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Abstract of Dissertation
Parents’ and Teachers’ Perceptions of Collaborating for Successful Family Engagement
for Children with Learning Disabilities

This study investigated the perceptions of teachers and parents about the concept
and implementation of home-school collaboration as a best practice to improve family
engagement in the education of children with learning disabilities (LDs). While there is
some research on home-school collaboration in the United States and other nations, there
IS an apparent paucity of research attention on the subject within Saudi Arabia. This
situation has occurred despite mandates from the Ministry of Education in Saudi Arabia
to increase efforts to ensure greater family engagement in the education of children with
disabilities.

Studies in the field of family engagement have identified the importance of home-
school collaboration and show that students with LDs are in deep need of mutual
collaboration between home and school, a central element of child and adolescent well-
being, to support their learning and healthy growth and development (Cortiella &
Horowitz, 2014; Lambie & Milsom, 2010; Lerner & Johns, 2011; Sormunen et al., 2011,
Wong, 2011). The literature unequivocally shows that family engagement makes a
significant difference in educational achievement and suggests that collaboration systems
that promote the sharing of experiences between school and home are important
(Almoghyrah, 2015; Alobaid, 2018; Alothman, 2014; Alyahya, 2018; Somaily et al.,
2012).

A basic qualitative approach was employed to answer the research questions, as

this study sought to understand how teachers and parents perceive collaborating for



successful family engagement and what they believe encourages, discourages, and
improves collaboration for successful family engagement for children with LDs. The
targeted population in this study was teachers and parents of students identified with LDs
enrolled in elementary special education schools in Medina City.

The data strongly supported research that has shown that understanding the
challenges that prevent educators and family from building trust and effective
relationships is the first step of successful collaboration and emphasized the role of
government to invest in establishing collaboration programs for parents and teachers to
work together in a systematic way and focus on the development and support of
collaboration practice. Further research to advance knowledge on home-school
collaboration within the domain of special education is warranted based on the findings

of this study.
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CHAPTER 1:

INTRODUCTION

Background

Learning disabilities (LDs) and related mild disabilities are conditions that impede
learning and social life for many children, adolescents, and adults and their families
(Biittner & Hasselhorn, 2011). Students with LD or a related mild disability are the
largest group receiving special education services (U.S. Department of Education, 2020).

Students diagnosed with LDs experience many challenges. They have an
increased propensity to exhibit poor attention and motor skills and often have trouble
acquiring one or more basic skills (Fletcher et al., 2007; Lerner & Johns, 2011). These
types of problems increase as students reach the upper elementary grades. Students may
also begin to show emotional problems and frustration with their repeated academic
failures (Cortiella & Horowitz, 2014). Wei et al. (2014) noted that students with a
diagnosis of LD are at greater risk for social maladjustment and involvement in risk-
taking behaviors (e.g., suicide, substance abuse, sexual activity) than their peers without a
disability.

Moreover, Lambie and Milsom (2010) stated that students diagnosed with LDs
often have low self-esteem and are apt to be involved in gangs, legal infractions, and
substance abuse. In addition, students diagnosed with a disability often fail to complete
high school, and they are more likely to live with their parents or guardians, to be
unemployed, or to be socially isolated (Cortiella & Horowitz, 2014).

Students with LDs are in deep need of mutual collaboration between home and

school, a central element of child and adolescent well-being, to support their learning and
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healthy growth and development (Sormunen et al., 2011). With collaboration involving
the commitment of all stakeholders, the child can emerge from the school year
academically, emotionally, and socially prepared for future challenges (Wong, 2011).

Indeed, understanding family engagement in handling children with LDs is
critical and can be challenging. With discussions of family engagement in raising
concerns, identifying LDs, making placement decisions, and determining educational
programming for students with LDs, an extensive body of research exists to investigate
the role of parents and family members of children with LDs. The literature
unequivocally shows that family engagement makes a significant difference in
educational achievement and suggests that collaboration systems that promote the sharing
of experiences between school and home are essential (Almoghyrah, 2015; Alobaid,
2018; Alothman, 2014; Alyahya, 2018; Somaily et al., 2012).

Despite an abundance of studies that outline the value of collaboration between
school and family in achieving the academic and developmental outcomes of students
with disabilities, the concept of school-family collaboration in the realm of special
education is still new in my home country, the Kingdom of Saudi Arabia (KSA), and is
still not broad enough to cover all the aspects of collaboration mentioned in the resources

of the American education system (Alyamani, 2016).

Statement of the Problem

One of the most effective means of ensuring academic success in learning
institutions is to engage families in their children’s education. The Individuals with
Disabilities Education Improvement Act (2004) and the Regulations of Special Education

Programs and Institutes in Saudi Arabia (Alquraini, 2013) require family members of
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children with LDs to actively participate in the creation of individualized education
programs (IEPs) that allow teachers to offer individualized educational services to
learners. Research in the United States has validated that the needs of children with LDs
place a greater demand on parents and teachers to work collaboratively in the education
of those children (Lerner & Johns, 2011).

Collaboration between school and family is a significant policy agenda in Saudi
Arabia (Saudi Arabia, 2016). The Ministry of Education in Saudi Arabia has increased its
efforts to ensure greater family engagement in the education of children with disabilities.
Several policies have been implemented, such as the IRTIQAA program by the Ministry
of Education, which aim to reinforce the engagement of families in the education of
children. The program proposes to engage up to 80% of families in school activities by
the year 2020 (Ministry of Education, 2020a).

While there is ample research on home-school collaboration in the United States
and other nations, there is an apparent paucity of research attention on the subject within
Saudi Arabia. The existing studies reveal that there is a lack of collaboration between
homes and schools in the education of learners with special needs (Almoghyrah, 2015;
Alobaid, 2018; Alothman, 2014; Alyahya, 2018; Somaily et al., 2012). These studies
show that parents believe their involvement is not essential, and schools have not done
enough to open up lines of communication and interaction with parents. Additionally,
there is evidence that the parents are not adequately involved in the formulation and
implementation of IEPs. Educators leave out the parents in their assessment of the

strengths, weaknesses, and needs of learners with special needs, making it harder to



include them in the implementation of the IEP (Almoghyrah, 2015; Alobaid, 2018;
Alothman, 2014; Alyahya, 2018; Somaily et al., 2012).

Moreover, it appears that schools and school districts have not done enough to
ensure that parents are sufficiently informed of the value of IEPs and their roles in
educating children with special needs. The few studies that have been done in this area
reveal that parental participation is lacking in the formulation and implementation of
IEPs, with both parents and the schools shouldering the blame for this unfortunate state
(Al-Herz, 2008).

