) the special education teachers’ concept of
inclusion may not have included all students with all types of disabilities, or (b) special education

teachers had high rates of self efficacy in relation to teaching students with disabilities, leaving
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little room for growth, whereas general education teachers did not initially have high rates of self
efficacy, which may account for the significant growth in their attitude toward IE. Overall,
although attitudes towards students with disabilities changed in both groups, attitudes concerning
including students with severe learning disabilities, moderate/severe emotional disorders, and
mild mental retardation remained negative (p. 187).

Beyond changing teachers’ perceptions about disabilities through professional
development, another issue that impacts inclusion in UNRWA-related regions is religious and
cultural affiliations. For example, the belief that disability is related to a punishment from God
can impact a range of stakeholders’ attitudes towards inclusion and people with disabilities in
general (Dukmak, 1994; Lifshitz et al., 2004; Winzer & Mazurek, 2010). Leyser and Romi
(2008) examined the attitudes of over 1,100 teachers in Israel from six separate religious groups
including secular, religious, and ultra-orthodox Jews and Muslim, Christian, and Druze Arabs.
Of all of the groups, Muslims were the least supportive of inclusion and most supportive of
segregation. Arab groups as a whole were among the most concerned with behavior and
classroom management. Findings from the study also revealed Arab groups were least concerned
with teacher skills, indicating a comfort with their role as the authority figure in the classroom
(Leyser & Romi 2008), which supports the current context in UNRWA schools (Bekerman
2004). The authors suggested that given the uniformity with which the Arab groups responded to

inclusion, cultural groupings have just as much influence on attitude as do religious affiliation.

Students With Disabilities

Considering the numerous factors that impact perceptions of a range of stakeholders in
UNRWA- related field sites, one specific group often not considered is the perceptions of

students with disabilities themselves. As noted, the medical model of disability prevails in the
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MENA region, which inhibits many students with disabilities from participating in the general
education classroom. Given the lack of access to the general education system, research as it
relates to perceptions of inclusion of students with disabilities in the MENA region is scarce.
Therefore, the following section will address research on student perceptions of inclusion in
Western countries, specifically the US.

Students with disabilities in the US report having mixed attitudes towards receiving
support in inclusive versus segregated environments (Klingner, Vaughn, Schumm, Cohen, &
Forgan, 1998; Salend & Garrick-Duhaney, 1999). Several variables, including current
placement, student age, student grade level, social anxiety, and perception of success given
academic supports, have historically played strong roles in predicting student preferences
towards their educational placements. Students may demonstrate preference towards the
environment they are more familiar with rather than an unknown environment, as was the case in
a study by Jenkins and Heinen (1989) of elementary age students receiving services in a variety
of settings in the US. This study revealed that older students preferred a pull-out method of
service delivery to an in-class or integrated approach more than younger students, justifying pull-
out as less embarrassing. Conversely, in a study of first through sixth graders with learning
disabilities, Albinger (1995) found students did not prefer to be pulled out for special or
individualized services, citing feelings of social anxiety, exclusion, and low self efficacy. A
similar study by Reid and Button (1995) found students who were pulled out for support felt
victimized through name calling and were unappreciated by their peers and general education
teachers. Missed activities with peers was a common theme among the studies of Albinger

(1995), Reid and Button (1995), and Padeliadu and Zigmond (1996), which found students who
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were pulled out for additional support were concerned about missing social activities with
friends and missing academic instruction.

The rigor of academic instruction also influences students’ preferences towards their
educational environment, as demonstrated by Klingner et al. (1998). In a study of upper
elementary students with and without learning disabilities (LD), Klingner et al. (1998) found that
when asked what environment they preferred, students with learning disabilities were almost
evenly divided, preferring a pull-out model slightly more often than an inclusive model.
However, students with LD indicated that the work in the general education class was harder
than the pull-out class and more work was completed in the general education setting. Students
also indicated “that pull-out was preferable for learning, but inclusion was better for making
friends” (Klingner et al., 1998, p. 155).

Social interactions with peers and friendships also framed responses in a study by
Knesting, Hokanson, and Waldron (2008) in the US, which investigated the experiences of
students with mild disabilities in an inclusive middle school. Students had previously received
in-class supports, which continued in their middle school classrooms, and were able to select
when to ask for additional help. Results indicated students’ preference towards inclusion in the
general education setting with one student even citing, “I can get help from them and the teacher
because it is just easier because if they are my friends; I know them” (Knesting et al., 2008,

p. 272). As students become more familiar with the diverse learning needs of their classmates,
the classroom community becomes more tolerant (UNESCO, 2001). Social interactions,

therefore, play a significant role in the perception of IE by students with disabilities.
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Parents of Students With Disabilities

Similarly, social interactions also contribute to parental perceptions of IE. Parents must
consider that their children with disabilities are more vulnerable (UNICEF, 2007) and are often
the target of bullying and abuse (WHO & World Bank, 2011). Peers are not always the
aggressors though; teachers and administrators have also been implicated in bullying and abuse
towards children with disabilities, most often in cases where cultural attitudes towards disability
result in stigma and discriminatory practices (WHO & World Bank, 2011). As in the case of
Yemen (Marcus, Pereznieto, Cullen, & Jones, 2011), parents may be reluctant to support
education initiatives for fear of discrimination.

Parental participation in the education of a child with a disability also impacts access and
quality of education. Tilstone, Florian, and Rose (1998) described partnership and collaboration
between the parent and the teacher in inclusive school settings as necessary for successful
student outcomes. However, in a study by Patel and Khamis-Dakwar (2005), teacher
participants indicated that Palestinian parents took a “passive” role in the service provision of
their child with a disability. Teachers felt parents often left the responsibility of the child’s
educational success solely in the hands of teachers, placing excessive stress on the teacher for the
student’s performance.

Refugee camp environments can also be barriers to accessing education and services for
students with disabilities (NORAD, 2011). Physically, the environment can be quite challenging
to traverse given the location of schools and programming, and socially, more than one study
confirms that families are reluctant to send their child with a disability to school (NORAD,
2011). Additionally, parents who lack the resources to provide adequate transportation to school
may not be motivated to seek out alternative schooling for their children with disabilities

(NORAD, 2011), leaving the child without access to education.
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While instances of parental neglect, abuse, and abandonment have decreased in number,
they continue to afflict the Palestinian populations (Dukmak, 1994). Dukmak (1994) described
early Palestinian response to disability as one that is reflective of their religious beliefs.

Hiding, rejecting, and neglecting a person with a disability are common phenomenon

among Palestinians and express the shame and stigma felt at having such a person. Such

an attitudes reflects a strong belief that having a person with a disability isa punishment
from God to the parents for doing bad things or for committing a sin in the past. Another

belief teaches that the person with a disability was born with wickedness, and, therefore,
the parents should keep away from him or her. (pp. 53-54)

Cultural norms associated with disability, including the guilt and humility, have also impeded the
education of Palestinians (Dinero, 2002; Lifshitz et al., 2004). Negative feelings towards
disabilities and people with disabilities can contribute to a stigma of shame, which can “restrict
their access to education, rehabilitation services, and job opportunities” (World Bank, 2005,

p. 17)

Though parents have historically segregated their children with disabilities, conflict in the
MENA region played a large role in increasing the visibility of people with conflict-related
injuries and impairments. Specifically, fighting between the Palestinians and the Israelis in the
OPT has increased the youth population afflicted with conflict-related disabilities. Parents have
reacted by advocating for their children with greater urgency. The international NGOs (Dukmak,
1994; NORAD, 2011), which have historically served people with disabilities (Alzaroo & Hunt,
2003; Nicolai, 2007), began providing services for people returning with conflict-related
disabilities (Dukmak, 1994). Community outreach through rehabilitation centers and community
programs now provide parents the opportunity to connect with other people who are impacted by
disability. Through the work and advocacy of organizations, parent perceptions of their children
who have disabilities and the perceptions of the community as a whole have become more
positive (Disability Now, 2012).
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Although perceptions are improving globally, for refugee parents of children with a
disability living in Jordan the perceptions of disability combined with education have not been
explicitly researched. However, Arneberg (1997) studied the enroliment and attainment levels
for people accessing education in Jordan in three settings: people living inside of refugee camps,
people living outside of refugee camps, and non-displaced/refugee people. Arneberg (1997)
found that of the three groups studied, parents living inside of refugee camps in Jordan had lower
expectations for their child’s educational attainment then did parents living outside of refugee
camps and of non-displaced parents. Arneberg (1997) also found that male parents were more
resistant and had lower expectations towards educating female children. However, female
parents were less resistant and had higher expectations for educating female children than the
male parent. Finally, while more than 70% of parents would consider an UNRWA education in
Jordan “good,” a larger proportion considered the education “poor” when compared to the host
government and private schools (Arneberg, 1997). These results contradict findings from Zureik
and Nakhaie (1997) who found that Palestine refugees are more likely to support education of
both the males and females in almost equal proportions (Zureik & Nakhaie, 1997), grounding
their support of education in the need to overcome the Occupation (Barber, 1999). As
demonstrated by the conflicting results, the nature of parents’ attitudes and perceptions are

notably complex and most likely charged with contextual factors related to the local area.

Conclusion

As the population of the world continues to grow, the population of people with
disabilities increases accordingly (WHO & World Bank, 2011). People with disabilities are most
often living in developing areas and are excessively affected by conflict and violence (UNICEF,

2007; UNESCO, n.d.). As conflict occurs, more of the world’s population becomes displaced,
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often resulting in loss of home, land, and access to necessary resources such as food, water,
sanitation, health care, education, and security. Exacerbating the inherent challenges in living
with a disability are factors related to living as a refugee. Although all people with disabilities
are especially vulnerable during conflict and subsequent displacement (UNICEF, 2007), one
factor impacting children with disabilities specifically is the disruption and lack of access to
quality education when displaced (Tamashiro, 2010).

The international community has long supported education as a human right (League of
Nations, 1924). Through initiatives generated by the UN, educating the world’s children has
evolved into a practice of including all children in the mainstream school system in an effort to
build human capital, tolerance, and value of all people in classrooms, schools, and global
communities (UNESCO, 2009). Creating a system of education inclusiveness of all people often
requires deep systemic change. Instilling the tenets of IE may require transforming people’s
perceptions and attitudes of people with disabilities, retrofitting existing infrastructure as well as
constructing new infrastructures to physically accommodate the needs of people with disabilities,
preparing teachers to meet the diverse learning needs of all students, and providing assistive
devices and support services for students with extensive learning needs. Thus, supporting
practices that encourage including all students in a system of education is integral to the success
of students with disabilities and the protraction of IE.

The organization of UNRWA has had a long history of providing education to Palestine
refugees. In fact, the agency has been the largest provider of education to Palestine refugees
throughout its sixty-year tenure (UNRWA, 2011a). While initially concerned with the
repatriation of Palestinians to the areas they were forced to leave, the agency’s mandates

expanded to providing relief and social services to Palestinians pending a solution to their plight

73



(UNRWA, n.d.). The UNRWA system of education has expanded to serve close to half a million
Palestine refugee children while also preparing teachers to service students in schools and
throughout the region (UNRWA, 2011a). Given the mission of UNRWA to provide a world-
class education to all Palestine refugees, the agency has recently implemented an Education
Reform Strategy 2011-2015 that also aligns with the growing popularity of IE practices globally
(2011a).

IE is one of four programmatic reform goals included in UNRWA’s Education Reform
Strategy 2011-2015. Grounded in global movements such as the MDGs, the goals of EFA, and
the UNCRPD, IE by UNRWA leaders related to schools promotes a capability approach to
ensure that all Palestine refugee children, including children with disabilities, meet their full
potential (2011a). The leadership of UNRWA has prioritized collaborative partnerships with
education-related stakeholders to support existing IE programming and to initiate new
programming across its five field sites of operation. Since UNRWA operates on international,
national, and local contexts, partnerships include international and national NGOs, host
governments, local field site staff, school staff, and community leaders.

Nevertheless, the inclusion of children with disabilities into mainstream classrooms has
not historically been prioritized in UNRWA schools (Universalia, 2010b). The agency runs
special programs at different field sites for students with special needs, but it does not currently
run any special schools (Universalia, 2010b). Further, based on reports from UNRWA staff and
outside consultants, current educational practices towards children with SEN are grounded in the
medical model of disability (UNRWA, 2011b). Therefore, before implementing large-scale IE
reform, information on current perceptions towards children with SEN and IE as well as current

practices supporting IE need to be examined. In the following chapter, the researcher describes
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procedures that will be used in this study to examine how UNRWA education stakeholders

perceive and practice IE for Palestine refugee children with SEN.
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CHAPTER THREE: METHODOLOGY

This chapter contains a summary of the methodology used to investigate inclusive
education (IE) in the UNRWA field site of Jordan. The chapter opens with the purpose of the
study, the research questions that frame the qualitative investigation of the Jordan field, and the
rationale for the study design. Next, the propositions that address the research questions are
discussed and framed within the model of inclusive schooling framework (Winzer & Mazurek,
2012). The method of investigation follows with the presentation of the (a) setting, (b)
participants, (c) instrumentation, and (d) procedures. The chapter concludes with the method of

analysis for each of the research questions of the study.

Purpose of the Study

Through the use of a multiple embedded case study design, the researcher explored the
extent to which students with SEN were receiving an IE in UNRWA classrooms in the Jordan
field. To describe the IE that students with SEN received in UNRWA classrooms, extensive
interviews with stakeholders, document reviews of related policies and initiatives, and classroom
observations were gathered and analyzed. For the purposes of this study, the inclusive
classrooms examined were defined as having one or more students with SEN (including students
with an extensive learning need or students with a cognitive, physical, sensory, or intellectual
disability, or both), and where the teacher used different and varied strategies to make sure the
student with SEN was participating in the learning process. Stakeholders were defined as

UNRWA education staff, teachers, school administration, students with SEN, and their families.
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All students educated in UNRWA classrooms are Palestine refugees; therefore the students
observed were registered with UNRWA as refugees and had identified or suspected disabilities.
The data collected in this study provided baseline indicators of current practices and perceptions
of IE by stakeholders. Collecting the baseline data before the IE Policy was introduced or
implemented informed UNRWA of vital information to include in future professional

development and programming to build the capacity of all stakeholders.

Research Questions

The following research questions are framed around students who are Palestine refugees
with SEN and included in the general education classroom for at least some part of their day in
the Jordan field.

1. How do UNRWA stakeholders in the Jordan field perceive Inclusive Education?

2. How are students with special educational needs currently included in UNRWA
classrooms in the Jordan field as perceived by all stakeholders?

3. What are the benefits and challenges to including students with special educational needs
and providing inclusive education in the Jordan field as perceived by all stakeholders?

4. What supports for inclusion of students with special educational needs have been

provided to stakeholders in the Jordan field UNRWA classrooms?

Research Strategy: Appropriateness of the Design

Case Study Design

Case study is a research strategy of empirical inquiry (Yin, 1981, 1992) that “attempts to

examine (a) a contemporary phenomenon in its real-life context, especially when (b) the
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boundaries between phenomenon and context are not clearly evident” (Yin, 1981, p. 59), and
when multiple sources of evidence exist. In this study, the focus on IE as the phenomenon within
the real-life context of UNRWA classrooms in Jordan was observed (Stake, 1988), and each
classroom was treated as an independent case. The researcher collected multiple sources of data
within each case to explore the boundaries of IE in the selected UNRWA classrooms located in
the Jordan field.

Further drawing upon Yin’s description (1981), the researcher sought to investigate the
impact of the context on the phenomena. That is, how does the context of the larger organization,
UNRWA, the Jordan field, the cultures of the school and of society related to students with SEN
impact a stakeholder’s perception of inclusion in the classroom? To examine the impact of the
context on phenomena of inclusion in UNRWA schools, the researcher used the first question to
ascertain stakeholders’ perceptions of inclusion and the second question to identify the strategies
currently implemented and the extent to which these strategies were used in inclusive classrooms
within the Jordan field. In many instances, case studies have the unique attribute of revealing the
practical implications of policy initiatives, potentially “exposing the gap between rhetoric and
practice” (Crossley & Vulliamy, 1984, p. 198). To examine the impact of policy on practice, the
researcher used the third and fourth research questions to explore the benefits, challenges, and
perceived barriers to IE as well as the perceived support for successful inclusion of students with
SEN.

Ensuring strong ecological validity within each case (Crossley & Vuillamy, 1984),
gathering the perception of IE according to the stakeholders who influence and participate in the
education of students with SEN was critical. The researcher observing the actual practices used

by the teachers for students with SEN in each of the classrooms verified the application of the
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policies. By addressing both the perception of inclusion and the application of inclusive
strategies, the intended purpose of this study was to a) contribute to a scant but growing body of
literature on UNRWA as one of the largest contributors of education to Palestine refugees, and b)
provide data for future discussion, reflection, and potential replication or changes in practice
including the benefits, challenges, and barriers to IE for students with special needs in conflict

and post-conflict areas.