One study by Albaiz (2018) at the early childhood level investigated kindergarten
teachers’ beliefs about implementing school, family, and community partnerships in
Riyadh City. However, no qualitative study has been found in Medina City in the KSA
that investigate teachers’ and parents’ perceptions about the concept and the
implementation of home-school collaboration as a best practice to improve family
engagement in the education of children with LDs. The current government efforts to
encourage and enhance the levels of family engagement can be enhanced by studies
targeting the factors that encourage or discourage collaboration between families and
schools. Thus, this study aimed to investigate the perceptions of teachers and parents
about the concept and implementation of home-school collaboration as a best practice to

improve family engagement in the education of children with LDs.

Significance of the Study

The case of Saudi Arabia is significant because the government invests
considerable funds in the education of children with general and special needs. However,

the achievement of learning progress is not remarkable (Khan, 2011). Consequently, it is
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essential to study the importance of the above-mentioned factors in students’ academic
achievement with LDs, leading to the possible progress of special education services.
The findings of this study may contribute to improved collaboration between
parents and teachers in special education within Saudi Arabia. Additionally, the study can
pave the way for further research on other aspects of family engagement, such as
remedial interventions, research-based practice, and policy changes, to improve family

engagement in children’s education with LDs.

Purpose of the Study and Research Questions

The purpose of this study was to explore Saudi parents’ and teachers’
understanding of collaboration for successful family engagement for children with LDs.
This study focused on four research questions:

RQ1: (a) What is teachers’ understanding of collaboration between home and

school?
(b) What is parents’ understanding of collaboration between home and
school?

RQ2: (a) What do teachers believe they do to encourage collaboration for

successful family engagement?
(b) What do parents believe they do to encourage collaboration for
successful family engagement?

RQ3: (a) What do teachers believe they do to discourage collaboration for

successful family engagement?
(b) What do parents believe they do to discourage collaboration for

successful family engagement?



RQ4: (a) What do teachers believe could be done to improve collaboration for
successful family engagement?
(b) What do parents believe could be done to improve collaboration for

successful family engagement?

Summary of Methodology

The researcher was seeking to attain a complex understanding of collaboration
between home and school. Therefore, a qualitative research design was utilized. For the
purposes of this study, and through the epistemological lens of constructivism, a basic
qualitative approach was employed to answer the research questions, as this study sought
to understand how teachers and parents perceive collaborating for successful family
engagement and what they believe encourages, discourages, and improves collaboration
for successful family engagement for children with LDs.

The targeted population in this study was teachers and parents of students
identified with LDs enrolled at elementary special education schools in Medina City.
Purposeful sampling was used to identify participants for this study. Participants were
chosen based on meeting the requirements of being teachers and parents at the selected
schools. Data were collected through online venues. In conducting this qualitative
research, the researcher used two online options: synchronous formats (e.g., FaceTime
video or audio) and an asynchronous format (i.e., WhatsApp voice messages).

Thematic analysis was used to analyze the data gathered from interviews of
teachers and parents to ensure meaningful and understandable results. To conduct the
thematic analysis, the researcher used the recommendations of Creswell (2013) and

Merriam and Tisdell (2016) to establish the trustworthiness of this research. Different



techniques (as presented in Chapter 3) were utilized to ensure the implementation of four
components of trustworthiness: credibility, transferability, dependability, and

confirmability.

Summary of Theoretical Framework

The theoretical framework in this research relates to the purpose of this study:
investigating parents’ and teachers’ perceptions of the concept and implementation of
home-school collaboration as a best practice to improve family engagement in the
education of children with LDs. The framework is illustrated in Figure 1 in Chapter 2. It
views LDs as a condition that impedes learning and social life for many children,
adolescents, adults, and their families and the deep need for mutual collaboration between
home and school.

The first theory in the framework is Bronfenbrenner’s (1979) ecological systems
theory for family engagement, which suggests that interactions between home, family,
school, and peers are critical to children’s development. In addition, the framework
explores the concept of family engagement within the U.S. and Saudi Arabian education
systems. In the United States, these policies are governed by provisions in the Individuals
with Disabilities Educational Improvement Act of 2004 and the Elementary and
Secondary Education Act. In the KSA, policies are outlined in the Regulations of Special
Education Programs and Institute.

The second theory presented in this framework is Epstein’s (1992) theory of
overlapping spheres of influence, which proposes a model for building collaborative
relationships between schools, families, and communities to benefit students’ learning

and social-emotional development. These two theories led to the exploration of several



bodies of literature that discuss perceptions of families of children with LDs and their
engagement with the U.S. education system and Saudi Arabia’s education system.
Finally, the theoretical framework presents the need for the current study, which
examines the importance of home-school collaboration in the field of special education,
particularly for students with LDs as a best practice to improve family engagement in the

education of children with LDs in the KSA.

Reflection of Researcher Identity

Based on my experiences completing both a master’s and doctoral degree in the
United States and having field experiences in U.S. schools to understand and implement
some special education practices, as well as the knowledge and experiences | have gained
as a volunteer in a special education center in KSA, some special education practices are
similar in the United States and KSA. One exception is the implementation of home-
school collaboration. I decided to address this gap and use it as a bridge to transfer and
connect my knowledge about special education services (Creswell, 2013).

This experience shaped my interpretation of the phenomenon that I explored,
especially after I met with a group of parents in KSA who asked about my U.S. study and
how I could transfer my knowledge to them. Since that time, | have wanted to be the first
in this field and have wanted my research to serve some broader purpose than attaining
my doctoral degree. | have studied the topic intensively to expand my knowledge. | made
a pledge to visit libraries and spend at least 6 hours a day replacing my lack of experience
with research-based knowledge. This study now provides the reader with my

understanding of the potential for an impact on education.



Delimitations and Limitations of the Study

First, because of cultural and religious norms, gender segregation is required at all
levels of public education. Since the researcher is a woman, this study was delimited to
Saudi mothers and female teachers to ensure access to the participants. Although mothers
expressed their opinions on the importance of collaboration between home and school,
the fathers’ reaction to this concept is also very important and may have offered other
meanings of support that the researcher was not aware of. In response to the COVID-19
pandemic and the safety of research participants, the researcher collected data through
online avenues, both synchronous and asynchronous. In-person interviews may have
allowed follow-up of unanticipated topics that come up during in-person interactions. In
addition, the results of this study were delimited to the KSA, so the results may not be
transferable to other countries or cultures. Moreover, a geographic delimitation was
present in this study, because the researcher delimited the study to one city in Saudi

Arabia—Medina City—based on specific criteria.

Definitions of Terms

Learning Disability. The current study adopted the Individuals with Disabilities

Education Act’s (2004) definition of a learning disability:

a disorder in one or more of the basic psychological processes involved in
understanding or in using language, spoken or written, which disorder may
manifest itself in the imperfect ability to listen, think, speak, read, write, spell, or
do mathematical calculations. Such term includes such conditions as perceptual
disabilities, brain injury, minimal brain dysfunction, dyslexia, and developmental
aphasia. Such term does not include a learning problem that is primarily the result
of visual, hearing, or motor disabilities, of mental retardation, of emotional
disturbance, or of environmental, cultural, or economic disadvantage.