Casing

The boundaries selected for “casing” (Ragin, 2009, p. 523) this study were initially drawn
around UNRWA as an organization that serves Palestine refugees. Narrowing the casing further,
Jordan was selected due to its relative security and affiliation with UNRWA as one of five
regional field sites. Succeeding boundaries were drawn around (a) the local areas around the
capital of Jordan, Amman, where the HQ and Jordan field offices are located, (b) the schools that
serve students with SEN, (c) the settings within which the students are served (general education
settings with possible support services received outside of the general setting), and (d) the
stakeholders who serve and support the students with SEN in the inclusive setting. Finally, cases
were drawn around the phenomena of positive instances of IE (Ragin, 2009), which were

selected by the advisory committee in the Jordan field.

Multiple Case Studies with Embedded Units of Analysis

An a priori decision was made to conduct initial classroom observations in six
independent classes with the intention of yielding a minimum of three classes as case studies that
met the criteria for inclusion in the multiple case study research (Baxter & Jack, 2008).

Replicating the design across three cases would potentially demonstrate similar results with more
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powerful outcomes than would be created by using a singular case (Yin, 2009). Endeavoring to
collect data across multiple cases for comparison, the researcher expected to produce
generalizable outcomes to situations and populations of similar construction (Guba, 1981;
Vavrus & Bartlett, 2006; Yin, 1982). Since the purpose of this study was to inform UNRWA of
practices related to IE and to generate a dialogue related to perceptions of stakeholders toward
IE, the use of a replication design provided for a stronger summary of the overall picture.

The researcher used Winzer and Mazurek’s 2012 theoretical framework, a model of
inclusive schooling, to select multiple sub-units of analysis to describe in detail the elements that
impacted the cases. The five components of the model of inclusive schooling are social justice,
dimensions of time, cultural parameters, school transformation, and policy and outcomes. Each
of these components represents one embedded sub-unit of analysis for investigation in the
present study.

To extend and deepen the investigation of the case, each sub-unit of analysis, for example
social justice, includes more than a single unit of data (Yin, 2009). In fact, embedded within
each sub-unit of analysis are multiple sources of data, including interviews with stakeholders
(UNRWA education staff, teachers, school directors, students with special needs, and their
families), observations in the inclusive classrooms, and analysis of documents related to school
and UNRWA policies. For replication purposes, the research collected included identical
sources of data across all cases (based on the 2012 model of inclusive schooling of Winzer and

Mazurek) (see Figure 1).
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Context: Inclusive Education within UNRW A Schools in Jordan

Case / Unit of Analysis: Inclusion of Students with SEN
in the Regular Classroom in UNRWA Schools Located in the Jordan field

. Embedded Sub-unit of
Embedded Sub-unit of Analysis 3:

Analysis 2:
Dimensions of Time

Cultural Parameters

Embedded Sub-unit of Analysis 1: Social Justice

Embedded Sub-unit of Embedded Sub-unit of
Analysis 4: Analysis 5:
School Transformation Policy and Outcome

Figure 1: Design of Multiple Case Study Based on the Model of Inclusive Schooling
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Propositions

Propositions were used to assist the researcher in creating boundaries around the types of
data that were relevant and necessary to collect as they related to each sub-unit of analysis.
Based on the outcomes of previous research in IE, propositions were developed and aligned to a
specific research question and the corresponding sub-unit of analysis (Baxter & Jack, 2008; Yin,
2009). Many of the studies used in crafting the propositions were conducted in the MENA
region, lending validity to the theories and their subsequent application in the UNRWA field of
Jordan. The propositions for this study were:

1. Research Question 1, Social Justice, Proposition RQ1-A
Philosophy about education and inclusion impacts stakeholders’ attitude towards

inclusion.

2. Research Question 1, Cultural Parameters, Proposition RQ1-B

Teacher preparation impacts teachers’ attitude towards inclusion.

3. Research Question 1, Cultural Parameters, Proposition RQ1-C
The type and prevalence of a special educational need or a disability impacts perception

of inclusion.

4. Research Question 2, Policy and Outcome, Proposition RQ2-A
Strategies to include students with a special educational need or a disability in the

classroom will be qualified as access to classrooms and school buildings.
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10.

11.

Research Question 2, Policy and Outcomes, Proposition RQ2-B
Stakeholders’ expectations of students with a special educational need or a disability

impact their expectations of appropriate inclusive strategies.

Research Question 3, Dimension of Time, Proposition RQ3-A
Length of time in education impacts stakeholders’ perceptions of benefits and challenges

of inclusive education.

Research Question 3, Cultural Parameters, Proposition RQ3-B
Stakeholders’ perceptions of a special educational need or a disability and education

impact attitude toward the benefits and challenges of inclusion education.

Research Question 3, School Transformation, Proposition RQ3-C
Financial restrictions limit the implementation of services for students with a special

educational need or a disability.

Research Question 4, Dimensions of Time, Proposition RQ4-A
Policies found in internal documents support inclusion to a greater degree than the

current practical application of inclusion in the classrooms.

Research Question 4, School Transformation, Proposition RQ4-B
Access to classroom resources impacts the inclusion of students with a special

educational need or a disability.

Research Question 4, School Transformation, Proposition RQ4-C
Access to school support personnel impacts the inclusion of students with a special

educational need or a disability.
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12. Research Question 4, School Transformation, Proposition RQ4-D
Access to school buildings and classrooms impacts the inclusion of students with a

special educational need or a disability.

As previously mentioned, these propositions were used to inform the selection of the
sources of data collection within each sub-unit of analysis. Thus, the propositions ultimately
“focus the data collection, determine the direction and scope of the study, and together ... form
the foundation for a conceptual structure/framework” (Baxter & Jack, 2008, p. 544). In doing so,
the data collected served to substantiate, disprove, or provide alternative rationales to previous
research. Table 1 provides the alignment of the theoretical framework to the propositions and the

related research.
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Table 1

Alignment of Propositions to Research Questions, Theoretical Framework, and Related Research

Research questions

Theoretical framework/ sub-
unit of analysis

Proposition

Related research / theory

1. How do UNRWA
stakeholders in Jordan
perceive inclusive
education?

Social justice

Proposition RQ1-A:
Philosophy about education
and inclusion impacts
stakeholders’ attitude towards
inclusion.

Lifshitz et al., 2004; McCarthy
etal., 2012

Cultural parameters

Proposition RQ1-B:
Teacher preparation impacts
teachers’ attitude towards
inclusion.

Proposition RQ1-C:

The type and prevalence of a
disability impacts perception
of inclusion.

Alghazo et al., 2003; Lifshitz
etal., 2004; Leyser & Romi,
2008

Alghazo & Naggar-Gaad,
2004; Avramidis & Norwich,
2002; Al-Zyoudi, 2006

2. How are students with
special educational needs
currently included in
UNRWA classrooms in the
Jordan field as perceived by
all stakeholders?

Policy and Outcomes

Proposition RQ2-A:
Strategies to include students
with special needs in the
classroom will be qualified as
access to classrooms and
school buildings.

Proposition RQ2-B:
Stakeholders’ expectation of
SEN students impacts their
inclusion in the classroom.

P. Malan, personal
communication, April 14, 2012

Avramidis & Norwich, 2002;
Al-Zyoudi, 2006
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Research questions

Theoretical framework/ sub-
unit of analysis

Proposition

Related research / theory

3. What are the benefits and
challenges to including
students with special
educational needs and
providing inclusive
education in the Jordan field
as perceived by
stakeholders?

Dimensions of Time

Proposition RQ3-A:
Length of time in education
impacts stakeholder’s
perception of benefits and
challenges of inclusive
education.

Alghazo & Naggar-Gaad,
2004; Al-Zyoudi, 2006

Cultural Parameters

Proposition RQ3-B:
Stakeholder’s perception of
disability and education
impacts attitude toward the
benefits and challenges of
inclusion education.

Dinero, 2002; Lifshitz et al.,
2004

School Transformation

Proposition RQ3-C:
Financial restrictions limit the
implementation of services
for SEN students.

Dukmak, 1991
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Research questions

Theoretical framework/ sub-
unit of analysis

Proposition

Related research / theory

4. What supports for
inclusion of students with
special educational needs
have been provided to
stakeholders in the Jordan
field UNRWA classrooms?

Dimensions of Time

Proposition RQ4-A:

Internal documents support
inclusion to a greater degree
than the current practical
application of inclusion in the
classrooms.

UNRWA, 2011a; Winzer &
Mazurek, 2010

School Transformation

Proposition RQ4-B:
Access to classroom
resources impacts the
inclusion of SEN students.
Proposition RQ4-C:
Access to school support
personnel impacts the
inclusion of SEN students.
Proposition RQ4-D:
Access to school buildings
and classrooms impacts the
inclusion of SEN students.

Dukmak, 1991

Klingner et al., 1998; Knesting
et al., 2008

NORAD, 2011
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Method

Setting

UNRWA'’s guiding mission is to provide Palestine refugees the opportunity to reach their
full potential. The organization places a tremendous emphasis on educating all Palestine refugee
children in an effort to galvanize this mission. Currently, the UNRWA field sites are
decentralized from UNRWA HQ, stemming from an organizational change in the mid 2000s.
According to an UNRWA stakeholder, autonomous fields operate as if in silos, with differing
policies and practices from the direction of HQ. Stakeholders believed that by disempowering
HQ, a lack of coherence in the approach to field-based decision making occurred along with
resources’ potentially being duplicated and staff expertise’s not being harnessed.

The data collected during this study were gathered while the researcher was a research
intern with UNRWA during 2012 and 2013. As an intern with the organization, the researcher
had specific privileges, including internal document review, facilitated travel to field sites, and a
translator to support field observations and conduct interviews with stakeholders in the selected
schools. Although UNRWA operates five field sites, the researcher worked principally in Jordan,
given the time required for data collection and security concerns related to travel within the
region at the time of data collection. The primary setting of data collection was Amman, Jordan,
where both the UNRWA HQ and the Jordan field were located. Specific details about the overall
characteristics of the Jordan field and stakeholders included are provided in the following

sections.
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Jordan Field

The UNRWA is an international organization managing five semi-autonomous fields in
five different locations. Though guided by the UN’s charter (UNRWA, 2011a), each field
operates with unique priorities, resources, and historical practices all set within a framework
informed to a large degree by the host government. The Jordan field office is located in Wadi
Al-Seer, a neighborhood of Amman, less than two blocks from the UNRWA HQ office. In the
case of the Jordan field, more than two million refugees are registered with UNRWA, 17% of
whom are accommodated in ten refugee camps, and 172 schools educate approximately 115,803
pupils (UNRWA, 2013f).

Of the ten camps in Jordan, two camps were selected for inclusion in the present study,
Amman New Camp (ANC) and Marka Camp. ANC, established in 1955, is one of the four
original refugee camps constructed by UNRWA after the 1948 conflict. ANC boasts a population
of 51,000 refugees and includes 13 schools. ANC is located in a neighborhood called Wihdat,
approximately half an hour from the UNRWA HQ and Jordan field offices. Marka Camp was
established in 1962 and is home to 53,000 refugees and 10 schools. Marka camp is located in an
area approximately 45 minutes northeast from the UNRWA HQ and Jordan field offices. With
the passing of time, UNRWA provided additional shelters to accommodate the accumulation of
growing generations that inhabited the camps. Regardless of the new construction, each camp
faces challenges related to upgrading of shelters: Marka specifically require upgraded sewage

and sanitation networks, and ANC faces large-scale overcrowding.

School and Classroom Selection

Schools and classrooms were selected using an advisory committee set up by the
researcher with support from the Deputy Chief—Education Program of the Jordan field and the
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Head of the EDC for UNRWA in the Jordan field. The committee included Area Education
Specialists (AES) and School Supervisors at the UNRWA EDC. Schools and classrooms were
selected by the advisory committee using a pre-screening process that included the presence of
students with suspected or diagnosed disabilities in English or mathematics classrooms with a
preference towards schools educating students in the elementary and preparatory years 4-9. Due
to the lack of diagnostic tools to assess disabilities in the UNRWA Jordan school system, the
researcher and the advisory committee defined a student with a suspected disability as a student
with an extensive learning need. The researcher described an extensive learning need to the
advisory committee and the study stakeholders as a student that required additional support from
the teacher in order to be successful in the classroom.

The advisory group initially selected eight schools in the three different camps for
observation. Given the necessary timeline for data collection, and upon further inquiry into the
extensive learning needs of the students in each of the schools, the researcher selected five
schools from the eight listed for initial observation. Of the five schools, three schools were
included in the study. The single boys school included in the five schools selected, was excluded
from the study once the researcher ascertained that the student participant did not have a special
need that impacted his academic progress; rather his disability was physical and access to the
school and the classroom did not present a challenge. A second case was excluded from the
study due to lack of consent from the parent. Schools and classrooms were labeled with a
number for identification throughout the data collection and analysis phases of the study.

The first of the three schools included in the study, School 1, was located in South
Amman, ANC. School 1 was a girls’ preparatory school with a population of approximately 712

students. School 2, was located in South Amman, ANC. School 2 was a girls’ elementary school
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with a population of approximately 267 students. School 3, was located in Marka area, Marka

Camp. School 3 was a girls’ preparatory school with a population of approximately 960 students.

Participants

The study involved the gathering of data from stakeholders at the local, regional, and
international levels in the UNRWA field site of Jordan. For purposes of this research study,
stakeholders with salient interests in the education of children with disabilities included the UN
field HQ and field staff in education, school head teachers,, teachers, students with extensive
learning needs, and families of students with extensive learning needs. The primary setting for
data collection was at the local level in the schools and the classrooms. Therefore, the data
collection placed local stakeholders at the forefront of the research, and interaction with local
stakeholders occurred in local contexts (Mutua & Sunal, 2004; Vavrus & Bartlett, 2006).

Collecting data on perceptions of inclusion before the UNRWA IE Policy (2013d) is fully
implemented was the target of this research. Vestiges (McCarthy et al., 2012) from the current
system of education may impact how students with SEN are treated and perceived by
stakeholders in future inclusive classrooms. To examine the impact of these vestiges, the
researcher engaged with stakeholders to explore a deeper level of “culture, history, national
identity, perceptions of disability, and family and community processes” (Winzer & Mazurek,
2010, p. 112). In this study, the researcher sought to understand how stakeholders perceive
inclusion of students with extensive learning needs in the classroom as a means of informing
UNRWA in two ways: (a) documenting the results for baseline data, and (b) providing a basis

for future education projects and defining future needs as they relate to IE.
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UNRWA Staff

UNRWA HQ staff members in education play a vital role in policy generation.
Therefore, the researcher engaged in ongoing discussions, interviews, and review of evolving
documents on inclusive practices while interning at the HQ office. Research in the Jordan field
was a collaborative process. The AES, are UNRWA field staff who are experts in one content
area, for example English. The AES work with specific schools similar to academic coaches in
the Western education systems. The AES’s in English from South Amman and Zarga were a
source of information, providing the researcher with valuable and necessary documents and
information on UNRWA systems and procedures. They also ensured that the researcher was able
to easily communicate with the participants in the study by acting as translators for several

weeks during interviews and observations in the selected schools.

Stakeholders Embedded in Schools

This study aimed to include the student with SEN as a participant rather than as the object
of inquiry (Mauthner, 1997). The researcher anticipates the inclusion of students as participants
will bring forward an important voice (Winzer & Mazurek, 2010; Vavrus & Bartlett, 2006) in the
research, provide another data point to triangulate, and further validate the findings (Yin, 2009)
from teachers, leaders, and the UNRWA staff. Therefore, the following sections are framed
around the student, with descriptions of their schools and the stakeholders with whom they are
engaged. Basic demography of the school is followed by the demography of the student, the head
teacher, the teacher and the teacher’s classroom, and the family for each case study.

Students with SEN were a particularly difficult population to identify in UNRWA
schools, as formal definitions of students as having disabilities is at a nascent stage, and current
data procured from the field sites on students with special needs and the disabling characteristics
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are currently unreliable (P. Malan, personal communication, July 6, 2012; Universalia, 2010a).
Assessment and diagnosis of the students are often not determined from standardized assessment
procedures within each field site nor are there assessment and diagnostic materials accessible
across field sites. Therefore, the researcher depended upon the UNRWA staff, the school head
teacher, and the classroom teacher to identify the student(s) with SEN.

The researcher set out to include students with diagnosed or suspected cognitive
disabilities, defined as neurological, genetic, or acquired disorders that impact the academic
success of a student with a preference towards students in school years 4-9. No preference was
given toward gender, although schools are gender segregated. Four of the eight original schools
were girls’ schools and four were boys’ schools. Of the schools and classrooms that were visited,
all three included in the final study were girls’ schools, therefore yielding three female student
participants with SEN.

Each UNRWA school in the Jordan field is led by a Head Teacher, similar to a school
principal in the Western education systems. Three head teachers were included in this study, one
from each of the selected schools. All head teachers were prepared with a two year course on
school administration provided by the EDC. The researcher notes that the school head teacher
and assistant head teachers set the tone and expectation for the school staff related to inclusive
practices. In addition, the school leadership also works in tandem with the regional leadership
(field site staff) to implement policies that move schools in new directions. The perception of
inclusion by the head teachers provided necessary triangulation of interviews with teachers and
observations of classrooms. Supplies, resources, and information that were related to including

students with SEN were requested by the researcher and reviewed in each school site.
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Teachers of English and mathematics in elementary and preparatory schools were
included the study. All teachers were prepared with the Educational Psychology course provided
by the EDC, and had comparable years of teaching experience. Teacher’s perspectives on IE
were investigated through the comparing and contrasting of interview responses and
observations in the classroom.

One of the reports produced by Universalia (2010b) described the lack of data related to
parents and family members of students with SEN. UNRWA'’s investment in the current study is
based on the potential that data gathered could inform future teacher practice and give insight
into a faction of the community, parents, who have been left unengaged in the discussion of
inclusion. Although as noted in Chapter 2, gathering information from families was a challenge
due to potential history and cultural implications, the researcher was able to include one or more
parents from all three cases in the study, which helped provide contextual understanding to the
overall findings. The parents’ comments were combined with other data sources for stronger

triangulation and validation of the themes that emerged.

Case 1l

Student 1 was in School A, Classroom 1, with Teacher 1. Student 1 was nine-years-old
and in the 4™ grade. According to the parent of student 1, her daughter suffered “paralysis in the
mind that caused the shrinking of her legs.” Student 1 was identified by the school as having a
physical impairment that kept her out of general education classrooms and segregated in special
classrooms at host government schools until the 1% grade, at which point she was enrolled in an
UNRWA school.

The Head Teacher at school A was an administrator for eight years, three of which were
in the selected school. She was prepared to be a head teacher through the EDC head teacher
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training program that lasted two years. Prior to being a head teacher she was an assistant head
teacher and an English teacher.

The female teacher in classroom 1 taught English. She had eight years of teaching
experience and taught at the school for seven years, during which time she taught 4™ grade (the
participant’s grade) for 2 years. T1 had previous experience in working with students with SEN,
which included the two previous years during which she taught a student with a cognitive
disability (teacher’s description). T1 had one student with a special need included in her
observed class and 41 other general education students in the class who were not diagnosed or
suspected to have a special need. The student(s) with a special need had a diagnosed medical
issue, described as a “childhood brain injury that impacted physical movement.” The observed
student’s classroom was located on the second floor and was accessible to all students. The
classroom was arranged such that students were seated in small groups or in pairs, depending on
the class observation. The student with SEN was seated in the front of the class during all
observations.

The parent of student 1 was a married woman currently separated from her husband. She
graduated high school (passed the Tawjihi, the general competency exam for secondary students
in the Jordan, West Bank and Gaza fields), and her self-identified occupation was a housewife.

Her husband had a 4™-grade education and worked at an unidentified company.

Case 2

Student 2 was in School B, Classroom 2, with Teacher 2. Student 2 was 11-years-old and
in the 4™ grade. According to the parents and school leadership, student 2 received a cochlear
implant at the age of 9, while she was in the 2" grade. Prior to receiving the implant Student 2
was deaf since birth. Student 2 required a peer translator and the support of the head teacher
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during the interview due to misunderstanding of the interview questions, which was attributed to
her still-developing hearing.

The Head Teacher at school B had been an administrator for 19 years. HT2 supervised
the selected school for one year and three months. She was prepared to be a head teacher through
the EDC head teacher training program.

The female teacher in classroom 2 taught English. T2 had ten years of teaching
experience and she taught at the school for three years, during which time she taught 4™ grade
(the participant’s grade) for three years. T2 had previous experience in working with students
with disabilities; the prior year T2 taught a student who was non-verbal. Several students
(approximately four) who were suspected to have special needs were included in T2’s class,
along with approximately 15 other general education students who were not diagnosed or
suspected to have a special need. The student with a special need was diagnosed as deaf since
birth and was the recipient of a cochlear implant. The physical classroom was located on the 2™
floor of the school building and was accessible to all students. The classroom was arranged such
that students were seated in rows of three. The student with SEN was seated towards the front of
the class during all observations.

Both parents of student 2 participated in the interview. The mother and father of student 2
had two-year college degrees. The father identified himself as a retired teacher and the mother as

a telecommunications sector employee.

Case 3

Student 3 was in School C, Classroom 3, with Teacher 3. Student 3 described herself as
5-years-old, although she was in the 6™ grade. According to the parent of student 3, the student
was 12.5 years old at the time of this study and suffered from a cognitive disability due to lack
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of oxygen when she was born as well as a visual impairment. According to the school student
record, the student had an Intelligence Quotient (1Q) of 76 +/- 5. (The 1Q test name was not
recorded). The file included information on academic and social functioning of Student 3. It was
reported that Student 3 had problems concentrating, low social communication. Though she had
the ability to acquire primary skills, she had a weakness in general cognition growth and
analytical growth. She also had speech disability problems.

The Head Teacher at school C had been an administrator for three years, all of which
were in the selected school. She was prepared to be a head teacher through the EDC head teacher
training program.

The female teacher in classroom 3 taught Mathematics. T3 had seven years of teaching
experience and she was in her 4™ year of teaching at the school, and had taught 6" grade (the
participant’s grade) for three years. T3 described working with students whom she thought had
disabilities or special needs, but the students were not officially diagnosed as having special
needs. The observed student with a special need in T3’s class likely had an intellectual disability
based on the characteristics and observed and reported behavior of the child. Approximately 40
other general education students were in the class who were not diagnosed or suspected to have a
special need. The physical classroom was located on the 2™ floor of the school building and was
accessible for all students. The classroom was arranged such that students were seated in small
groups of four or in rows of three depending on the observation day. The student with SEN was
seated towards the front of the class during all observations.

The parent of student 3 was a married woman with a 10™-grade education. The mother

described her profession as a housewife, while the father was a truck driver.
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Instrumentation

Field Protocol

The primary instrument the researcher used to organize and manage data collected in
relation to the research questions was the field protocol. The field protocol included a daily
logistics breakdown, contact information for the designated hosts at each area and school site,
interview protocols, procedures for classroom observations (Yin, 1982), and a field journal. In
keeping with the intention of a field journal, the researcher included thick descriptions of
surroundings and interactions with participants in the settings, thoughts and rationale on the
decisions made in the field, and a reflection on the status of the study. Congruous to a personal
journal, the field journal was also used to include hypotheses about future interactions, details on
events, and personal thoughts related to the study (Lincoln & Guba, 1985). The researcher
systematically catalogued the perceptions and understanding of the study along with the
evolution of themes that emerged while in the field. Weekly communication with the
researcher’s dissertation committee stateside consisted of large portions of entries from the field
journal to create transparent communication and to provide a forum for discussion of study

milestones.

Interview Protocol

Interviewing subjects when membership in a cultural group is not shared can lead to (a)
lack of trust, (b) lack of understanding of the interview questions, (c) intentionally providing
misleading responses, and (d) lack of discernment on the part of the researcher in choosing the
appropriate questions to ask (Miller & Glassner, 2004). To mitigate the aforementioned issues,

the researcher initially adapted interview questions from studies related to IE most often set in
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the MENA region. The interviews were constructed to include introductory conversations about
the study purpose, the interview process, the use of the data, and the assurance of confidentiality.

Subsequently, the researcher collaborated with multiple vested individuals at UNRWA,
including the Head of the IE Unit at HQ, the Deputy Chief of Education Programs in the Jordan
field, the AES in Health from the EDC, and the AES in English from the Zarga camp area, to
further tailor the interview questions to the Palestinian context and the local education
framework. Each individual was asked to review the interview questions for cultural sensitivity
and appropriateness, accurate understanding of the purpose of the question for accurate
translation into formal Arabic (known as Fusha), and importance to UNRWA as an agency with
an interest in the findings. The original interview question protocol was revised over the course
of several weeks.

Interviews were conducted with multiple participants throughout this study. The
interviews of the UNRWA education staff include a variety of questions developed to triangulate
the responses of other stakeholders and the document review. The researcher grounded the
questions in policy generation, expectations, and support mechanisms. UNRWA education staff
interview questions can be found in Appendix E.

Student interview questions were primarily derived from interviews and surveys used in
the second National Longitudinal Transition Study Il (National Longitudinal Transition Study-2
[NLTS2], 2003) in the United States. The NLTS2 interviews and surveys were developed to
examine characteristics, experiences, factors, and outcomes of youth with disabilities in
secondary schools. Additional interview questions were adapted from Knesting et al.’s 2008

study examining the experiences of students with mild disabilities enrolled in an inclusive
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middle school. The researcher developed supplementary questions to align to the research
questions of the current study. Student interview questions can be found in Appendix C.

School administrator interview questions were developed using multiples sources
(Burstein, Sears, Wilcoxen, Cabello, & Spagna, 2004; Salisbury, 2006; Stanovich & Jordan,
1998). The majority of questions were adapted from a study to examine perceptions of IE,
perspectives on implementing IE, and challenges faced by elementary school principals with
implementation (Salisbury, 2006). Additional questions were adapted from the Burstein et al.
(2004) study on the change process within schools when implementing inclusive practices. The
work of Burstein et al. was combined with the research of Stanovich and Jordan (1998) on the
predictive aspects of school principals’ beliefs on IE. The researcher supplemented this tool with
interview questions related to the research questions and the UNRWA IE Draft Policy (2012b)
document. School Administrator interview questions can be found in Appendix B.

Teacher interview questions were adapted from Opdal, Wormnaes, and Habayeb’s (2001)
study of teachers’ opinion about inclusion in the West Bank. Additional questions were
developed by the researcher to align to the research questions in the current study as well as the
expectations set forth by the guiding document the UNRWA IE Draft Policy (2012b). Teacher
interview questions can be found in Appendix A.

Parent interview questions were adapted from the Attitudes Toward
Inclusion/Mainstreaming questionnaire (ATIM) developed by Leyser and Kirk (2004) to
examine parental perceptions of IE. Leyser and Kirk (2004) modified an earlier scale, Opinions
Related to Mainstreaming (Antonak & Larrivee, 1995; Larrivee & Cook, 1979), which consisted
of 30 items structured in an agree or disagree response system to endorse mainstreaming of

students with disabilities (Antonak & Larrivee, 1995). The current study further adapted the
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ATIM (Leyser & Kirk 2004) to reflect questions that were asked to parents rather than asking
parents to rank statements that are written in English and based on U.S. culture. Additional
questions were developed by the researcher to align to the research questions in the current study
as well as the expectations set forth for inclusive schooling in the UNRWA IE Draft Policy

(2012b). Parent interview questions can be found in Appendix D.

Classroom Observation Tool

Ensuring equal access to quality education is the driving vision for IE in the area
(UNRWA, 2012b). As a means of ensuring that all students can access quality education,
UNRWA'’s IE Policy (2013d) outlined seven guiding principles for IE. The observation tool
developed was grounded in these seven guiding principles and includes components from
UNRWA'’s (2012b) “approach to teaching and learning the curriculum as well as the assessment
of learning” (p. 17) and UNRWA’s “approach to addressing barriers to access, learning,
development and participation” (p. 15). The checklist for this study includes two dimensions,
teaching and learning, and environment. The focus on teaching and learning includes four
indicators and two or more examples for each indicator: (a) accessible learning material and
assistive devices; (b) any reference to, or demonstration of, adapted learning materials to include
teaching methods and learning methods; (c) differentiation; and (d) enrichment. The focus on the
environment includes two indicators, with two or more examples for each indicator: (a) physical
accessibility of schools and classrooms, and (b) inclusive attitudes towards students.
Observations did not require a translator as the tool emphasized visual indicators of adapted and
differentiated teaching, learning, and environments. Further, five of eight observations took place
in English classrooms, so the researcher was able to follow the lesson as well as observe the

strategies used during instruction. The observation checklists are found in Appendix F.
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Procedures

Initiating a Partnership With the United Nations Relief and Works Agency (UNRWA)

Upon narrowing the topic of interest for dissertation research, the researcher contacted
the UNRWA to seek out a partnership whereby the data gathered for the dissertation also would
support the IE unit’s work toward IE reform. The researcher’s engagement with UNRWA began
in March of 2012 using email as the primary method of communication. After several weeks of
informal discussion, the researcher submitted an internship application (see Appendix P) in May
2012. UNRWA drafted a document similar to a contract, titled “terms of reference,” (see
Appendix Q) which included objectives of the internship, responsibilities and duties, internship
duration, and deliverables. The official intern/volunteer agreement was signed and submitted in
June of 2012. Communication between the UNRWA point of contact and the researcher
continued throughout this process to refine the parameters of the internship, clarify expectations,
exchange relevant documents, and discuss details related to travel and living. During these
discussions, the point of contact informed the researcher that three of the five fields of operation
would be closed to the research study due to safety concerns related to travel to the locations.
The fourth field was subsequently expunged from the study due to time restrictions of data

collection.

Institutional Review Board

The researcher submitted a research study protocol to the Institutional Review Board
(IRB) at the University of Central Florida in the fall of 2012 and was approved for human
subject research on November 29, 2012 (see Appendix K). The researcher also requested and

was granted approval for research in the UNRWA fields by the UNRWA Ethics Office (see
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Appendix L). Student informed consents in English (see Appendix G) and in Arabic (see

Appendix O) were used during participant selection.

Timeline

Prior to arrival in Jordan, the researcher submitted to the contact at UNRWA HQ the first
three chapters of the defended dissertation proposal and a brief overview of the study, including
the intended timeline, data collection methods, and necessary resources to be provided by
UNRWA. Upon arrival at UNRWA HQ, the first phase of the data collection timeline involved
setting up visits with the Jordan field education department leadership to garner support for the
research in the local areas, reviewing internal documents, identifying students with SEN in the
local area schools, and preparing the interview protocol with the UNRWA staff for translation
into Arabic.

During the second stage of data collection, the researcher, with the support of the AES in
English, contacted school administrators to request their participation in the study. Once school
administrators consented to participate, the researcher and the AES grouped the schools by area
to facilitate multiple classroom visits per day. The researcher, accompanied by an AES, first
visited each school and met with the school administration, including the head teacher and often
the assistant head teacher, as well as the classroom teacher. The study details were explained to
the stakeholders orally, using the AES as a translator when necessary, and a formal letter with
the study protocol and details for recruitment of participants was provided to all stakeholders
during the initial visit (Appendix H and Appendix N). The letter was approved by the university
IRB as well as the head of the UNRWA HQ IE Unit. Once the study details were described to
the school stakeholders, the researcher began engaging with the classroom teachers to discuss the

extensive needs of the students included in her classrooms. Initial observations of classrooms
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were completed to aid the researcher in refining the classroom selection to include only students
with extensive learning needs as defined in the study. Of the five classrooms visited, three
classrooms were included in the study.

Once schedules of classroom observations were solidified and the translations of
interview questions were certified by the AES in English and the Head of the IE Unit, the
researcher began the third stage of data collection in the ANC camp followed by Marka camp.
Data collection in each classroom was estimated to occur over a period of one week per school,
but due to student absences and examination periods, interviews and observations were extended
over the course of several weeks when necessary in order to meet the minimum criteria for
inclusion in the study. When not in the field, the researcher was working alongside the education
staff and education specialists to support the implementation of policies, strategies, workshops,
and advocacy for the inclusion of students with SEN.

The final phase of the data collection process took place at HQ, during which the
researcher crafted a preliminary case study report for each of the investigated sites to be
distributed to UNRWA education staff. The researcher also made final inquiries and points of

clarification with all study participants. (See Table 2 for Study Timeline.)