Family Engagement. The concept of family engagement involves much more than
helping children complete their school assignments, checking their grades, and
communicating with teachers when needs arise. Instead, family engagement
encompasses support from multiple providers, including the family, the school,
and the community (Teasdale, 2009). For the purpose of this study, family
engagement was defined as an investment made by the parents and special
education teachers. It is a pledge made to work together to better the family and
children with LDs.

Family. This term primarily means parents. If parents are not available, family refers to
any adults such as grandparents, older siblings, uncles, aunts, or guardians whose
name is listed in the child’s file as the first person responsible for him or her
(Albaiz, 2018).

Collaboration and Partnership. As used in research (Bull et al., 2008; McBryde, 2019;
Yamauchi et al., 2017), these terms mean working together towards a common
goal. Both terms are related and are used interchangeably without delineating
clear and universal definitions that distinguish or merge the constructs.
Specifically, in this research collaboration is a style for direct interaction between
parents and teachers as they work together to adopt systematic family engagement
practices that effectively increase family engagement for children with LDs in

schools.

Chapter Summary

This chapter discussed issues related to students with LDs and their effects on

students’ academic and social development. In particular, the chapter focused on the
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importance of collaboration between home and school in the field of special education,
particularly for students with LDs. The chapter included brief background explaining the
genesis of the problem and a purpose statement that focused on the significant issue
investigated in the study. Research questions, a summary of the methodology, a summary
of the theoretical framework, a discussion of the researcher’s identity, study delimitations

and limitations, and definitions of terms were also included in this chapter.
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CHAPTER 2:

LITERATURE REVIEW

Introduction

This chapter is divided into four main sections, beginning with the theoretical
framework for the study. This section includes two theories for family engagement:
Bronfenbrenner’s ecological systems theory for family engagement and Epstein’s theory
of overlapping spheres of influence.

The second main topic is legal issues and public policy affecting children with
learning disabilities (LDs). This section provides an overview of relevant laws and
policies that pertain to children with LDs, including Section 504 of the Rehabilitation Act
of 1973, the Individuals with Disabilities Education Improvement Act, and other family
engagement and special education law in the United States, as well as laws regarding
people with disabilities in the Kingdom of Saudi Arabia (KSA), including Regulations of
Special Education Programs and Institutes.

The third section of the chapter presents definitions and characteristics of children
with LDs. This section addresses definitions of LD; identification of LDs in the U.S.
education system; characteristics of LDs; LDs and comorbidities; and support needs of
students with LDs at home and in school.

The last main area is a review and critique of the scholarly literature. This section
has several subsections that discuss relevant research relating to the main concepts of the
current study and provides the background for the study’s research problem and
questions. This section includes research on family engagement, special education in the

KSA, collaboration, and teacher/parent perceptions. The chapter closes with a description
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of the contribution of the current study against the backdrop of this literature and a

chapter summary.

Strategy for Systematic Review of the Literature

To develop this literature review, several search engines were used: ERIC,
EBSCO, SAGE Journals, Google Scholar, Dissertations and Theses Online, King Fahad
National Library, and Saudi Digital Library. Key search terms included law in special
education, learning disability, family engagement, parent engagement, and collaboration
and partnership. Four inclusion criteria were required for studies to be included in the
literature review: (a) being published in a peer-reviewed journal in English; (b) being
published between 2007 and 2020; (c) discussing students with LDs; and (d) focusing on
the role of family engagement on the achievement of students with LDs.

A total of 117 articles were identified that met the inclusion criteria. To organize
the information, the researcher placed each article into a folder for one of the four main
sections. Another strategy involved listing study finding in a table that included date of
publication, summary of the study, important quotes and their page numbers, comments,
and the authors’ names. These efforts helped facilitate and organize the writing of this

literature review.

Theoretical Framework

The theoretical framework shown in Figure 1 illustrates the purpose of this
research, as it investigates parents’ and teachers’ perceptions of the concept and
implementation of home-school collaboration as a best practice to improve family

engagement in the education of children with LDs.
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Students with LD

Bronfenbrenner Theory

Family Family
Engagement in Engagement in
U.S.A K.S.A

Epstein Theory

Role of Family Role of Family

in U.S.A in K.S.A

Collaboration for Success Family
Engagement

Figure 1. Theoretical framework.

The framework starts with students with LD: identifying LD and related mild
disabilities as conditions that impede learning and social life for many children,
adolescents, adults, and their families, as well as the deep need for mutual collaboration
between home and school.

The first theory introduced as the foundation of family engagement is
Bronfenbrenner’s (1979) theory, which made profound contributions in the field of child
development, as it suggested that the interactions between home, family, school, and

peers were critical to children’s development.
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Since the study explores issues in the context of both the United States and the
KSA, both countries are shown in the figure. In the United States, family engagement is
governed by provisions contained in IDEA and the Elementary and Secondary Education
Act (ESEA), which require schools to develop systematic family engagement policies. In
the KSA, family engagement has been outlined in the RSEPI, which covers aspects
related to special education and related services for children with disabilities and
emphasizes the responsibilities of schools and school districts in educating students with
disabilities. It also outlines their roles in interacting with the parents and guardians of
such children and tasks the schools and the school districts with the responsibility of
encouraging parents to be involved in the planning and implementation of individualized
education programs (IEPs).

The second rectangle in Figure 1 is for Epstein’s (1992) theory, which proposes a
model for building collaborative relationships between schools, families, and
communities to benefit students’ learning and social-emotional development. Epstein’s
theory asserts that schools, families, and the wider community all have the unique
opportunity to contribute towards the development of the child, especially those with
various levels of disabilities.

Despite the value of family engagement in the education of children with LDs, the
concept has received mixed reactions from families (Alyamani, 2016). For this reason,
this research explored several bodies of literature that discuss perceptions of families of
children with LDs and their engagement with the U.S. education system and Saudi

Arabian education system.
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Given the importance of this collaboration in the education and development of
children with LDs, the last shape presents the need for current research that examines the
importance of home-school collaboration in the field of special education, particularly for
students with LDs, as a best practice to improve family engagement in the education of
children with LDs in the KSA.

Various theories have been advanced to determine the extent of family
engagement with children to enhance their education and positively influence them
socially. The theories are important because they help parents, guardians, and other
family members to mutually engage with their children, especially children with LDs.
More importantly, parents learn from the theory the best approach to understand the
educational and emotional needs of their children. This information can then be shared

with teachers for the purpose of formulating appropriate intervention policies.