104



Table 2

Timeline of Proposed Study Including Phases, Setting, Participants, Procedures, and Estimated

Time Necessary for the Collection of Data

Phase  Setting Participants Procedures / units of data collection
1 UNRWA HQ UNRWA 1. Introduction of the research to Jordan
Headquarter field leadership.
Jordan Field Education Staff 2. Document Review
Office Jordan field 3. Interviews with UNRWA HQ and
Education Staff Jordan field Education Staff
4. ldentification of the students with
special educational needs in schools
2 Jordan Field Jordan field 1. Identification and selection of the
Office Education Staff inclusive classrooms
Area Offices Area Education 2. Scheduling observations and interviews
(South Amman,  Staff in the area schools
Zarqa) 3. Interviews with Jordan field and Area
Staff
3 South Amman Teachers, 1. Interviews with Teachers,
and Marka area  Administrators, 2. Interviews with Administrators,
schools. Students, 3. Interviews with Students,
Families, Area 4. Interviews with Families,
Education Staff 5. Classroom Observations
4 UNRWA HQ UNRWA HQ 1. Review of interview responses based on
Education Staff audio tapes and typed transcription for
initial theming
2. Review of observations for initial
theming
3. Submit interview data for translation and

transcription by Arabic-English
translator.

Submit initial report to UNRWA on
Jordan field

Support UNRWA IE unit on Inclusive
Education training workshop.
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Interviews

Interviews were conducted with stakeholders (WHO & World Bank, 2011), including
UNRWA teachers and school administrators, Jordan field education staff, and HQ staff. Parents
and students with SEN also contributed to the interview process as a means of informing the
organization at large of the perceptions of the people who should be receiving the benefits of
inclusion. Interviews were scheduled with the help of the UNRWA field staff, specifically the
AES for English and the school director. Many of the participants in the school setting primarily
spoke Arabic, with few having English language skills strong enough to respond cogently to
interview questions. To facilitate the interview process, the Jordan field approved the AES in
English to act as liaison to the school personnel as well as translator during interviews. The AES
in English accompanied the researcher to the schools, questioned the participants with the use of
the interview protocol translated into Arabic, and subsequently provided synchronous
translations of interview responses.

The researcher followed the same protocol for each interview, excluding interviews with
UNRWA staff who spoke fluent English. Before the interviews took place the researcher
described the protocol to the participants: the questions would be asked in Arabic, the Arabic
responses would be translated into English, the researcher would type the responses, which
would later be analyzed and themed as part of a larger study including other UNRWA
stakeholders across the Jordan field. The researcher also explained the protocols in place for
confidentiality, which included participant pseudonyms to protect identities and data storage in a
locked environment. The interview protocols were categorized by demographic questions,
which were included for future analysis and comparison (Bogdan & Biklen, 1998), and IE
questions. The majority of the IE interview gquestions were open ended, which allowed the

researcher to include follow-up questions for further investigation as the opportunity emerged.
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This type of prolonged engagement begot the divulging of more sensitive information and
provided the participants a forum to expound upon their initial responses (Krefting, 1991). All
interviews were conducted in the school setting for approximately one hour.

Participants were given the option of audiotaping the interview for future review to
ensure accuracy of transcription. When consent was not given for audio recording, the researcher
typed the translated interview responses synchronously and asked follow-up questions of the
AES translator and the participant when clarification was needed. At School A, all participants
consented to audio recording of the interviews. At School B, the teacher was the sole participant
who consented to audio recording. At School C, the teacher, parent, and student consented to
audio recording; the head teacher did not consent.

Prior to conducting any interviews with students, parents were asked to provide consent
and students to provide assent to participate in the study. Assenting students with SEN were
interviewed one time over the week of the classroom observations. The researcher informed the
student of the research objective and began the interview process by explaining she is “someone
who cares about what children think about school” (Mauthner, 1997). Allowing the student
flexibility in the interview process, the researcher provided opportunities for the student to
describe events in her school day and to tell stories about her experiences to empower the student
during the interview (Mauthner, 1997). Interviews took on a focused approach, which relied on
scripted questions except on two occasions when the disability or special educational need of a
student impeded her understanding of the interview questions. In both of these cases the
researcher and the AES massaged the questions in order to provide more simplistic queries

related to school and inclusion.
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The UNRWA HQ education staff, the Jordan field staff, including the Education
Specialists, and the camp area staff were also interviewed. Semi-structured interviews with open-
response questions occurred multiple times over the course of the entire study. The ongoing
interviews allowed participants to respond to questions at the convenience of their schedules.

Each interview began with an introduction to the process. Participants were told the
questions were demographic questions and IE questions. Once the demographic questions were
asked the researcher would inform the participant that the next set of questions related to IE.
While the interview questions were scripted, the researcher initiated follow up questions on three
different types of occasions: 1) the participant was confused about the premise of the question, 2)
the participant did not answer the question, 3) the researcher believed valuable information
related to the study could be garnered by inquiring more specifically about a specific element in
the participant’s response. All follow up questions were included in the transcription of the
interviews. If a participant provided a lengthy response to an interview question, possibly even
touching on multiple elements unrelated to the interview question, the researcher would
summarize the participant’s response to the interview question in order to clarify and corroborate
the response before moving on to the next question. Additional information regarding each

interview is located in Table 3.
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Table 3

Interview Stakeholders, Locations, Languages, and Translators

Stakeholder Abbrev. Duration  Location of Language  Translator
title of interview of
interview interview
(minutes)

UNRWA HQ HQ1 71-75 UNRWA HQ  English NA

UNRWA HQ HQ2 86-90 UNRWA HQ  English NA

UNRWA HQ HQ3 71-75 UNRWA HQ English NA

UNRWA HQ HQ4 71-75 UNRWA HQ  English NA

JFO JFO1 36-40 UNRWA English NA
Jordan Field

JFO JFO2 31-35 UNRWA English NA
Jordan Field

JFO JFO3 25-30 UNRWA English NA
Jordan Field

JFO JFO4 25-30 UNRWA English NA
Jordan Field

Head Teacher 1 HT1 41-45 South Amman English NA
School

Teacher 1 Tl 41-45 South Amman English NA
School

Parent 1 P1 36-40 South Amman  Arabic Teacher 1,
School (English

Teacher) ?

Student 1 Zein <25 South Amman  Arabic Teacher 1,

School (English
Teacher) ®
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Stakeholder Abbrev. Duration  Location of Language  Translator
title of interview of
interview interview
(minutes)
Head Teacher 2 HT2 56-60 South Amman  Arabic Area
School Education
Specialist-
English for
South Amman
Area
Teacher 2 T2 31-35 South Amman English NA
School
Parent 2 P2 25-30 South Amman Arabic Area
School Education
Specialist-
English for
South Amman
Area
Student 2 Noor <25 South Amman Arabic Area
School Education
Specialist-
English for
South Amman
Area
Head Teacher 3 HT3 31-35 Marka Area Arabic Area
School Education
Specialist-
English for
Zarga Area”
Teacher 3 T3 31-35 Marka Area Arabic Area
School Education
Specialist-
English for
Zarga Area”
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Stakeholder Abbrev. Duration  Location of Language  Translator

title of interview of
interview interview
(minutes)
Parent 3 P3 46-50 Marka Area Arabic Area
School Education
Specialist-
English for
Zarga Area”
Student 3 Rania <25 Marka Area Arabic Area
School Education
Specialist-
English for
Zarga Area”

 Teacher 1, the English teacher, translated for the interview.

b Although School 3 is technically in Marka Camp, School 3 was being supervised by the Area
Education Specialists from the Zarqga area office.

Observations

During the initial classroom observations, the researcher grouped the classrooms by area
to facilitate multiple classroom visits per day. The researcher, accompanied by an AES, first
visited each school and met with the school administration, including the head teacher and often
the assistant head teacher, as well as the classroom teacher. The study details were explained to
the stakeholders verbally, using the AES as a translator when necessary, and a formal letter
(explanation of research) with the study protocol and details for recruitment of participants was
provided to all stakeholders during the initial visit (Appendix H). The letter was approved by the
university IRB and the head of the UNRWA HQ IE Unit.

Once the study details were described to the school stakeholders the researcher engaged
with the classroom teacher to discuss the extensive needs of the students included in the

classroom. After initial observations of classrooms were completed, the researcher selected five
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classrooms that met the criteria for inclusion in the study for extensive learning need, students in
grades 4-9, and either an English or mathematics classroom. Of the five classrooms, three
classrooms were included in the final analysis, having met the benchmark for a minimum of two
classroom observations and interviews with all stakeholders.

The intent of this researcher was to observe and interact with the UNRWA teachers and
their students with SEN within their natural settings (Guba, 1981). The researcher observed
teachers during English or mathematics instruction. A concerted effort was made to observe each
teacher and student in the classroom during the same class (English or mathematics) three times
over the course of one week. The duration of each observation was approximately 45 minutes.
The researcher used the observation checklist, which includes factors relating to teaching and
learning and factors relating to the school and classroom environment, to collect observation
field notes and type them on a laptop computer. Relying on thick descriptions (Merriam, 1988),
the researcher focused primarily on the teacher, noting behaviors associated with IE; the student
with SEN, noting behaviors with other peers and behavior towards learning; and peers in the
general vicinity of the student with SEN, noting the type of relationships, if any, that were
present. While observing, the researcher used timestamps to reflect the types, the quantity, and
the continuity of inclusive practices/behaviors. The segmentation of the observations allowed the
researcher to discern themes that emerged during specific times within the lessons and allowed
for selections of segments of the field notes to be reviewed for reliability of the findings.

Additional information regarding each observation is located in Table 4.
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Table 4

Observation Information

School, class, Observation Observation Observation Observation Observation
teacher, student time subject of “X” visit area
Disability

School A, Class 1, 36-40 English Physical & 1 South
Teacherl, Student 1 Cognitive Amman
School A, Class 1, 28-30 English Physical & 2° South
Teacher 1, Student 1 Cognitive Amman
School B, Class 2, 28-30 English Physical 1 South
Teacher 2, Student 2 Amman
School B, Class 2, 28-30 English Physical 2 South
Teacher 2, Student 2 Amman
School B, Class 2, 31-35 English Physical 3 South
Teacher 2, Student 2 Amman
School C, Class 3, 31-35 Mathematics Cognitive 1 Marka

Teacher 3, Student 3

School C, Class 3, 31-35 Mathematics Cognitive 2 Marka
Teacher 3, Student 3

School C, Teacher 3, 36-40 Mathematics Cognitive 3 Marka
Class 3, Student 3

4 Due to student absences, Class1 was observed a total of two times instead of the standard three
times.

Document Review

Since UNRWA has played a major role in the development of quality of life for Palestine
refugees in multiple regions across the Middle East, the documents produced by UNRWA
established the foundation for the study. In recognition of the organization’s infrastructure with
a HQ agency where policy originates and field site offices where policy is implemented, a review
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of documents that outlined UNRWA education policy at the macro level as well as a review of
the adoption of those policies at the micro level shed light on how each policy was implemented
in the schools. The attention to the macro and micro levels of UNRWA policy and practice
provided a rationale for the patterns or inconsistencies that existed in the inclusion of students
with SEN in different classrooms.

Initial reviews of documents began with internet search engines, library sources (for
example, databases such as ERIC, EBSCOHost, Psychinfo, Questia), dissertation references,
policy documents, and articles related to the Arab area specifically targeting the Jordanian,
Palestinian, and refugee populations. Once general sources of information had been thoroughly
searched, specific citations and policy documents sent by the researcher’s main contact at
UNRWA were reviewed. Document reviews continued throughout the eight-month internship
with UNRWA. Examples of internal documents reviewed include house surveys, school data
related to quantity of students receiving specialized services or who were identified as having a
disability in schools, teacher development and training material, school health surveys and
reports, curriculum development material. Finally, the UNRWA IE Policy was endorsed in
January 2013 during the time when the researcher was an intern with the agency. Leading up to
the endorsement, the researcher supported the IE Unit in the development of materials for the
management team as well as for the fields at large to encourage investment in IE. These

documents were included in the review of materials for this study.

Data Analysis

This study is based on research questions grounded in the framework of inclusive
schooling which includes five sub-units of analysis, and finally aligned to theoretical

propositions, each of which guide the analysis of the data (Yin, 2009). Although each
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proposition that supports this study was grounded in theory, the nature of the statement remained
flexible throughout the data-collection process (Baxter & Jack, 2008; Yin, 1981). Therefore, the
concurrent collection and analysis of data was the foremost priority. The first stage of data
analysis began with the organization and integration of all sources of data as they related to one
research question.

Within-case and across-case analysis procedures were used to examine each of the four
research questions and the related sub-units of analysis. Since each research question and related
sub-unit of analysis included multiple sources of data, the researcher began by examining only
one source of data and then triangulating the patterns and themes with a second, third, and fourth
source of data. For example, the researcher reviewed interviews with stakeholders within each
school to examine themes of social justice as they related to research question 1: How do
UNRWA stakeholders in Jordan perceive IE? The remaining sources of data including document
review and interviews with stakeholders across the second and third cases were then reviewed in
turn to provide a comprehensive scope of how UNRWA stakeholders perceive IE as it is related
to social justice. Finally, blending the patterns and themes from the multiple sources of data
within and across the cases, the researcher will discuss in Chapter 4 how the propositions related
to social justice were or were not supported. As Baxter and Jack (2008) stated, “This
convergence adds strength to the findings as the various strands of data are braided together to
promote a greater understanding of the case” (p. 554). The researcher repeated the process for
each of the research questions within and across each of the three cases.

Data analysis were conducted with the guidance of the dedoose™ software system. The
dedoose™ website (http://www.dedoose.com/) refers to the software as “a cross-platform app for

analyzing text, video, and spreadsheet data (analyzing qualitative, quantitative, and mixed

115



methods research).” The researcher chose to use dedoose™ based on five parameters including:
a) efficiency of analyzing, coding, and theming text, b) organization of results in excerpt, graph,
and table layouts, c) applicability across computer platforms, d) access to software given
dedoose™ saves information on a web-based cloud, e) cost of software. Application of Codes

The researcher adhered to a multi-step process when initiating the data analysis in
dedoose™. Initially, thematic analysis used research questions to separate and sort the interview
data. Data were sorted into the four research questions, and two additional patterns that emerged
including demographic information and recommendations for the future. Thus, a total of six root
codes were established in dedoose™ including the data associated with each research question
and the two additional patterns. Demographic information was used to triangulate data from
school records was not reported as a separate section in the results, rather it was infused in the
related participants and settings sections. Recommendations for the future did not specifically
address any one research question, but were themed in order to triangulate information gathered
from reviews of internal and external documents and to provide UNRWA with additional
information from the perspective of stakeholders.

Multiple patterns emerged from the data within each root code. These patterns were
treated as child codes to the root codes in dedoose™. When child codes included a vast amount
of information with varied implications, grandchild codes were created to narrow the patterns
and deepen the analysis. For example, one of the patterns discovered during the analysis of RQ2
was the use of accommodations and modifications, thus a child code was created to organize this
pattern in dedoose™. Upon reviewing the associated interview responses, the researcher
discovered several additional patterns related to accommodations and modifications including

instruction, curriculum, and assessment. These additional patterns were coded as grandchild
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codes in dedoose™., Grandchild codes were most often used to construct a framework within
which to discuss the themes of the study. dedoose™ codes can be found in Appendix S.

Coding the interview data in dedoose™ involved selecting excerpts from the interview
transcriptions and applying root, and secondary and tertiary codes when appropriate. The
researcher used the interview protocol to create the boundaries for selecting excerpts in
dedoose™. Each interview question and the corresponding response were treated as a separate
excerpt, and when appropriate a code was applied to the excerpt. Any follow up questioning or
response that was not associated with formal interview questions were also treated as separate
excerpts and codes were applied when appropriate. Interview questions may have had more than
one root, child, and grandchild code applied if the participant’s response included more than one
pattern.

Once the coding process was completed, the researcher used the excerpt function in
dedoose™ to export all related excerpts of a specific code for further analysis. All excerpts
related to a code were then re-examined for their applicability to the code. Finally, an inter-rater
observer was used to confirm that codes were applied accurately.

Since the purpose of the study was to contribute a baseline of data related to inclusive
practices and perceptions in the selected schools, stakeholders embedded in the schools were
weighted more heavily than stakeholders in the HQ and the field. Therefore, the researcher
determined that for a code to become a theme, codes had to be discussed by a minimum of five
of the twelve (at least 40%) stakeholders embedded in the schools. Additional excerpts from
interviews with stakeholders in the HQ and field were used to support the themes established by
the stakeholders embedded in the schools. Themes were primarily established based on child

codes with the exception of RQ3 which included themes based on child codes and additional
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themes based on grandchild codes. A total of three codes met the criteria for themes in RQ1, a
total of three codes met the criteria for themes in RQ2, a total of six codes met the criteria for
themes in RQ3, and a total of four codes met the criteria for themes in RQ4. Codes that did not
meet the criteria for themes were treated as outliers (Brantlinger, Jimenez, Klingner, Pugach, &

Richardson, 2005) and are further explored with the themes in the results section.

Validity and Reliability Measures of the Study

The researcher used the components for assessing trustworthiness of qualitative research
(Guba, 1981; Krefting, 1991) as well as the quality indicator criteria for qualitative studies
developed by Brantlinger et al. (2005). The credibility of the findings was established through
the replication of procedures within and across cases, prolonged engagement with the
participants, the use of thick descriptions during observations, inter-rater observer agreement of
translated interview transcriptions, multiple cycles of data coding by the researcher, inter-rater
observer agreement on coding of interviews using dedoose™, the triangulation of multiple
sources of data, member checks, and the description of the researcher’s role in the study
(Brantlinger et al., 2005; Guba, 1981; Krefting, 1991). The following section describes the
aforementioned procedures to ensure the truth value, applicability, consistency and neutrality of

the results (Guba, 1981).

Replication of Procedures

To ensure the applicability of the findings were strong, an a priori decision was made to
replicate the case study design across three cases in different schools (Guba, 1981; Yin, 2009).

Interviews and observations followed the same set of procedural guidelines and any variation
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was recorded in the field journal and subsequently described in the procedure section in Chapter
3. For example, the researcher noted the English teacher in case 1 translated the interview for the
student with SEN and the parent in case 1 due to logistical complications barring the AES from
interacting as the translator. Further, demographic information, contextual background of the
setting and the events, and thick descriptions (Krefting, 1991; Merriam, 1988; Yin, 2009) of
interactions with stakeholders were gathered and presented in the study to ensure that future
researchers have substantial information for replication. Through literal replication, results of the
study served to confirm, disconfirm, revise, or create new propositions and theories as they

related to including students with SEN in the general education classroom.

Prolonged Engagement With Participants

Given the international context of this study and the cultural nuances that existed, the
researcher engaged in prolonged observation and interaction with the study participants
(Krefting, 1991) to increase the assurance that behaviors and responses were not the result of
social or cultural norms. Interviews with UNRWA HQ and Jordan field staff specifically
occurred multiple times, and interviews with school stakeholders occurred after all classroom
observations were completed allowing time for the researcher and the participants to build
rapport. Similarly, observations in classrooms took place multiple times over the course of the
week (and some over the course of multiple weeks due to student absences and conflicts in

schedules) to build relationships and rapport with both teachers and students.
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Reliability of Observation Data

Repeatedly observing teachers and students throughout the study also alleviated the
possibility of misrepresenting actions as “the norm” rather than their having occurred
coincidentally during the exact time of observation (Brantlinger et al., 2005). In addition to
prolonged engagement with the participants, the researcher generated thick, detailed descriptions
(Brantlinger et al., 2005; Krefting, 1991; Merriam, 1988; Yin, 2009) of events occurring in the
classroom noting interactions between the teacher and the student with SEN, the interactions
between the student with SEN and her peers, and the interactions of the teacher with the general
education students. The researcher also included time stamps and pictorial images of the
classroom layout in the observation field notes, which in conjunction with the descriptions of

interactions were used to develop themes across cases.

Reliability of Translated Interview Protocol

A translation company in Amman, Jordan, was provided the interview protocol for
translation into Arabic (Fusha). The AES in English from the Zarqga area served as liaison to the
company to provide instructions and direction. Once the translation of the interview questions
was completed, the company provided a letter certifying the translation (see Appendix I). The
AES in English then reviewed the translations and certified the accuracy from English to Arabic
(Fusha) (see Appendix J). Finally, the Head of the IE Unit at UNRWA HQ reviewed the
translations and provided feedback on their accuracy. See Appendix M for Arabic translations of

the interview protocol.
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Inter-rater Reliability of Translated Interviews Transcriptions

After each interview, the researcher a) cleaned up the written transcription for clerical
errors, b) highlighted follow-up questions from the researcher that were a part of the fluid
dialogue, and c) noted any points of interest or patterns that were observed in a separate column.
Interviews that were not audiotaped were immediately uploaded to dedoose™ for coding. Ten of
the twenty total interviews were audiotaped.

The researcher gave the audiotapes to a second and third person, Transcriber A and
Transcriber B, respectively, to establish inter-rater reliability of the translations and
transcriptions of each interview. Transcriber A and B were both native Jordanians and native
Arabic speakers with fluent English language proficiency. Both Transcriber A and B earned
PhD’s in universities in the Midwest of the US. Transcriber A earned a PhD in Early Childhood
Education, Curriculum and Instruction, while Transcriber B earned a PhD in Educational
Research, Measurement and Evaluation.

The purpose of establishing inter-rater reliability across the translations and transcriptions
was twofold. Although interviews conducted in Arabic were synchronously translated by the
AES to the researcher, the reliability of the translations required further analysis by native Arabic
speakers. When comparing the transcriptions of the in-person translated responses by the AES
with the transcriptions by Transcriber A and B, the researcher found discrepancies in contextual
meanings of words and ideas. In addition to the reliability of the contextual meanings in the
translations, the review of Transcriber A’s transcriptions by Transcriber B ensured the verbatim
responses of stakeholders were accurately captured in the write up. The researcher thus used the
transcriptions from Transcriber A and B to analyze patterns and apply codes in dedoose™

instead of the in-person transcriptions developed during the interviews.
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Transcriber A was not provided an original transcript for any of the audiotapes.

Transcriber A was asked to listen to the audiotapes and provide a verbatim translation
and transcription of the interviews including all dialogue between the AES, the participant, and
the researcher.. Transcriber A then discussed the process for reviewing the audio tapes with
Transcriber B and explained specific challenges associated with background noise, interruptions
during interviews, and placement of the audio recorder. Transcriber A then gave the audio tapes
and the transcriptions to Transcriber B to review. After reviewing all of the audiotapes with the
corresponding transcriptions, there was 100% agreement on the accuracy of the Arabic-to-
English translations from Transcriber A and Transcriber B., A total of 181 pages of
transcriptions were compiled from the audio tapes. Transcriber B inserted several additions to the
transcriptions in the form of additional words and context to Arabic meanings and expressions.
Transcriber A and Transcriber B discussed the additions and were in agreement that all additions
were accurate. The translated transcriptions were then sent to the researcher for review and

analysis.

Iterative Process of Coding the Data

The researcher employed a common strategy when analyzing results, which is to code
and recode the data, waiting several weeks in between each analysis to compare outcomes.
(Krefting, 1991). The researcher used the data analysis system, dedoose™ to conduct an iterative
process of coding and recoding of interview transcripts. Through this process the researcher
became more familiar with the data which served to refine the codes by combining like patterns

across the stakeholders.
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A similar process of coding interviews was then applied to observation data. The
researcher initially reviewed each of the field observation notes and descriptions of where the
student was seated and how the room was arranged based on diagrams created by the researcher
during the observation. Once the observations were reviewed multiple times, the researcher
coded each one using the observation checklist. Recoding of the observations was done once all
of the data were collected and after the recoding of the interviews with stakeholders. During the
second round of coding, the researcher compared the actions observed in the classroom with the
interview responses from the stakeholders in the development of overarching themes for research

question 2 and the summaries of each case.

Inter-rater Observer of Coding Using dedoose™

A research assistant provided inter-observer agreement of the application of codes to
interviews using the dedoose™ training option. The research assistant was a doctoral student in
the exceptional education program who was unassociated with the study. The researcher
developed three tests in the dedoose™ training center to assess the application of root,
secondary, and tertiary codes, respectively, to selected excerpts. Each test required the research
assistant to apply the appropriate code to the excerpt provided. Excerpts were gathered from
interviews of all stakeholders. The root code test used 100% of the root codes included in the
study, while the secondary and tertiary code tests used 65% of the codes included in the study.
Each code was applied no fewer than two times across multiple excerpts. A Cohen’s Kappa
coefficient was applied based on the results of each test. The results of the inter-rater reliability
analysis were Kappa=.68 (p<0.0001) for the root code and tertiary code tests, and Kappa=1

(p<0.0001) in the secondary codes test. The researcher then examined the test results to review

123



areas of difference with the research assistant. Once discrepancies were adjusted, codes were
discussed using additional excerpts as examples. The researcher and research assistant were in

agreement with the test results and the additional excerpts discussed.

Triangulation of Multiple Sources of Data

The use of established methods of triangulation can increase the credibility of a study
(Brantlinger et al., 2005). In using multiple sources of data, the researcher triangulated multiple
perspectives of the same concept, ensuring that no one source of data was allowed to
disproportionately represent or skew the outcomes presented from each case study. Likewise, in
triangulating multiple methods of data collection, the researcher ensured that all aspects of the
study were investigated (Knafl & Breitmayer, 1989). Continuous review of the data gathered
within and across the stages of the study safeguarded that all sources of data were accorded equal
influence.

Interviews were triangulated across participants within each case and then across cases
using dedoose™ software to visually represent the coded excerpts and the application of codes to
each stakeholder. When appropriate, and specifically when analyzing research question 2, the
researcher reflected on the themes which appeared in interviews and triangulated those themes
with the information gathered from classroom observations. Once overarching themes were
drawn between what was stated during interviews and what was observed during classroom
visits, the researcher incorporated the information gathered from document reviews, which
provided background to the themes. Through the multi-layered process of triangulation, the

researcher established rationale, context, and corroboration of what was described during
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interviews, what was observed during class visits, and what policies were in place at the time of

the study.

Member Checking

While in the field and upon returning to the US, the researcher engaged in multiple layers
of member-checking (Brantlinger et al., 2005; Krefting, 1991). During the internship the
researcher submitted initial reports of the data analysis and results to stakeholders at UNRWA
HQ. Feedback provided by the stakeholders at HQ was incorporated into the current study. Once
the researcher returned to the US, additional member checking began by submitting drafts of the
results to the AES for each area to be delivered to head teachers and teachers of the participating
schools. The head teachers and teachers were asked to only provide feedback if they felt the
results did not reflect their ideas and sentiments. None of the head teacher and teachers provided
feedback to the researcher. The researcher also submitted drafts of results and discussion
chapters to stakeholders at UNRWA HQ requesting feedback if there were discrepancies or
omissions in the study write up. Stakeholders have not provided feedback to date. Through this
level of peer examination (Krefting, 1991), experts in practice from the participating schools and
experts in policy from the researcher’s internship location ensured (a) the accuracy of interview

translations and transcriptions, and (b) the themes that emerged were representative of the data.

Role of the Researcher

Compounding the neutrality of qualitative research is “the researcher’s worldview,
values, and perspectives” (Harris, 2006, p. 141). The study design, data collection procedures

and analysis, and resulting discussion must be interpreted with the knowledge of the researcher’s
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background, intent, and purpose in conducting the study. The following section describes the
researcher’s experience and background. The researcher then reflects on the unique paradigm of
being an intern, researcher, and representative of the IE Unit at UNRWA while conducting the
study (Brantlinger et al., 2005).

| am a Cuban American woman whose parents and sister have lived at various times in
and out of the United States. My father was born in Havana, Cuba, and fled with his family to
the United States after Fidel Castro’s revolution in 1960, making him a refugee at the age of
seven years old. My mother is an American citizen who was brought up in a military family,
spending most of her adolescent years living in Europe and the MENA regions and returning to
the US for her senior year of high school. My sister lives in Jerusalem, where she and her
husband own a restaurant near the Old City. My brother-in-law is Palestinian and he grew up in
a city called Beit Jalla located in the West Bank.

My early career objectives were directed toward international service. | pursued bachelor
degrees in International Affairs and Latin American studies and studied abroad in Chile while
pursuing academic credit at La Pontificia Catolica Universidad in Santiago. Throughout my
formative years, | was always interested in refugee populations as well as populations displaced
by conflict, colonialism, and globalization.

The route I took into the field of education was anything but traditional. After several
years of working with high-achieving middle-school students, | became interested in working
with students with SEN in urban schools with less-than-adequate access to high quality
education. It was while teaching a student who was an Ethiopian immigrant in a high school
resource classroom how to read that | realized | could unite my two passions, international

development and education. My interest in both fields ultimately converged to form the personal
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lens through which I interpret my earliest memories. It drove me to pursue this research project.

Partnering with UNRWA to conduct a study in the Jordan field on IE meant that | would
take on additional roles to that of a researcher, namely as an intern and as a representative of the
organization. Prior to beginning my internship with UNRWA, I collaborated with the point of
contact in the IE Unit at HQ to develop the responsibilities | would undertake as a researcher and
as an intern. The responsibilities and the expected outputs were then outlined in detail in the
internship Terms of Reference (See Appendix Q).

As a researcher, the organization expected initial and final reports on the baseline data |
collected in the Jordan field from inclusive classrooms selected for the study. This baseline data
was intended to provide UNRWA with two pieces of information. Since the IE Policy had not
yet been endorsed and therefore not yet implemented in the fields, UNRWA was interested in
learning what strategies and supports were organically being used to include students with SEN
in general education classrooms. In addition to learning about current practices, UNRWA was
interested in learning about perceptions of inclusion as well as stakeholders’ perceptions of their
own needs as related to IE reform in schools. This latter piece of information was critical to
UNRWA as they wanted to incorporate what stakeholders discussed as benefits, challenges,
barriers and needs when developing trainings and workshops related to IE in schools across the
five fields.

While my role as a researcher allowed me to conduct the study in the Jordan field with
the support of the HQ and Jordan field offices, my role as an intern with UNRWA ensured that |
had transportation, accompanied school visits, had access to translators, and was given an open
policy to review school records when they were available. My role as an intern also meant that |

was a representative of the organization. Therefore, when conducting my research in the schools

127



| always began my introduction to stakeholders by telling them about my background as a
doctoral student, and framed my presence in the schools as someone conducting research rather
than evaluating personnel and practices. | further explained that while the results of the study
would be delivered to UNRWA as a means of informing future programming, training, and
development, the stakeholders that participated in the study would remain anonymous.

In addition to conducting the study and providing UNRWA with baseline data on current
perceptions and practices, as an intern the 1E Unit expected me to contribute to the content and
editing of policy documents and advocacy materials. Throughout my tenure with UNRWA, |
supported the development of the IE Policy while in draft form prior to endorsement, the IE
Strategy while in draft form, and the Teacher Guidelines and Toolkit for IE in schools. | also
participated in the development of advocacy materials including IE posters and brochures to be
distributed for marketing IE Policy and Strategy in UNRWA schools. Finally, I collaborated on
projects and trainings with education stakeholders in the HQ office in Amman as well as

stakeholders from all five fields in which UNRWA operates.
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CHAPTER FOUR: RESULTS

A multiple case study design was used to examine the perceptions of stakeholders and
practices of inclusive education (IE) within the UNRWA educational system in the Jordan field
to establish a baseline of current practices. This baseline of perceptions and practices were
requested to guide UNRWA with the implementation of the newly endorsed IE Policy. The
chapter is organized into four sections. The first section introduces the baseline themes that
emerged across the interviews with UNRWA stakeholders. The second section describes each
case from the perspective of the stakeholders embedded in the schools, including the student
with special education needs (SEN), head teacher, teacher, and the family in holistic terms. The
baseline themes that emerge across the stakeholders and across cases are presented as a
summary. Then, the results of each research question are presented through a thematic analysis
using dedoose™ data analysis software. The final section reviews the alignment of the results of
current perceptions and practices to the research questions. The following research questions

were addressed in this study:

Research Questions

1. How do UNRWA stakeholders in the Jordan field perceive inclusive education?

2. How are students with special educational needs currently included in UNRWA
classrooms in the Jordan field as perceived by all stakeholders?

3. What are the benefits and challenges to including students with special educational needs

and providing inclusive education in the Jordan field as perceived by all stakeholders?
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4. What supports for inclusion of students with special educational needs have been

provided to stakeholders in the Jordan field UNRWA classrooms?

Themes That Emerged From Interviews With UNRWA Stakeholders

Interviews with UNRWA stakeholders occurred multiple times over the course of the
researcher’s internship. When the internship began in the fall of 2012, the Education Department
had unrolled a large-scale education reform across all five of UNRWA's field sites. Midway
through the internship, UNRWA’s Commissioner General endorsed the new IE Policy that
committed the agency to implementing IE across the five fields within the available resources.
During the last two months of the internship, UNRWA’s IE Unit launched its first of several
fact-finding workshops with education stakeholders across the five fields in order to refine the IE
Strategy, the Teacher Guidelines, and the Toolkit for IE in schools. The baseline themes that
emerged from interviews with UNRWA staff and from observations in the field will be a guide
for future work in Jordan and in UNRWA’s implementation of IE in general. Themes that
emerged during the internship with UNRWA and based on the interviews and interactions with
staff members at the HQ and Field offices were: gaps between UNRWA policies and practices,

and barriers and challenges associated with the implementation of IE.