Bronfenbrenner’s Ecological Systems Theory for Family Engagement

Bronfenbrenner’s theory, developed in the 1970s, was designed to influence the
social, community, and political contexts of child development (Rosa & Tudge, 2013).
Bronfenbrenner suggested that interactions between the home, family, and peers are
critical to children’s development. He outlined several levels that define the relationships
between children and family members. The first level is “the microsystem,” which entails
the closest factors that affect child development: the nature of the school environment
and the interactions that children forge (Bronfenbrenner, 1979). The second level, the
“mesosystem,” entails the interlinkages between two or more microsystems. However, it
is essential that individuals are actively involved in these microsystems. The third level,

the “exosystem,” relates to the circumstances of the individual. For example, family
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members may become caught up in their work, denying them time with their children.
The fourth factor is the “macrosystem,” and it encompasses external factors specific to
the individual. For example, factors such as customs, culture, and beliefs of the
community or larger society are critical for the well-being of learners. These factors are
critical for child development because they determine the levels of engagement between
children with LD and their family or community.

Over the years, Bronfenbrenner’s theory has been radically expanded to
emphasize the role of time and the chronosystem on child development. The expansion of
Bronfenbrenner’s system has been in two different dimensions. The first dimension is
through life transitions and the summative effect of life events. The transitions entail the
entire ecological system of the child, as well as the aging process. According to
Bronfenbrenner (1979), these transitions are critical in early child development. As Rosa
and Tudge (2013) suggested, the essence of Bronfenbrenner’s theory is manifested in the
importance of daily interactions and experiences of children with LDs, especially when
they step out of the formal learning environment.

Bronfenbrenner’s theory has made profound contributions in the field of child
development. Not only has it focused on the importance of the dynamic relationship
between individuals and the broader contexts in which they are situated, but it has
focused on the personal circumstances and environment of children with LD. Instead of
emphasizing the importance and influence of context alone, Bronfenbrenner focused on
the importance of accumulated experiences (Yamauchi et al., 2017). The underlying
concept of the theory was that the interactions between families and schools are

important in the overall development of children. For example, family members and other
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close relations of children with LDs are important because they provide significant and
positive influences on development (Rosa & Tudge, 2013). Therefore, it is important for
caregivers to understand the influence of social, contextual, and chronometric variables
and their relation to child development. This understanding assists educators and, to a
lesser extent, family members in implementing meaningful interactions that promote the
well-being of children with LDs.

The theory, also known as ecological systems theory, is concerned with the
rationalization of parent involvement in their children’s development. The theory
stipulates that the development of children is affected not only by factors within the child
but also by their family and surrounding environment (Tekin, 2011). Families can use the
theory to ensure that the home environment is favorable to their children’s academic and
emotional development. For example, children with disabilities need to be treated with
utmost care and consideration to promote their esteem and positive well-being. In
addition, other home factors that may impact the development of children with
disabilities include social, political, biological, and economic conditions. Working
parents, especially those on tight employment schedules, can improve the home
environment for their children with disabilities by employing housekeepers or living with

other family members.

Epstein’s Theory of Overlapping Spheres of Influence

Epstein’s (1992) theory of overlapping spheres of influence is a useful tool that
parents can use in understanding the best way to build collaborative relationships
between schools, families, and communities to benefit students’ learning and social and

emotional development (Bull et al., 2008). Under Epstein’s theory, schools, families, and
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the wider community have a unique opportunity to contribute towards the development of
children, especially those with various levels of disability. In the context of children’s
education, the theory is important because it allows all contributors to know their roles.
Families living with a child with an LD can utilize the theory to ensure that every
member of the family unit is aware of his or her role in nurturing the child. Members of
the wider community can use the theory to organize themselves in ways that do not
interfere with the welfare of the child.

Epstein’s theory is unique because it combines psychological, educational, and
sociological perspectives to describe the relationships between family members and
schools (Epstein et al., 2009). The theory further identifies three critical spheres—
namely, the family, school, and the local community—and their impact on child
development. Based on Epstein’s theory, these spheres overlap, giving rise to different
outcomes in child development. The extent of the overlap is influenced in aspects such as
the experience and traditions of families, schools, and communities.

Epstein’s theory mostly focuses on the various forms of engagement between
families and educators, with special emphasis on the outcome in education (Epstein &
Sanders, 2000). The theory has served as a guide for researchers, who have used it to
establish that the family, the school, and the community influence children’s growth and
development. Epstein and Sanders (2000) further claimed that the theory largely
considers the importance of the context of child development, as well as the need for
families, schools, and the community for learners with LDs. Epstein, however,

acknowledged that families, schools, and the community don’t always need to work
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collaboratively. Rather, the most important thing is for all stakeholders to work conjointly
across the spheres.

Epstein (2001) further used the term partnerships to denote the importance of
collaboration between schools, families, and communities and their shared
responsibilities towards improving the welfare of children. In addition, schools must
encourage participation from various stakeholders, as this serves as motivation to
children with LDs (Mapp & Kuttner, 2013). The main goal of such partnerships is to
ensure that students attain their career goals and interact productively with family
members. Educators and families can use Epstein’s theory to establish shared

responsibilities that are geared towards promoting the well-being of children with LDs.

Legal Issues and Public Policy Affecting Children with Learning Disabilities

Efforts to respond to the needs of students who fail in school without specialized
help have resulted in the creation of several programs that serve specific groups of
students. Examples include special education programs supported through federal
legislation, such as Section 504 of the Rehabilitation Act of 1973, the Every Student
Succeeds Act, and IDEA. These U.S. laws are reviewed first, followed by policies

established in Saudi Arabia.

Laws in the United States

Section 504 of the Rehabilitation Act of 1973
Two laws that affect students with disabilities in school as well as postsecondary
education are Section 504 of the Rehabilitation Act of 1973 and the Americans with

Disabilities Act (ADA) of 1990. The ADA protects people with disabilities from
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discrimination in the workplace. Section 504 of the Rehabilitation Act is a powerful civil
rights law that prohibits discrimination against individuals with disabilities in any
program or activities that receive federal funds, such as public preschools, school
districts, technical colleges, universities, private schools, and religious schools that
receive any type of federal financial assistance (Yell, 2016). The law protects students,

parents, and employees with disabilities. The statute holds:

No otherwise qualified individual with a disability in the United States . . . shall,
solely by reason of his or her disability, be excluded from the participation in, be
denied the benefits of, or be subjected to discrimination under any program or any
activities receiving Federal financial assistance. (Rehabilitation Act, 1973, Sec.
794(a))

The purpose of Section 504 is to ensure that students with disabilities are allowed
to participate in the same academic and nonacademic activities as their nondisabled
peers, and it allows parents to request educational services and protection for their
children who may have disabilities that are not covered under IDEA (Dragoo & Cole,

2019).