Gaps Between Policy and Practice

Units within UNRWA’s education department are working in collaboration to improve
existing documents and materials as well as to develop new training, modules, and curriculum to
promote an inclusive approach to educating students. The IE Unit at UNRWA HQ consists of

three people and an administrative assistant. The team developed the IE Policy, strategy,
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workshops, and modules with the support and coordination of other units in the Education
Department. When asked if the department, which includes eight units, received training on
UNRWA'’s definition and approach to IE prior to the development of new programming, for
example in curriculum development or teacher training, the Director of Education iterated that
unit staff learned through their engagement with new projects and collaboration of colleagues in
the development of tools and strategies.

The UNRWA Director of Education believed implementation of IE would require a
unified definition and systematic approach in the fields. “Inclusive education is the heart of the
education reform,” (C. Pontefract, personal communication, November 25, 2012). Particular
catalysts for education reform within UNRWA were the diminishing achievement of UNRWA
students on national and international assessments and the under employment of UNRWA
graduates. Given the dim prognosis, the agency launched a unified education reform that
“created a shared vision to bring five disparate fields back together” (C. Pontefract, personal
communication, November 25, 2012).

The researcher ascertained from interviews and observations that at present the UNRWA
Jordan field does not have a unified definition or approach to IE. As an example, data collected
from the field staff in multiple UNRWA offices were discrepant and on more than one occasion
contradictory in their listing of students with disabilities in UNRWA schools. One reason for the
inconsistencies is the use of varying definitions of disability. The area of disabilities is defined
within the health, relief and social services, and education departments. In the Health Department
disability is defined in medical terms while in the education department disability in is defined in
social terms. Schools also define disability in dissimilar terms because of the common practice of

labeling students who perform below grade-level expectations as slow learners, while students
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with physical and mobility challenges are categorized as having a disability. Even though the
UNRWA schools lack a formal program for intelligence and adaptive-behavior assessments, the
few students with more significant cognitive challenges who attend UNRWA schools are

generally given a label of mental retardation.

Barriers and Challenges

The topic that appeared to be most in need of strategies to improve practice and was
referenced in all interviews with UNRWA stakeholders was the barriers and challenges
associated with the implementation of IE. Nearly three times as many comments were made
about the challenges to IE than were made about the perception of IE and the supports currently
provided to the schools to include students with SEN. Moreover, none of the responses from
stakeholders in UNRWA management or field sites touched on how students were being
included currently in the classroom.

The gap between UNRWA policy and practice was evident in the interviews with
UNRWA HQ staff and field staff. One theme that emerged from interviews and reviews of
documents is the under-enroliment of students with disabilities in UNRWA schools when
compared to the prevalence of these disabilities according to health records of children with
disabilities in UNRWA households. While all UNRWA schools are technically required to enroll
all Palestine refugee children, the data gathered showed far fewer students with SEN are enrolled
in UNRWA schools than exist in the various fields. Reasons for the discrepancy identified from
the interviews appeared to include the lack of resources to support the inclusion of children with
disabilities, potentially leading head teachers to discourage enrollment of students with more

significant disabilities; lack of awareness by parents of their child’s right to an education; and the
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attitudes of society and the community towards families of children with SEN. Changing
attitudes is a long-term objective for UNRWA, and that begins with educating stakeholders on
the purpose of IE—to provide quality education for all students—and clarifying the gradual steps
the agency is prepared to take to implement IE in schools. Stakeholders often cited a lack of
resources, whether financial or otherwise, as an obstacle to IE in the fields and schools. School
personnel, including teachers and administration, believe there is a great need for additional
training to work with students with SEN and additional personnel, whether in the form of more
teachers or SEN experts to provide support to students with SEN. With those recommendations
made by teachers, UNRWA HQ is also grappling with the dilemma of providing IE “within
available resources.” While funding of materials and programming remains a constant
consideration, IE reform can be implemented, according to several stakeholders, with the
convergence of good practice and a change in attitudes towards people with special needs.
Challenges associated with movement towards inclusivity are often grounded in attitudes
and a fear of change (C. Pontefract, personal communication, November 25, 2012). Several
stakeholders highlighted the need to build awareness around disability, thereby also building the
capacity of the community to accept disability and people with disabilities as equal members of
the community. “Soldiers with disabilities are heroes and martyrs; children with disabilities from
birth are not,” responded an UNRWA stakeholder when asked how disability was being
promoted in the various areas in which UNRWA was established. Capacity building of the
community and the school system was highlighted as a necessary first step to IE. Parents who
feel shamed or stigmatized may not want to make public the existence of a child with a
disability, choosing instead to forgo providing the child with an education. Stakeholders believe

that reaching out to parents and families to make them aware of their child’s right to an
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education will encourage the inclusion of more students with special needs in UNRWA schools.
In a multi-pronged approach, the capacity of the school, the teachers, the families, and the

community, each vital to successful IE, should be built in harmony with one another.

Themes That Emerged Within Cases

The need for harmony juxtaposed with a community of support was observed within and
in some cases across stakeholders for each of the case studies. Each of the students and school
stakeholders who participated in the study provided a strong baseline of current practice in the
Jordan field. Each participating school case is grounded in thoughts from the student with SEN,
followed by the head teacher (HT1, 2, 3) and Teacher (T1, 2, 3), and closes with the parent’s
perspective (P1, 2, 3). Themes that emerged across participant’s guides the narratives that
emerged for each of the participants. These themes were derived through content analysis using
dedoose™ of interviews with each participant. Themes that were unique to an individual student
are discussed within each case. Student narratives include demographic information followed by
four themes: their demeanor during observations and the interview, their interaction and
relationships with peers, their perception of school, and their perception of education. The three
students, Zein, Noor, and Rania are pseudonyms, named after Queens of the Hashemite
Kingdom of Jordan.

During interviews with the head teachers (HT), the researcher noted patterns across each
case. The HT narratives open with an introduction to the school culture as it was observed and
discussed with the researcher, and then the way the HT interacts with the students (Zein, Noor,
and Rania), followed by a summary of the HT’s teaching and leadership philosophy. HT3 did not

appear to have a unique relationship with Rania based on HT3’s interview responses and in-
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person interaction with Rania when coordinating classroom observations and interviews with
Rania’s mother; therefore the narrative does not include a section on their interaction.

Teacher interview responses included an array of themes. The narratives below capture a
portion of those responses, while others are discussed in the research question results section
later in this chapter. Teacher narratives begin with a brief summary of the professional
background information each teacher provided, followed by a synopsis of her preparation and
experiences, and closes with the interactions each teacher had with her students (Zein, Noor, and
Rania) and other students with SEN in her class.

Parent interviews ranged in duration and depth of responses. The interview with P1 was
translated by T1 rather than by an AES, which was atypical of the procedures in this study, but
necessary due to scheduling conflicts. P1 was very detailed in the background she provided on
Zein. As the interview progressed, P1 divulged personal information to the researcher and the T1
in her role as a translator. The interview length was almost twice as long as the interviews with
P2 and P3. Thus, additional information is provided in P1’s narrative. P2 and P3 were both
forthright in their responses while also being frank. The narratives of P1, P2, and P3 reflect
background information on the students (Zein, Noor, and Rania), followed by the reflection of
the parents on the education their students were receiving at UNRWA, and closes with any
information that was provided about their student’s home life. P3 did not provide any
information on the student’s home life beyond what is reflected in the opening paragraph of her

narrative.
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Case 1: Zein

Zein

Zein was characterized by her mother as a child with a mental disability that caused
problems below the hips. When probed further, Zein’s mother explained that Zein had not been
able to walk as a child and received therapy at a local rehabilitation center throughout her
childhood in order for her to walk without the use of a walker. Zein’s school characterized her as
having a physical disability that impacted both of her legs and limited her movement.

During both observations and in meeting Zein for the interview, the researcher noted the
demeanor and comfort with which Zein engaged with the adult population and the school
environment. Even though Zein was characterized as having a physical disability, she actively
moved about the classroom and the school with a sense of purpose and determination.

Although she mentioned being called names and bullied by some of her peers, Zein
described School 1 as safe and comfortable because teachers and administrators remediated
students when they were alerted to the bullying. When Zein was asked if she had a good
relationship with other students, she responded that she has friends and that her peers help her
with her work.

When asked if she receives help from other teachers, Zein responded that sometimes she
does receive help and other times she does not. Zein stated that she felt too shy to ask for help.
Zein said that sometimes she does not know the appropriate time to ask for help and so she does
not ask at all. However, when asked if she had a good relationship with her teachers, she
responded she did. Zein’s interview responses were generally short and often only a few words
in length. She did not elaborate unless probed by the translator, her English teacher. Zein’s

favorite class was also English.
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Overall, Zein said she enjoyed school because she likes to learn, and she has friends. Zein
specifically mentioned that she thought education was important for two reasons. First, she noted
that she wanted to marry a good person like a teacher. Second, she expressed not wanting to
regret delaying or stopping her learning, for example at the 6™ grade. She said she wanted to

finish all of the grades and all of her schooling.

Head Teacher 1

HT1 noted not having much experience with students with SEN, and that all of her past
experiences were students with behavioral problems. HT1 used the case of another student she
was currently working with to highlight what she felt were necessary components to meeting the
needs of students with SEN. A student in her school was recently referred to the school
counselor for aggressive behavior problems in class. When asked if she ever had a child wanting
to enroll in the school but having such a severe need that she could not provide an education for
the child, HT1 brought up the child with a behavior problem. She thought out loud, “What
should | do with her? I don’t know how to deal with such cases.” However, She felt strongly
about her community and that all children should be going to school. Her primary concern was
that in transferring the student she would essentially be transferring the problem to another head
teacher. She shared that when she was told by the school counselor not to interact with the
student and to tell the other teachers not to engage with the student because of her behavior she
did not agree, as she considers all of her students her children. She explained that she treats all of
the students at her school as if she were their mother and not the head teacher, and she
encouraged all of her teachers to do the same.

HT1 demonstrated this philosophy in her interactions with Zein. While limited in

resources, HT1 listened to the parent of Zein when she was enrolling her daughter and took it
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upon herself to relocate Zein’s classroom from the third to the second floor. She also asked
Zein’s teachers to let her leave class early and to allow her to arrive late to accommodate her
physical disability. During the interview with Zein, the researcher inquired if she was getting
enough support from people at school in order to be successful. Zein expressed gratitude that the
head teacher and assistant head teacher asked her peers to help when she needed it and to be kind
to her. When HT1 asked how she felt about the changes made to support Zein in the school, she
said they were not enough. She stated she would have preferred a ramp or an elevator in the
school instead of forcing Zein to walk up the stairs.

Collaboration, reflection, and sharing of information with other school leaders and with
her staff were important to HT1. She said it would be important to discuss what procedures were
in place to make the student with a disability more comfortable in school and how best to modify

her instruction and assessment.

Teacher 1

The years of experience T1 accumulated in the classroom were apparent in her
management of her students and her instructional strategies. Moreover, T1 was a reflective
practitioner continuously questioning whether she was reaching all of her students. She thought
about how best to differentiate her instruction while still ensuring student learning and growth.
T1 specifically discussed reaching out to parents as a means to better understand her students as
well as to engage families in bridging the instruction their children were receiving at school and
continuing that learning at home.

T1 began teaching without any pre-service training. After two years of teaching, she took
the Education Psychology course provided to all UNRWA teachers to prepare them for the

classroom. She then attended various trainings and workshops over the course of the seven years
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she had been teaching in UNRWA schools. T1 described learning about students with disabilities
in an UNRWA training course. She said prior to the training she had assumed that students came
to school having studied or not studied, having completed their work or not. According to T1, the
training provided her with a basic understanding of learning differences among students.

T1 was selected for a teacher inservice in the United States the year prior to the study. T1
specifically mentioned the strategies she was provided at the workshop as being influential in her
current teaching philosophy. Since attending the workshop, T1 increased the amount of hands-on
activities in the classroom and the amount of student participation she encouraged during
instruction. Through direct observation, the researcher witnessed the participatory attitudes of
T1’s students, as well as the culture of engaging with the lesson while behaving in a respectful
and courteous manner. T1 was an enthusiastic facilitator, which her students modeled in their
enthusiasm for the lesson.

While T1 did not modify lessons to a great degree for Zein, she did reflect regularly on
her ability to meet the needs of Zein and other students with disabilities. T1’s concerns stemmed
from a feeling that she lacked the knowledge and skillset required to provide appropriate
instruction and support to students with disabilities. On several occasions during the formal
interview and during informal conversations on observation days, T1 reflected on her inability to
engage with all of her students to the level they needed due in large part to the short duration of
classes and the increasing student populations within each class. T1 reminisced about earlier
years of teaching when she had fewer classes to teach per week and could therefore provide
students with remedial classes during the vacant time. Remediation was for all students who
needed additional instructional time or small group instruction; this time included students who

were labeled as slow learners and those with diagnosed or suspected disabilities. Due to the
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overpopulation of students within her school, T1 said she received more classes to teach and did

not have the opportunity to support students as she had in the past.

Parent 1

According to P1, Zein was not able to walk as a child. Through the help of an unnamed
foreign person, Zein was provided a walker, which she used until three years ago when she was
in the first grade. Zein also received medical support through a rehabilitation center where she
received physical therapy on a weekly basis. She continues to receive therapy when P1 is able to
take her to the center. P1 initially enrolled her daughter in a special school for students who
needed additional support. Zein was enrolled in the special school until mid-first grade.
However, when asked if she thought students with disabilities would be better served in a regular
school with regular students, P1 recalled Zein being very disturbed by the behavior of the
students in her class. She became angry with her mother for forcing her to go to school with
other students whom she called crazy. P1 described how her daughter’s demeanor changed in a
negative way while in the special school.

P1 went to the teacher in the special school, who agreed that Zein belonged in a general
education class. It was at this point that P1 enrolled Zein in an UNRWA school. However, while
the UNRWA school was public and Zein was in a general education classroom, she still felt as if
she was being treated differently than others. P1 recalled her daughter coming home and
complaining that the head teacher told her she did not have to go outside with the rest of the
students and that she told her she could stay in the classroom. Zein was upset by the HT’s
comment because she wanted to be treated like everyone else, recalled P1. Zein’s mother went to
the administration of the school to request that she be allowed to move about freely as a normal

student.
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P1 believed the UNRWA school was a better fit for Zein because the administration and
teachers knew that she was a special case, and so they gave her additional attention. P1 noted
that while she believed teachers were cooperative, they didn’t have enough time to help her
daughter as much as she required. P1 said she knew her daughter needed more time from the
teacher in order to understand the material, and she wished teachers could provide the additional
face-to-face time but that with the large classes and the short session time, teachers were not able
to give her daughter the attention she needed.

As demonstrated in the interview, P1 harbored great anxiety for her daughter’s psycho-
social well-being. P1 did disclose that she was divorced and she was concerned that the
discomfort of being removed from her home and the un-ease of the people in the home were
influencing Zein’s academic performance as well as her ability to focus in school. P1 also
expressed guilt and distress at the thought of negatively impacting her daughter’s performance at

school with the turmoil at home.

Case 2: Noor

Noor

At the time of this study, Noor had undergone a medical procedure to implant a cochlear
implant and had been using the implant for two years. Noor’s speech and sound recognition was
still developing; her verbal communication was minimal and her listening comprehension was at
the emergent stages. Noor had never been taught any form of sign language or to read lips,
pointing at objects and using other gestures were the only techniques she used to communication

with other people, including her family.
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During all observations Noor appeared to be a happy and jovial child. Even while
appearing uncomfortable and timid during the interview, Noor continued to smile and laugh
when the researcher showed her pictures of the USA in order to make Noor more comfortable
and to build rapport. Her interaction with all teachers and classmates was respectful and polite.

Noor appeared to have an age- and grade-appropriate relationship with her peers. She
engaged with her peers throughout the English classes observed by the researcher. Peers were
very patient and accepting of Noor, providing instructional support when completing worksheets
or workbook pages as well as including Noor in instructional group activities. When there was a
lull in activity or instruction, Noor would watch her peers and laugh along with humorous
conversation or actions. Often Noor would distract peers from their work to show them
something funny. This distraction was generally followed by periods of focus on the part of the
peers and Noor.

During each observation in Noor’s English class, the researcher witnessed Noor and her
close friend copy answers from one another or from other peers. A typical scenario would begin
with T2 providing instruction in front of the class and then moving to the back of the room to
circulate to support different groups. Noor and her friend would take the opportunity during
group work time to play and talk instead of engaging with the material. Once T2 was close to
their group, Noor and her friend would borrow another group member’s workbook to copy the
answers, or on occasion Noor would take her friend’s workbook and copy the answers. Although
Noor’s behavior in class was sometimes inappropriate, she said that she enjoyed school and that

she thought education was important.
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Head Teacher 2

On each occasion when the researcher visited School 2, HT2 was welcoming and
encouraged further dialogue outside of the formal interview. At the time of the study, it was the
second school year HT2 had led this School , although she had been a head teacher for 19 years.
HT2 viewed the students at her school with a sense of community and family loyalty. It became
apparent to the researcher by the manner in which HT2 worked and spoke to her students that
she respected each of them and was well-respected by them The head teacher enjoyed giving the
students leadership roles while also encouraging trust in them when she requested the researcher
be escorted to different areas in the school.

A unique attribute of HT2 was her familiarity with Noor. When the researcher and the
AES, translating for the researcher, attempted to conduct the interview with Noor, the head
teacher was included in the room. Interviewing Noor was difficult because the level of
comprehension through speech of Noor did not match the phrasing and vocabulary in the
interview questions; the questions were extraordinary challenging, almost impossible for Noor to
understand. Allowing the AES and researcher a few attempts to re-phrase questions, the head
teacher made the decision to request a friend be present at the interview to provide Noor with a
peer translator. The peer translator was a long-time “hearing” friend of Noor.

The interview began again, this time with the help of the peer translator. Noor continued
to struggle with interview questions and preferred a non-response to most questions rather than
asking for clarification. The head teacher noticed Noor becoming more insular and in swift
movement got up from her desk, placed her hand on the small of Noor’s back, ushered her into
another equally sized, vacant room, and sat across from her with a list of interview questions.
The researcher and the AES sat at a side table a few feet away. The head teacher then conducted

the interview by reviewing the questions, rephrasing them to include appropriately leveled
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vocabulary, and then asked Noor the question using overly emphasized jaw movements while
speaking and watching Noor as she spoke to ensure she wasn’t speaking too quickly. Noor began
speaking aloud in short, segmented responses. Noor responded to as many questions as time
allowed before she was required to go back to class.

When asked what lessons she had learned by leading School 2, HT?2 said she learned to
be more patient and sympathetic, as did the whole school. The head teacher explained that she
had not had a vast amount of experience working with students with SEN. She further noted that
everyone at School 2 was learning how to support students with SEN as they worked with Noor
over the course of the previous two years. Upon entering one of the classrooms, HT?2 recalled
recommending to the teacher that she be more patient and encourage Noor to become more
participatory in class because, “it wasn’t her fault that she was disabled.” HT2 felt strongly that

students should feel a sense of connection to the school and the community.

Teacher 2

T2 was the daughter of a former English teacher and UNRWA Area leader, and the sister
of a former English teacher and current AES in English, T2 was surrounded by educators and the
educational community. Akin to T1, T2 believed in reflection and strove to be a better educator.
T2 remarked in her interview that having Noor or other students with disabilities in her class
would be “for me a good experience, and made to give me more confidence, how to deal with
these students; how to teach them in a good way.”

While T2 was reluctant to include all students with hearing, vision, or cognitive
disabilities in general education classrooms, her rationale was that classrooms were not prepared
for those types of disabilities. She stated that teachers were not prepared to provide instructional

support, and schools did not have the necessary material resources to include them successfully.
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When T2 was asked if given more training to work with students with disabilities would she feel
more comfortable including them, her response was, “Yes, of course because now | am ready for
these students. I know how to deal with them. | know what exercises are suitable for them. How
to teach them better.”

As with HT2, T2 was also very familiar with Noor and could speak to Noor’s strengths
and weaknesses, even having taught Noor for only four months during 45-minute English
lessons. T2 reflected on the progress that Noor was making in hearing and speaking words aloud
and as well as her overall work ethic on several occasions during the formal interview and in
informal conversation before and after observations. T2 believed Noor was very clever, more so
than other teachers may have noticed. T2 cited scenarios when Noor would manipulate a
situation so as to not take responsibility for incomplete work or for not participating fully in
class. According to T2, Noor knows that the teacher will treat her differently because she cannot
hear, so she does not work when being given directions out loud. As a consequence, T2 has
started writing the directions on the board to force Noor to work. T2 also reviews the work Noor
completes, and encourages her to revise it when completed incorrectly. T2 modifies worksheets
to be more accessible for Noor. T2 was careful to emphasize that she disseminates the
worksheets to the entire class because the students Noor’s class see her as “normal,” and T2
believes that giving Noor different worksheets would create a problem with the other students,

potentially causing jealousy or embarrassment.

Parent 2

Both of Noor’s parents participated in the interview for this study. In speaking about their
daughter’s educational career, the parents of Noor referenced their satisfaction with the UNRWA

school, the teachers, and their child’s academic and psycho-social well being. According to
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Noor’s parents, prior to receiving a cochlear implant, Noor began education in a special school
for children with disabilities. The parents expressed dissatisfaction with the special school
because they taught in English which made it difficult for Noor, whose native language was
Arabic, to follow along in the class or to practice at home where both parents speak Arabic in the
home.

The parents also noted that the expense of the school exceeded their financial means, and
the UNRWA school was free to all students, which was another motivating factor to enroll Noor
in the school. According to both of Noor’s parents, the school staff treat them well, and they
believe Noor is receiving the attention she needs. Noor’s father expressed concern that Noor
needed her teachers to speak clearly, loudly, and closely to her when administering assessments,
but he was otherwise satisfied with her education. Noor’s parents also mentioned their
satisfaction with Noor’s academic progress and her interaction with peers.

Noor’s parents provided a great deal of support at home for her. She has a tutor who
comes to the home to provide instruction and support her academically. The tutor advised the
parents not to send Noor to a special school, and the parents communicated their appreciation for
the advice of the tutor, as Noor is improving while at the UNRWA school. Noor’s siblings also
provide help on homework when necessary at home. One of Noor’s siblings was studying

English at the University.

Case 3: Rania

Rania
Rania’s speech and cognition significantly impacted her academic progress. Rania had

been assessed by an unknown staff member of the school, and her academic record stated an 1Q
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of 76 +/- 5 points. She had difficulty with comprehension and with adaptive behavior. Prior to
the interview the researcher had not interacted with Rania outside of her classroom. The
researcher and the AES were given permission to interview Rania in the school library so as to
have a quiet, private space in which to engage with Rania. However, it was immediately clear
that considering her capabilities, the interview protocol used inappropriate vocabulary, employed
overly complicated questions, and would have been too lengthy for Rania to undertake in one
meeting. Taking into account Rania’s active participation in class with her peers, the researcher
and the AES determined that a revised line of questioning specifically related to peer interactions
and activities in class might provide information on Rania’s perception of school.

Choosing specific questions from the interview protocol, the researcher asked the AES to
only inquire about peers and school to build rapport with the student and to elicit simple
responses. When asked demographic questions, Rania’s responses were incorrect (she said her
age was 5) and nonsensical. For example, Rania reported not getting any extra help from
teachers or peers, and she wished she did. However, when asked which teacher helped her the
most, Rania’s response indicated the mathematics teacher. Rania said T3 helped her in class and
let her go to the blackboard. When asked if she thought school was important, Rania responded
that she did. However, when asked why it was important she responded that she didn’t like
school. When asked why she didn’t like school Rania responded there are too many, which the
researcher and translator assumed Rania meant too many students in the class. Rania was then
asked whether the classroom size should be increased or decreased to which she responded
increased. When the terms add more (students) or take away (students), Rania said to take away
(students). Rania then mentioned that she likes to read and study and later responded that when

she goes home she studies and reads. Student work samples can be found in Appendix R.
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The interview with Rania was shorter than the interview with the other two students, and
it lacked the depth of responses the other students provided due to the researcher’s interview
protocol. T3 reported that outside of the classroom, the Learning Support Center (LSC) specialist
provided Rania therapeutic supports similar to occupational therapy. Rania worked with the LSC

specialist to improve dexterity and fine motor skills as well to improve her speech and language.

Head Teacher 3

HT3 is in a unique role in Jordan in that she leads the only school with a Learning
Support Center. The schools serving Zein and Noor do not have a LSC in or near the schools for
their students to access. The uniqueness of a LSC is that there is a a teacher with preparation in
special education, who provides support and instruction to students who come to the center and
to those students who are in the general education classroom full time. Of the 45 students who
are categorized as having a disability in School 3, 26 are in the second and third grades and
receive some instruction in the LSC and 19 are in older grades and do not access the LSC. The
LSC teacher is, however, still responsible for providing support and checking in with the 19
students in full-time general education classes. The staff at school 3 are the only ones that
described assessing students using a diagnostic tool for intelligence, which was provided by a
local university in Jordan.

Prior to establishing the LSC at School 3, HT3 began an awareness and advocacy
campaign for the community and local families. According to HT3, families of students with
disabilities were reluctant to grant permission for their children to be supported in both the LSC
and the general education classroom. The head teacher described parents’ shame and

embarrassment at having a child with a special need, which she associated with their culture.
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Through the coordination and collaboration of the special educator and HT3, parents began
allowing their children to be given instruction in the LSC and noted improved student growth.

HT3 specifically stated that IE should supply students with life skills as well as academic
skills. While HT3 shared that students received a specialized instruction at School 3, she
mentioned that the challenge for the school was providing instruction for students with
intellectual disabilities who learn more slowly. The special educator responsible for the LSC had
also told the HT3 that students with intellectual disabilities do not belong in School 3 because
they require instruction from more specialized teachers. As far as other students with disabilities
included in the school and classroom, HT3 noted that there would not be a problem with the
school staff or parents related to students attending this school unless the students were
aggressive or violent to other students.

One of the attributes of School 3 is the information general education teachers receive at
the beginning of the school year related to the student with the disability. According to HT3, the
school counselor conducts sessions to discuss how the student with a disability is different from
the general education students and how to interact with students with disabilities. When asked
what processes she would suggest to support IE, HT3 suggested a trained teacher to provide

recommendations to the rest of the school staff on how to best include a child with a disability.

Teacher 3

T3 is most concerned with the balance between the size of the class and the curriculum to
teach. Although she receives worksheets from HT3, coordinating instruction for two types of
students, one general education lesson and one lesson for the student with SEN, was very
challenging for T3. She shared she felt overwhelmed by the time it took to craft independent

lessons and the time she spent working with Rania to complete the lessons during class.
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When asked if students with disabilities should be allowed to attend UNRWA schools,
T3 responded that she felt they needed to have a special school with trained professionals and
specialized curriculum. When considering whether all students with disabilities or only students
with specific disabilities would influence her opinion on inclusion, T3 remarked that people with
physical disabilities should be allowed to attend regular schools if they had the ability to keep up
academically with the other regular students in the class. However, they should still receive their
education, at least some portion, in the LSC, because it was too difficult to integrate them into
the general education classroom. T3 further mentioned that she did not feel qualified to teach
Rania, and that even when provided additional resources, she still preferred to teach regular
students given the depth of the curriculum and the short timeframe in which to teach.

Rania’s disability significantly impacted her academic performance, and T3 reported
feeling challenged when trying to monitor her progress. UNRWA schools require students who
fail four subjects be retained in the same grade for another year. When discussing Rania’s
academic progress, T3 reported that retaining Rania in the same grade would not benefit her so

she would be promoted regardless of how many subjects she failed.

Parent 3

Rania’s mother began the interview by describing her daughter as smart and stubborn.
According to Rania’s mother, Rania’s disability is moderate. Rania’s mother said that she took
her to medical professionals at a young age for speech and language therapy. Rania did not walk
until she was four years old and her mother would take her for services to a center for Cerebral
Palsy. It was there that she was told Rania’s disability was less than moderate. Rania’s mother
recounted being told by the head teacher of a school that she would not enroll Rania into the pre-

school because her daughter needed special care and a special school. Rania’s mother placed her
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in a special day care for children until the first grade. She was then enrolled in a public
government school until the 4™ grade.

Rania’s mother recalled being mocked by the teacher in the LSC at the government
school Rania was attending prior to enrolling her in the UNRWA school. She was asked whether
she thought her daughter was normal, to which Rania’s mother responded of course she was
normal; she helps her mother at home and interacts with her family. Rania’s mother explained
that the purpose of the LSC teacher’s asking her the question was to make her take Rania out of
the school. This encounter was the stimulus to enrolling her in the UNRWA school.

At 11 years old, Rania was enrolled in the fifth grade at the UNRWA school. Rania’s
mother recalled the conversation she had with the teacher in the LSC at the UNRWA school. The
teacher said she would take care of Rania, follow up with her in the classroom, and help her out.

When considering whether all students should be educated in the same classroom,
Rania’s mother said she wanted her daughter to engage and know other people and to learn right
from wrong. However, although Rania was in a general education setting at the UNRWA school,
her mother preferred an education outside of the general class in a special class or private setting
so that Rania would be surrounded by peers who were like her and who would more likely
understand her needs. Rania’s mother did not believe that teachers could modify or adjust
programs to meet the needs of students with disabilities. She specifically highlighted large
classes as having an impact on the attention her daughter and others like her were likely to
receive. According to her mother, Rania would bring work home from school and ask her mother
to teach it to her again.

Bullying was also a concern for Rania’s mother. She recounted being told by Rania that

some of her peers would make fun of her and make her feel like she is not the same, not normal,
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not like them. Rania’s mother believed that education was a human right, even when students

like her daughter needed special schools, but the cost of specialized care was too expensive.

Themes That Emerged Across Observations

Class environments in UNRWA schools vary due to building age and infrastructure.
Zein’s class was in a rented building and classrooms were located on the second and third floors
of the building. While Zein had a physical disability, class 1 was located on the second floor of
the building. HT1 discussed moving class 1 from the third floor to the second floor at the
beginning of the school year to accommodate Zein but was unable to relocate the class to the
first floor because classrooms were located only on the second and third floors. Noor’s class was
located on the third floor of a rented building but Noor did not have any challenges accessing the
school or the classroom due to her disability. Rania’s class was located on the first floor of an
UNRWA-owned building. Rania did not have any difficulty accessing the school or the
classroom.

The researcher noted strong behavior management in each of the classes observed.
Teachers immediately remediated students for being off-task. The researcher also witnessed T1
remediate a student for laughing when another student provided an incorrect response.
Throughout the observations it was apparent that teachers have established classroom cultures
that embrace inclusive attitudes and peer support. Embedded within the behavior of the
classroom was the culture of respect, and a high value was placed on participation on the part of
the students. Teachers encouraged students to raise their hands, although calling out was
prevalent. Teachers also encouraged students to come to the chalkboard and respond to questions

throughout instruction. Student engagement in the instruction was a prominent feature of each
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observation across all classes. Teachers were able to engage students while introducing new
material as well as during group work and independent practice.

Of course there are nuances associated with class dynamics. T1 in class 1 engaged the
students in games during each observation to keep the interest in material high and to encourage
participation by the entire student population. While students greeted games positively, T1
consistently ended class a few minutes late during each observation. T1 also assigned homework
to the students in class 1 at the end of each observation. T2 and 3 did not assign homework to
students in their classes during the observations.

Noor’s class had the fewest students in class of all three cases, with approximately 20
students attending on a given observation day. T2 was able to provide individual attention to the
students at a far greater rate than T1 and 2, who had approximately 40 students attending during
observations. Individualized attention was provided for longer durations as well in class 2 which
allowed the student with SEN to lose focus and become distracted by her peers. On several
occasions during each of the observations in class 2, the researcher noted Noor was off task and
playing with peers during small group work. Once T2 circulated towards Noor’s group, Noor
would often use the work of a peer to copy answers for review by T2. This behavior was
consistent across all three observations.

T3 integrated Rania into a small group located at the front of the classroom. Rania, while
working independently on modified worksheets, engaged with her peers during small group
work. T3 celebrated the completion of Rania’s work by asking her to stand at the front of the
classroom and show her work to the class, and the class applauded her accomplishments. T3
repeated this celebration in the first two observations but not the third. It was made obvious that

Rania was comfortable and made to feel welcome in the classroom by her tacit understanding of
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when she was allowed to move from her desk to the teacher’s desk to receive additional

materials or to turn in completed worksheets without the instruction of the teacher.

Themes That Emerged Across Research Questions

The investigation of social science through qualitative research designs relies heavily on
people as instruments (Creswell, 2007; Guba, 1981), personal interaction, testimony by actors in
the fields of inquiry, and contextualizing truth and reality where multiple versions may exist.
Triangulation of data can increase trust in a study by comparing and contrasting multiple sources
of data as well as multiple methods of data collection in order to clarify and contextualize
patterns. The researcher used interviews, observations, and document review to investigate the
themes associated with the research questions. In the following section, the researcher addresses
each research question by describing the sources of data included in the analysis, the codes used
to isolate patterns, the themes that emerged from the codes, and then the researcher provides
excerpts as evidence from one or more data sources. Several research questions included codes
that did not meet the criteria for a theme, but were included in the analysis as they added to the
overall development of a baseline of current IE services in the Jordan field. The researcher

addresses each of these outliers and provides a rationale for their inclusion in the study.