Every Student Succeeds Act

Every Student Succeeds Act, signed into law by President Obama on December
10, 2015, reauthorized the ESEA and built on the No Child Left Behind (NCLB) Act.
Congress created a massive and complex law, ESEA, which was signed into law by
President Lyndon B. Johnson on April 11, 1965. The primary purpose of the ESEA was
to ensure that students in all public schools achieved important learning goals while being
educated in safe classrooms by highly qualified teachers. Every element of the law was

intended to move all public school students progressively closer to the overall level of
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proficiency set by their states. This law was divided into titles, which are the major

divisions of the law. The ESEA, as amended by NCLB, consists of 10 titles (Yell, 2016):

1.

2.

10.

Improving the Academic Achievement of the Disadvantaged

Preparing, Training, and Recruiting High Quality Teachers and Principals
Language Instruction for Limited English Proficient and Immigrant Students
21st Century Schools

Promoting Informed Parents

Flexibility and Accountability

Indian, Native Hawaiian, and Alaska Native Education

Impact Aid Program

General Provisions

Repeals, Resignations, and Amendments to Other Statutes

NCLB, which was passed in 2002, was the most significant congressional attempt

to improve student achievement and reform elementary and secondary educational

programs in the United States (Simpson et al., 2004). The main purpose of the law was to

increase student achievement in America’s public schools and to ensure that “all children

have a fair, equal, and significant opportunity to obtain a high-quality education, and

reach, at a minimum, proficiency on challenging state academic achievement standards

and state academic assessments” (NCLB, 2002). The law requires states to establish a

rigorous system to hold school districts and schools accountable for measurably

improving student achievement. Moreover, the law requires states and school districts to

bring students to proficiency in reading and math as well as to use numerical data as

evidence of improved student outcomes (NCLB, 2002).
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Like NCLB, the Every Student Succeeds Act reauthorized the ESEA of 1965. In
2012, the Obama administration began granting flexibility to states regarding specific
requirements of NCLB in exchange for strict and comprehensive state-developed plans
designed to bridge achievement gaps, increase equity, improve teaching quality, and
improve outcomes for all students, and the Every Student Succeeds Act was signed into
law in 2015. Its purpose was to provide all children significant opportunity to receive a
fair, equitable, and high-quality education and to close educational achievement gaps

(Heise, 2017).

The Individuals with Disabilities Education Improvement Act of 2004

The Education for All Handicapped Children Act, often referred to as Public Law
94-142, was signed into law by President Gerald Ford on November 29, 1975. This
legislation is considered the “Bill of Rights” for children with disabilities and their
families. The legislation incorporated six major components or guarantees, which have
forever changed the educational landscape across the United States.

Amendments to the act imposed in 1990, in Public Law 101-476, renamed the
legislation the Individuals with Disabilities Education Act (IDEA). Amendments to
IDEA added in 1997 and 2004 further clarified, restricted, and extended the procedural
and substantive rights of students with disabilities (IDEA, 2004).

The critical feature of IDEA that affects students with LDs is that children with
any of 13 possible educationally handicapping conditions (including specific LDs) are
eligible for an IEP, procedural safeguards, a least restrictive environment, and parent

participation (Cortiella & Horowitz, 2014). IDEA states that all U.S. children with LDs
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are entitled to “free and appropriate public education in the least restrictive environment
required to meet their needs” (Smith et al., 2012, p. 25).

IDEA further requires family members of children with LDs to actively
participate in the creation of IEPs that allow teachers to offer personalized attention to
learners. IEPs are critical because they help educators determine appropriate settings and
services for children with LDs. IDEA is also a useful guide for parental engagement in
school programs. It acknowledges the importance of maintaining healthy and mutually
beneficial partnerships between teachers and parents of students with LDs throughout

their time in school.

Home-School Collaboration and Special Education Law

It is critical for family members to familiarize themselves with appropriate laws
that govern the interaction between family members, children, and school. Several laws
enable families to understand the boundaries of interaction with their children with LD
and their schools.

Based on existing laws, it is evident that the concept of home-school collaboration
in the education for children with disabilities has long been enshrined in policy at the
federal level. The umbrella title for these laws is ESEA, which requires schools under the
category of “Title I” to develop systematic parental involvement policies (Mapp &
Kuttner, 2013). To make the system of family engagement more effective, the law
stipulates the establishment of “school-family compacts,” which outline how the various
stakeholder groups can work together to boost student achievement (Anfara & Mertens,
2008). The law further includes the definition of parent involvement to govern the extent

of parental participation in academic activities and other school-related activities.
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Ultimately, the laws help streamline the relationship between parents and
children, especially children with LD. Moreover, the laws ensure that parents continue to
play an integral role in assisting their children in the learning process. Therefore, the laws
encourage parents to take an increasingly central role in their child’s education at school.
Parents are expected to become highly engaged in their child’s education and must

actively participate in policymaking at the school level.

Laws in Saudi Arabia

The first legislation on disability in the KSA was passed in 1987. The “legislation
of disability” marked a beginning for the development of a legal framework for guarding
the rights of people with disabilities in Saudi Arabia. The legislation had several
important provisions that guaranteed that those with disabilities had the same rights
enjoyed by other members of the society. The bill had articles that defined disability and
programs for the determination of eligibility for special education (Alquraini, 2011). The
legislation on disability also described the intervention and prevention programs for
students with disabilities. Notably, the legislation required public agencies to offer
rehabilitation services and training programs to help persons with disabilities achieve
independent living (Alquraini, 2011).

The “disability code” was enacted in 2000 to guarantee citizens with disabilities
access to free and appropriate medical, rehabilitation, social, educational, and
psychological services through public agents. Moreover, this legislation required the
identified public agencies to help eligible people access social services such as

employment, education, welfare, and health (Alquraini, 2011).
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The third notable legislation is the RSEPI, an effort to model Saudi Arabian
special education after the American approach. RSEPI was the consequence of efforts
geared at furthering special education for persons with disabilities in Saudi Arabia. The
efforts included representatives of the Ministry of Education and professionals from the
Department of Education at King Saud University. The agents were tasked with
reviewing the special education policies implemented in the United States, including
IDEA and the Education for All Handicapped Children Act of 1975. The RSEPI was then
modeled after U.S. policies and implemented as the first guideline for students with

disabilities in the KSA (Alquraini, 2011).

Regulations of Special Education Programs and Institutes in Saudi Arabia

According to Aldabas (2015), the provision of high-quality education services for
people with disabilities in Saudi Arabia necessitated the enactment of legislation that
would ensure hiring education experts, enhancing the value of service within special
education, and guaranteeing privileges to persons with disabilities. Additionally, there
was a need for a legislative framework that would facilitate the advancement of special
education within the KSA. In 2001, the RSEPI, which was modeled after American
policies, was formulated to address these needs. According to Murry and Algahtani
(2015), the RSEPI closely aligns with the key dictates of IDEA (2004).