Research Question 1

Stakeholders who were embedded in the participating UNRWA schools, the UNRWA
staff in the Jordan field, and UNRWA HQ staff were asked interview questions related to their
perceptions of IE. Once the researcher reviewed the interview data, a root code was applied to
the data associated with research question 1. Six child codes were applied to the data gathered

under the root code identifying six patterns in the interview responses. See Table 5.
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Table 5

Codes and Definitions Applied to Research Question 1

Code

Title

Definition

Root

RQ1 Perceptions of IE

How do UNRWA stakeholders in the Jordan field
perceive inclusive education?

Child/Secondary

The Impact of Culture
on IE

The impact of Palestinian culture, including
perceptions of family, community, and refugee
livelihood.

Child/Secondary

Normalizing Effect

Being included makes the child (more or less)
normal.

Child/Secondary

Type, Severity of
Disability

The type of disability or the severity of the
disability influence perceptions of IE.

Child/Secondary

Class Time, Size,
Subject, Special Class

The length of class time, the size of the class
population, the subject of the class, the need for a
special type of class.

Child/Secondary

Meeting the Needs of
Children

Providing appropriate support, instruction,
participation. Considering the psycho-social well
being of the student.

Child/Secondary

Community

Building community- Integration into the
community, Interaction with the community,
attitudes of the community.

Three themes emerged from the six child codes in research question 1. Themes included

meeting the needs of students which was discussed by seven of twelve (58%) stakeholders;

normalizing students with SEN which was discussed by seven of twelve (58%) stakeholders;

class time, size, subject, and special classes which was discussed by seven of twelve (58%)

stakeholders; and type and severity of the disability which was discussed by seven of twelve

(58%) stakeholders.

Throughout the data collection several stakeholder groups noted not having any

familiarity with the term IE. Moreover, stakeholder groups defined IE differently based on their

155



level of interaction and understanding of the IE Policy. Therefore, research question 1 is
examined through the lens of each stakeholder group rather than by theme. Moreover, themes
were calculated using only stakeholders embedded in the schools, and therefore are not reflective
of the themes within each stakeholder group. Therefore, the top three codes, when applicable, are
explored per stakeholder group. An additional code, the impact of culture on IE, is examined

through the lens of all stakeholders.

UNRWA HQ Staff

For UNRWA HQ stakeholders, the most influential factor when considering their
perception of IE was meeting the needs of students. Other themes were discussed in interviews
across the stakeholders, and the most common response when discussing IE with UNRWA HQ
staff was that IE was not solely related to special education or special needs; rather the premise
of IE was to include all children with diverse needs and characteristics. Similarly, several
participants commented on the need to reform classroom practices in order to better meet the
needs of children with disabilities in an IE setting.

HQ3: The teacher should focus on all kids which is the inclusive effort. The teacher is

usually focused on 3 that know everything, but they should be doing extension activities.

On the average side, we need to focus on engaging activities. The last category, the not

engaged, may have problems physical or mental. [IE is about] engaging all 40 students
and not leaving anyone behind. A classroom is a model for society

HQ2: They [field Chiefs and field staff] now see inclusion as a way of improving
education quality for all children, not disability only. This includes classroom practices,
child-friendly schools; the needs of all kids are considered.
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UNRWA Field Staff

Providing all students an education was reiterated by most of the stakeholders in the
URNWA field. The fundamental definition of inclusion differed between stakeholders, which
created a challenge for implementation of IE across schools. For example,

JFO1: [This is a] new concept at UNRWA, which is to provide quality education to all
students regardless of ability, disability, gender, economic status, ethnic background.

JFO2: [We, UNRWA] follow the instruction and values of the UN, which is to treat
everyone the same. [It is] important to deal with all students (backgrounds, gender,
disability, ability); it will help their psychology and make them good citizens.

JFO4: [I believe inclusive teaching or learning] is to provide people with special needs,
disabled needs, slow learning capabilities, to try to provide them with means to be a part
of the community, part of the school community, and to give them the chance to learn.

While one stakeholder holds that all students should receive a quality education, another
stakeholder believes all students should be treated the same (not per their individual needs), and
a final stakeholder viewed inclusion as means of providing people with access to communities

and schools.

Head Teachers

In interviews, head teachers mentioned three themes: a) meeting the needs of children, b)
creating a normalizing effect, and c) type and severity of the disability when discussing IE in
UNRWA schools. All three head teachers mentioned that families preferred their children to
attend an UNRWA school because they received a better education than in government or
private schools.

HTZ1: I think, it’s [an inclusive school] that school which achieved all the needs of the
students.

(Researcher: Teaching them or just bringing them into the classroom?)
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HT1: ...teaching them. It is considering individual differences.

HT2 and HT3 specifically mentioned including a student with SEN in a regular school in order
for them to be perceived as more normal.

HT2: I feel like [inclusion] minimizes the disability because the disabled student is being
treated as normal human being inside of the school.

However, head teachers were concerned about providing adequate instruction to students with
SEN given the lack of specialized training on the part of their teaching staff to work with
students who had diverse learning needs. Two head teachers (HT2 and HT3) preferred that the
students receive their instruction in a combination of general education and special classes

because they felt a specialized teacher would better meet the needs of students with SEN.

Teachers

When asked to define IE, T1 and T3 responded that they had not heard of the term and
could not provide an immediate definition. When the term was explained by the researcher in the
context of UNRWA’s IE Policy, T1 and T3 considered their perceptions of IE based on the new
knowledge. This lack of current understanding of IE is a clear example that this study occurred
before theory was clearly adopted as part of practice. Teachers’ perceptions of IE were therefore
limited to their current understanding of the new policy and were influenced by three codes
including type and severity of disability, followed by class time, size, subject and access to a
special school, followed by the type and severity of disability, followed by the normalizing of a
student with SEN by including them in regular schools. While analyzing teacher responses, the
researcher discovered a majority of responses related to the above themes were grounded in the
perception teachers had of meeting the needs of students. For example, often teachers would

mention being concerned that students might or might not be learning, but that their ability to
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monitor progress was impacted by the number of students in their classroom as well and the
hurried pace of the classroom instruction. Furthermore, teachers mentioned not being able to
provide the type of instruction students needed (e.g., one-on-one support, differentiated
curriculum, modified assessments) based on the severity of the disability. All teachers
specifically cited children with physical disabilities were not as challenging to include in the
classroom, while children with cognitive disabilities were far more difficult to include because of
the level of need of the child. However, students with physical disabilities who were deaf or
blind fell into the category of more challenging to include due to the intensity of their needs from
the teacher.

T1: I remember now, like last year, a student with hearing problems. And | was supposed
to give her all of the time like standing next [to her] to give the instructions of each
question. That was like kind of... because | move unconsciously all of the time between
students, so every time her mother would come, she would like tell me please repeat. |
told her okay I have a loud voice and | have to make sure that | am standing next to her.
So, it was like giving my instructions all of the time just standing next to the table where
she is. So, | felt like she needs some sort of... sometimes they need to be [in] classes of
their own like part of the time. Like this problem for hearing.

T2: They need to have someone who understands them very well to know how to deal
with them. Maybe I am not experienced with them. So I can’t—She can’t hear very well,
so I can’t teach her a second language while she is not hearing or listening to me very
well.

Teachers differed in their opinion on special classes and whether students with special
needs should be attending special classes full time, part time, or at all. For example,

T2: If she is learning with other students who are deaf also, she will say no problem 1
don’t need to talk because everyone will not talk, everyone is not listening. It will be no
problem for her.

However, T2 did believe there was merit to special classes:

T2: | have a student in 3rd grade; she is a slow learner, and she goes to a center for slow
learners; she is getting very well. She is progressing even if she is learning Arabic and
Mathematics, but | notice that she is better at English, because she can write now, she can
write good English, maybe she can copy and understand. Last year she can’t write, now
she can write, she can copy, in very well and neat handwriting. Even though she is not
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learning English in that center, she is learning Arabic and Mathematics. That makes her
better in everything else.

T3: No [students with special needs should not be included in the general education
classroom], because they are special situations and cases, and they should have a special
center, special tools, teachers [professional and trained]. It is difficult for me, as | am not
trained to deal with such cases.

T2 and T3 both expressed concern that families were stigmatized for having a child with a
disability and therefore would not place their students in a special center. Moreover, according to
T2 and T3, parents may send their child with SEN to a regular school even if it does not benefit

the child, in order for the child to appear more normal.

Students

Student participants spoke minimally about IE in interviews. Rania did not respond to
any interview questions associated with IE, while Noor only responded tangentially when
remarking that she thought education was important. Zein provided several comments about IE
being important because of her future and because her peers or teachers could provide support
for her when needed in the general education setting.

Translator: ...do you think that all these children should be in the same classroom, taught
by the same teacher, or that they must be in other classrooms?

Zein: No they should be in the same classroom.

Translator: The same classroom even if they have difficulties.
Zein: If a student has difficulty she can let someone help her.
Translator: But why should they be in the same classroom?

Zein: Look at me, | have some difficulties but | am in a normal class.
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Parents

Parents also mentioned a student’s disability type or severity of the disability as a
contributing factor that influenced their perception of IE; their rationale was similar to that of
teachers. Parents shared that students with physical disabilities were more easily included in
general education classrooms, but that students with cognitive disabilities might not be allowed
access (according to P1) or should not be educated primarily in the general education setting
(P3), because the student needed to be in a class with peers who understood her. When
discussing their perceptions of IE, Noor's parents emphasized the themes “meeting the student’s
needs” and “normalizing effect,” followed by “type, severity of the disability.” When asked what
their perception of education was for students with SEN, the father of Noor remarked:

P2 Father: It is more important for the disabled students than the normal people. | met

some disabled students who get to 9" and 10" grade and at the same time cannot read
and write, and this is very bad.

Parents also commented that being included in the school and, for P1 and P2, specifically being
included in the general education classroom made their children feel more normal. It provided
confidence and built trust.

P1: It gives her confidence in herself and it makes her feel like she doesn’t lack anything,
like she is normal.

P2 Father: it’s good for her to be with normal students to help her socialize.

See Table 6.
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Table 6

Most Frequently Referenced Codes Associated With Research Question 1

Stakeholder

Primary Code

Secondary Code

Tertiary Code

Head Teachers

Meeting the needs of
children

Normalizing effect

Type, severity of
disability

Type, severity of

Class time, size, subject,

Teachers disability special class Normalizing effect
Meeting the needs of

Students children Future NA
Type, severity of Meeting the needs of

Parents disability children Normalizing effect

UNRWA HQ Meeting the needs of

Staff children Future NA

UNRWA Field Meeting the needs of

Staff children Community Impact of Culture

Impact of Culture on Perceptions of IE

Although the impact of culture on IE did not qualify as a theme with the stakeholders

embedded in the school system, it was peppered throughout the responses from UNRWA HQ,

field, and school stakeholders. Several stakeholders referenced the concepts of family and

community, two cultural norms essential to the Palestinian community. HT1 referred to herself

as the mother of her students, and encouraged her teaching staff to treat students as if they were

daughters. T1 emphasized the right to an education as being grounded coping with the current

financial and political situations.

T1: It [education] is a human right because it is essential just like eating, learning as well
is essential especially at this time; I think it is more important than food.

Translator: When you say especially at this time, what do you mean?
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T: Because | feel like students are having many challenges financially, economically.
Like here, you feel like people with the minimum education are not coping at all because
of that. The more you have education the more you can cope with crisis and how things
are going on. | also tell my students that now education is more important.

T2 reflected on the rights of students given their status as refugees.

T2: It’s a right to be at normal schools and maybe also they have the right to have special
aids for them to learn during our schools. But our schools are from our community. We
are teaching our sons in these schools. So, it is their right to be at our schools with having
special aids.

Responses from stakeholders at UNRWA HQ and the field also included the nuances
associated with being refugees who were poor, specifically expressing the importance of IE as a
means to uplift the Palestine refugee community. When asked if IE was important, stakeholders
provided the following responses.

JFO3: Very, very important to be frank. Very important. | will give you first a specific

answer related to camps. Because in the camps we have a high percentage of people with

disability with physical or learning. It is mainly related to employment and poverty, these
are the main causes. Because we have a high percentage it is very important to include
those people in our education and programs, again, because the people in the camps are

poor, they have special hardship cases, and if we don’t assist them, the people who suffer
are the children with disabilities.

JFOL1: This is essential for Palestinian refugees. There are all types of students in the
camps, conditions are difficult, (social, economic conditions). The situation is difficult
and students have psychological stress.

In summary, a myriad of components influenced stakeholder’s perceptions of IE, many of
which were grounded in the self- efficacy of the stakeholder to implement IE effectively and the
ability of the student with SEN to be successful in the general education classroom given his or
her special need. All stakeholders believed education was a human right and supported educating
students with SEN. However, stakeholders differed vastly in their understanding of IE and
justifications for their support or lack thereof for IE. The current model of education for students
with SEN in UNRWA schools does not reflect the IE Policy given its recent endorsement. In

time, professional development for all stakeholders working to implement IE may address the
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concerns and influencing factors mentioned by stakeholders in response to research question 1.
In the following section, the current strategies used to include students with SEN in the selected
classrooms will be discussed delving deeper into the precipitating factors which influence

stakeholders perceptions of IE.

Research Question 2

The second research question addressed how students with SEN were being included in
UNRWA classrooms currently. The researcher included all interviews with stakeholders when
analyzing the data through dedoose™ in order to isolate patterns across both the codes and the
stakeholders, that is, which codes were referenced most often and did groups of similar
stakeholders reference similar codes. The analysis of research question 2 indicated that only
stakeholders in the schools (Head Teachers, Teachers, Students with SEN, and Families)
referenced strategies and methods in which students with SEN were currently included in
classrooms. UNRWA HQ field and area staff did not provide any responses associated with the
second research question. Therefore, stakeholders represented in the analysis included head
teachers, teachers, students with SEN, and families.

Patterns that emerged during the coding of interviews in accordance with research
question 2 paralleled the observation checklist used during classroom observations. The checklist
was crafted using UNRWA’s Draft IE Policy, a document that was developed in collaboration
with UNRWA HQ staff and field staff from the five UNRWA fields. The checklist included
teaching and learning, and environment components, all of which were cited during interviews as

well. The three child/secondary codes applied to interview data for research question 2 included
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the physical environment, accommodations and modifications, and attitude. Tertiary codes

included school, class, curriculum, instruction, and assessment. See Table 7.

Table 7

Codes and Definitions Applied to Research Question 2

Code

Title

Definition

Root/Primary

RQ 2 How are SSEN
included

How are students with special educational needs
currently included in UNRWA classrooms in
the Jordan field as perceived by all
stakeholders?

Child/Secondary

Physical environment

Infrastructure of buildings and classes.

Grandchild/Tertiary

School

School building

Grandchild/Tertiary

Class

School building

Child/Secondary

Accommodations and
modifications

Accommodations and modification are
considered changes to environment, curriculum,
format or equipment.

Grandchild/Tertiary Curriculum Textbooks, workbooks, documents.

Grandchild/Tertiary Instruction Teaching practices, including differentiating
instruction, peer coaching.

Grandchild/Tertiary  Assessment Formative and summative examinations,
quizzes.

Child/Secondary Attitude Beliefs and feelings impact how the student

with SEN is included in the classroom.

Three themes emerged from the codes. Accommodations and modifications were

referenced by eleven of twelve (92%) stakeholders, the physical environment was referenced by

seven of twelve (58%) stakeholders, and attitude was referenced by eleven of twelve (92%)

stakeholders, each meeting the criteria for a theme. The following sections describe the
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intersection of what was communicated to the researcher during interviews and what the

researcher observed during classroom observations.

Observations

Observations of inclusive classrooms were defined as having one or more students with
SEN included in the general education setting for at least some part of their day, Observation
results include a minimum of two and a maximum of three instructional lessons in each class.
The researcher used the observation checklist (Appendix F) to analyze the observations of all
three cases, noting universal patterns and unique nuances found within each classroom
environment.

The students observed in each case had different exceptionalities: Zein was characterized
by a medical doctor as having a physical and cognitive impairment, Noor was born deaf and was
the recipient of a cochlear implant two years ago, and Rania had a cognitive disability. The
impact of their disabilities on the academic performances of the students varied from mild impact
for Zein, moderate impact for Noor, and sign