The RSEPI has 11 articles that cover aspects relating to special education and
related services for children with disabilities. Article 1 covers the definitions used for
teachers, school administrators, service providers, and families related to the educational
rights of students with disabilities. It details disability, transition service,

multidisciplinary team, least restrictive environment, IEP, resource room, special
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education teacher, and transition service (Alquraini, 2013). The emphasis in the second
article is on the objectives of special education services (Alquraini, 2013). The third
article focuses on the foundation of special education in the KSA. The fourth article
presents the defining features of different disabilities and outlines the procedures for
assessing the disabilities in each category. Article 5 of RSEPI presents the transition
services for students with disabilities in the KSA. Article 6 spells out the responsibilities
of the professionals involved in providing special education (Alquraini, 2013).

The seventh article targets the responsibilities of schools and school districts in
educating students with disabilities, outlines their roles in interacting with the parents and
guardians of such children, and tasks the schools and the school districts with the
responsibility of encouraging parents to be involved in the planning and implementation
of IEPs (Alquraini, 2013). The following article provides a comprehensive description of
IEPs that should be developed for each student who is eligible for special education
services in the KSA. The 10th article explains the evaluation process that will be used for
students with disabilities. The last article of the RSEPI deals with the general rules for

schools and school districts (Alquraini, 2013).

Definitions and Characteristics of Children with Learning Disabilities
Definitions of Learning Disability

LDs and related mild disabilities are conditions that impede learning and social
life for many children, adolescents, and adults and their families (Bittner & Hasselhorn,
2011). Students with LDs or a related mild disability are the largest group of students
receiving special education services (U.S. Department of Education, 2020). According to

the National Center for Education Statistics (2020), in the 2017-2018 school year, a
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higher percentage of students aged 3 to 21 received special education services under
IDEA for specific LDs than for any other type of disability.

The task of defining LDs in a way that is acceptable to all has proved to be an
overwhelming challenge (Hammill, 1990). One reason is the imperfect measurement used
to capture all components of the LD construct, as the traits represented in students with
LDs exist on a continuum, rather than being observed in discrete categories (Fletcher et
al., 2007).

The most influential definition of LD, which has formed the basis for many state

definitions and is used by many schools, is from IDEA (2004):

a disorder in one or more of the basic psychological processes involved in
understanding or in using language, spoken or written, which disorder may
manifest itself in the imperfect ability to listen, think, speak, read, write, spell, or
do mathematical calculations. Such term includes such conditions as perceptual
disabilities, brain injury, minimal brain dysfunction, dyslexia, and developmental
aphasia. Such term does not include a learning problem that is primarily the result
of visual, hearing, or motor disabilities, of mental retardation, of emotional
disturbance, or of environmental, cultural, or economic disadvantage.

Fletcher et al. (2007) cited many studies in a literature review that disagreed with
this definition (Fletcher et al., 2002; Kavale & Forness, 1985; Lyon, 1987; Lyon et al.,
2001; Senf, 1987). This disagreement is based on four primary components. The
definition fails to mention the heterogeneity of LDs, does not articulate the persistence
and manifestation of LDs in childhood and adulthood, neglects the significance of
failures in information processing across all LDs, and disregards the possibility of the
comorbidity of LDs with other disabling conditions such as emotional disturbance or
mental retardation (Mangan, 2015).

Two other significant definitions of LD address the limitations in the previous

definition and were recommended by the National Joint Committee on Learning
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Disabilities and the Interagency Committee on Learning Disabilities. The National Joint

Committee on Learning Disabilities (1983) definition added several concepts:

1. LDs are related to a central nervous system dysfunction and have a biological
basis,

2. LDs may occur or coexist with other disabilities or conditions, and

3. The problem is intrinsic to the individual and is due to factors within the
person, rather than to external factors, such as the environment or the
educational system.

The Interagency Committee on Learning Disabilities (1988) included social skills deficits
as a characteristic of LDs.

In addition, federal law includes a set of operational criteria that first appeared in
a separate set of regulations for children with LDs (U.S. Office of Education, 1977).
These regulations state that a student has a specific LD if he or she does not achieve
sufficient competency in one or more specific area at the proper age and ability when
provided with appropriate learning experiences, and if the student has a severe
discrepancy between his or her achievement and intellectual ability in one or more of the
following seven areas: (a) oral expression, (b) listening comprehension, (c) written
expression, (d) basic reading skills, (e) reading comprehension, (f) mathematics
calculation, and (g) mathematics reasoning (U.S. Office of Education, 1977).

The current study adopted the IDEA’s (2004) definition of LDs since this

definition is the one used in Saudi Arabia.

Identification of Learning Disabilities in the U.S. Education System

In the United States, about 50% of the children identified for special education
services are children with an LD, which indicates that LDs represent the largest
population of students receiving special education services (Cortiella & Horowitz, 2014;
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Fletcher & Vaughn, 2009). The number of children and youth classified as having LDs
depends heavily on the criteria used to determine eligibility for services (Gresham, 2002).
Consequently, acceptance is growing that other conditions often co-occur with LDs,
which make the domination of the federal definition difficult to implement and has led to
controversy regarding the validity and usefulness of the exclusion criteria used in the

federal definition (Fletcher et al., 2007; Silver, 2010).

1Q-Achievement Discrepancy Model

Before the reauthorization of IDEA (2004), IEP teams were identifying students
with LD based on the 1Q-achievement discrepancy model, which was the old method
used to determine whether a student has an LD and needs special education services
(Fletcher et al., 2007). When using the 1Q-achievement discrepancy model, students must
show a difference between their potential (score on an intelligence test) and their
performance (academic achievement). Thus, students would not receive special education
services until they had a severe discrepancy between their intellectual ability and
academic achievement (O’Donnell & Miller, 2011).

This approach evaluates students as eligible for special education services if the
student has not mastered the state’s standards in terms of oral expression, listening,
comprehension, written expression, basic reading skills, reading fluency, reading
comprehension, mathematics calculation, or mathematics problem solving, or if the
student exhibits several changes in his or her performance and did not prove his or her
abilities to a certain level (Lerner, 2003).

Different concerns were raised about implementing the discrepancy model with

students (O’Donnell & Miller, 2011). The first concern was about quantitative and
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qualitative information, which worried the teachers and parents about how the
discrepancy score was calculated to make decisions about the students (Lerner & Johns,
2011). In addition, the model did not consider the effectiveness of culture or language, or
the heterogeneous nature of the disability itself (Fletcher et al., 2002). Furthermore, the
variation between states in implementing this model led to students being identified as
having LDs in one state and as typical learners in another state, which was a concern
among educators about using this model (Fuchs & Fuchs, 2006; Lerner, 2003).

Using the discrepancy formulas to determine the gap between achievement and
intelligence put students at risk of learning failure. Hence, students would not qualify for
needed services until they fail, and the gap would become too great for them to receive
the needed interventions (Fletcher et al., 2007). Additionally, this model shows
deficiencies in considering important factors such as limited English proficiency or a lack
of high-quality instruction provided to prevent student failure (Fletcher et al., 2002). As a
result of these concerns, the final regulations for IDEA do not require schools to use
evidence of a severe discrepancy between intellectual ability and achievement as a
criterion to determine LD (Lerner & Johns, 2011). Thus, IDEA and its regulations (2007)

described a new approach for determining a child’s eligibility for LD services.

Response to Intervention

An alternative process focusing on the resistance of at-risk children to high-
quality intervention has been recommended as more helpful for identifying children who
need special support in acquiring reading, written expression, and mathematics skills.
This approach is called response to intervention (RTI) (Bradley et al., 2005). Fletcher et

al. (2007) explained:
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No person can be defined as learning disabled in the absence of evidence of a lack
of adequate response to instruction that is effective with most students, and most
efforts at definition incorporate appropriate instructional opportunities as an
exclusionary criterion. (p. 5)

The components of this statement reflect the importance of using RTI to identify
nonresponders or students with LDs. The RTI is a new approach used to prevent
academic failure for students who are having difficulty learning by using evidence-based
instruction (Fletcher et al., 2007; Fuchs & Fuchs, 2006; Lerner & Johns, 2011).

This new approach granted a great opportunity for all students, and not just
students diagnosed with LDs, by making educators shoulder the responsibility of
ensuring that struggling students have the right to receive intensive instruction in all
academic areas before they are diagnosed with an LD (Berkeley et al., 2009). Obviously,
this new approach encourages educators to use a multitier prereferral method in RTI
programs before they identify a student as having an LD because it ensures the rights for
students who do not make sufficient progress like their classmates despite receiving
sustained and more intensive instruction (Whitten et al., 2009).

Principles of Response to Intervention. Barnes and Harlacher (2008) illustrated
five principles of RTI. The first principle is a proactive and preventative approach to
education that focuses on early identification and prevention of disability for all students
through early intervention and proactive action. Second is ensuring an instructional match
between student skills, curriculum, and instruction to prevent academic deficits. Third is
a problem-solving orientation and data-based decision making to reduce the number of
students referred to special education. Fourth is to use effective practices, including using
materials that are based on evidence or scientific research to provide better services to

students. Fifth is a system-level approach, which will help educators identify the benefits
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of closing the gap between a student’s current level of performance and the expected
level. In addition, this principle limits the rate of future cases of academic difficulties
(Barnes & Harlacher, 2008).

Features of Response to Intervention. Features that indicate the flexibility of
RTI include the use of multiple tiers to provide intensive instruction to each individual. In
Tier 1, all students are provided with high-quality instruction (Reschly, 2014). In Tier 2,
more intense evidence-based instruction is provided for students who do not adequately
respond to Tier 1 instruction, and in Tier 3, highly intense evidence-based intervention is
provided (Reschly, 2014).

The second feature is an assessment system. Barnes and Harlacher (2008) pointed
out that schools vary in their use of assessment tools. However, Fletcher and colleagues
(2007) indicated that the use of multiple assessments in an RTI model has the advantage
of clearly making the identification process the most important component of the
construct of LD.

The final feature of RTI is evidence-based instruction and intervention. The RTI
model is intended not just to identify students as learning disabled or for special
education but also to enhance educational opportunities for all children by using validated
interventions, such as core reading programs, multitiered reading interventions,
educational problem solving, scientifically based interventions, universal screening, and
systematic data-based decision-making (Saeki et al., 2011).

Like RTI, positive behavior intervention and supports (PBIS) represents
somewhat of a parallel model for behavior, in which preventative behavioral instruction

is delivered to the whole school population to foster a positive school climate. While their
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focuses are different, both RTI and PBIS implement a multitier pyramid model of
prevention, which involves primary, secondary, and tertiary approaches as an organizing
framework for efficiently delivering interventions to improve outcomes. In order to
understand how RTI and PBIS originated and how they can work together, the
comprehensive multitier system of supports was presented to address academic, social,

emotional, and behavioral development for all learners (Averill & Rinaldi, 2011).

Characteristics of Learning Disabilities

There is no question that individuals with LDs face serious challenges in the areas
of learning, attention, and behavior. However, if our only knowledge about students with
special needs is based on the challenges in their lives, our ability to help them succeed
will be seriously undermined. Thus, before examining the characteristics of students with
LDs and exploring their needs, it’s fair to emphasize that all people with LDs have
strengths, particularly relative to their weaknesses, and it is essential to put even more
energy into detailing their positive traits than assessing their deficits (Armstrong, 2012).
Once we identify the strengths of students with LDs, we can start creating positive
environments in which they can thrive.

Many different characteristics are associated with students with LDs. However,
their individual learning characteristics vary due to the heterogeneity of this group, so no
single individual displays all of the same characteristics and traits (Fletcher et al., 2007;
Lerner & Johns, 2011). Thus, before planning programs for students with LDs, it is
essential to examine their learning characteristics. This section presents information
about some of the primary cognitive, affective, and behavioral characteristics of students

with LDs.
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Cognitive and Metacognitive Deficits

The metacognitive and cognitive processes of students strongly influence their
academic performance in many ways, including in their strategies to approach learning,
their goals, and how they respond to different tasks (Crane et al., 2017).

Metacognitive deficits are commonly used to predict learning outcomes among
students with LDs (Desoete et al., 2006; Palladino et al., 2000; Trainin & Swanson,
2005). Metacognition refers to individuals’ awareness of their thinking processes or
strategies and their ability to regulate and monitor their own comprehension and
performance to learn successfully (Pieschl, 2009; Tabone, 2011). In addition,
metacognition is also considered an aspect of executive function (Fletcher et al., 2007).

McCloskey et al. (2009) provided the following definition:

Executive functions can be thought of as a set of multiple cognitive processes that
act in a coordinated way to direct a person’s perception, emotion, cognition and
motor functions. Executive functions are responsible for a person’s ability to
engage in purposeful, organized, strategic, self-regulated, goal-directed behavior.

(p. 15)

Studies have suggested that children with LDs frequently show difficulties with
executive functions (de Weerdt et al., 2013; Toll et al., 2011). Students whose executive
function development is delayed or below the demands and requirements of their grade
level often face difficulties in learning, self-evaluating at various points, organizing,
planning, completing homework, setting goals, and self-monitoring, and they
demonstrate inadequate self-regulation skills in studying or test taking, all of which
impact their educational outcomes (McCloskey et al., 2009). Thus, knowledge about a
student’s metacognition appears to hold promise for designing instruction that enables

students with LDs to succeed in their academic and social life.
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Low Academic Achievement

Low academic achievement occurs in all areas (language, reading, math, spelling,
written expression, and content subject) and is a primary characteristic of students with
LDs. The Diagnostic and Statistical Manual of Mental Disorders (American Psychiatric
Association, 2000) defined LDs according to deficits in specific academic domains (e.g.,
reading disorder, disorder of written expression, mathematics disorder; Brueggemann et
al., 2008). Reading disabilities include deficits in word recognition, spelling,
comprehension, fluency, and automaticity (Fletcher et al., 2007).

Dyslexia is a severe reading disorder. This LD affects some children, adolescents,
and adults and is caused by language deficits rooted in poor phonological processing
(Lerner & Johns, 2011; Shaywitz & Shaywitz, 2005). In math, dyslexia impairs students’
ability to solve problems with computation, follow sequences of mathematical steps,
count objects, learn multiplication tables, and understand or name mathematical terms
(Sousa, 2010). Additionally, children with dyslexia have difficulty with handwriting,
balance, and ball skills. These motor coordination problems are the core feature of
dyspraxia (developmental coordination disorder), which is frequently comorbid with
dyslexia (Fletcher et al., 2007).

The statistics on the low academic experiences of children with LDs are
unpromising and highlight the significant role of parents to work hard to understand the
struggles that their children face and to advocate for them. In terms of achievement,
students with LDs continue to fall behind their non-LD peers. On average, students with
LDs are classified as more than 3 years behind their peers in reading and math. The

situation is getting worse, and the gap widens with each passing year (Cortiella &
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Horowitz, 2014). Sprenger-Charolles et al. (2011) pointed out that dyslexia is considered
the most common form of LD, with a prevalence of at least 10% of any given population.
This determination was based on the orthographic system, type and degree of dyslexia,
reading age assessed, and sampling methods used. A great number of children and adults
are impacted by this LD, with far-reaching consequences across life domains (Sprenger-

Charolles et al., 2011).

Insufficient Social Skills

Difficulties with social skills, which can be as threatening to students with LDs as
academic problems, are characteristic of students with LDs (Kavale & Mostert, 2004).
Students with LDs and students who are low achievers are often among the students who
receive lower social skill ratings from teachers and peers compared to students who do
not have LDs (Bauminger et al., 2005; Kavale & Mostert, 2004). Some students’ social
skill deficits are caused by their inability to understand social cues, likely reflecting the
role of executive function in social skills (McCloskey et al., 2009). When students are not
aware of the social cues such as greeting someone, accepting criticism, receiving
compliments, saying “no,” and receiving positive feedback, they will be unsure of how to
act or how to make friends. This deficit will hinder their perceptions of social situations
and lead them to suffer social rejection (Sridhar & Vaughn, 2001; Wong & Donahue,
2002).

Such emotional challenges interfere with academic learning. In typical emotional
development, students are socially competent. They are able to make and maintain

friendships and enjoy pleasing their teachers, parents, and friends. These gratifying
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experiences combine to cause important feelings of self-worth and self-satisfaction

among successful achievers (De Haan & Gunnar, 2009).

Insufficient Self-Concept

In contrast, the emotional development of students who encounter LDs follows a
very different pattern. Students with LDs often have low self-esteem (Lerner & Johns,
2011). They experience repeated failure and low academic achievement in all areas (i.e.,
language, reading, math, spelling, written expression, and content subjects), which is a
primary characteristic of LDs (Fletcher et al., 2007; Hornstra et al., 2010; Lerner &
Johns, 2011).

Repeated failure and low academic achievement among students with LDs induce
feelings of frustration and low motivation that lead to dissatisfaction with oneself and
thwarted attempts to be successful: students with LDs believe that success is beyond their
efforts, abilities, and control (Lerner & Johns, 2011). Unfortunately, these negative
emotional and behavioral problems influence parents and teachers to underestimate the
self-concept of those students and attribute their success or failure to perceived level of
effort. This increases resistance and fails to evoke parents’ or teachers’ pride (Silver,
2010; Whitley, 2010).

However, it is interesting to note that not all individuals with LDs have low self-
concepts regarding their academic abilities (Zheng et al., 2014): students who have fewer
areas of academic difficulty or less severe cognitive-achievement discrepancies and who
believe that they have competence in other areas (e.g., family, affect, physical, or social)
tend to have more positive self-perceptions than students with more severe academic

problems (Cosden et al., 1999; Lackaye & Margalit, 2006). To maintain positive self-
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perception, students with LDs need a support system from their teachers, parents, family,
and friends to acknowledge these competencies and help build feelings of self-worth.

This protects them from losing their intrinsic motivation to prove their competence.

Learning Disabilities and Comorbidities

In discussing LD characteristics, concerns about comorbid conditions in children
diagnosed with LDs must be discussed. The different types of LDs listed in the U.S.
federal regulations dating back to 1977 frequently co-occur with other deficits such as
emotional or attention disorders. The presence of more than one diagnosable criterion is a
condition referred to as comorbidity (Fletcher et al., 2007). It is often difficult to
distinguish between students with LDs and students whose poor achievement is due to
emotional and behavioral difficulties; such disorders and their symptoms significantly

overlap with each other (Barkley, 2006; Dietz & Montague, 2006).

Attention Deficit—Hyperactivity Disorder

Attention deficit-hyperactivity disorder (ADHD) is a neurobiological condition
that is likely the most controversial and prevalent childhood disorder studied in special
education research (Dietz & Montague, 2006). Research indicates a strong comorbidity
between LDs and ADHD (DuPaul et al., 2013; Larson et al., 2011). When ADHD is
comorbid with another LD, children have more severe learning problems and poorer
assessment and intervention outcomes than children identified as having ADHD or an LD
alone (Wei et al., 2014).

For example, a study that investigated whether children with ADHD and LDs
have impairments in cognitive functioning and motor skills found that children with
ADHD had poorer working memory than the control group (Jakobson & Kikas, 2007).
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Furthermore, children diagnosed with both ADHD and LDs showed considerably poorer
results in memory tasks than those with ADHD alone (Jakobson & Kikas, 2007).

Wei et al. (2014) examined children identified with both ADHD and LD. They
found that many children with comorbid ADHD and LD had internalizing and
externalizing behavior problems, showing disruptive aggressive behavior toward their
parents, teachers, and friends, or withdrawal behaviors resulting from lack of self-esteem
and frustration over poor school performance (Wei et al., 2014). Furthermore, the
presence of ADHD in children with LDs is associated with greater problems with
attention. Growing evidence suggests that the presence of an LD intensifies attention

problems in children with ADHD (Pass, 2014).

Emotional Challenges

It is important to investigate emotional challenges associated with LDs that
extend beyond learning academic material. Emotional challenges frequently co-occur
with LDs and interfere with academic learning (Hollo et al., 2014). It is not surprising
that many students with LDs who experience repeated academic failures develop
emotional problems as a reaction to the stress and frustration of school demands and
struggle with social-emotional skills. Increased demands and pressure on students with
LDs may cause them to react: they internalize their emotional problems and display more
symptoms of anxiety and depression than their peers (Klassen et al., 2013).

Researchers have found that children and adolescents with LDs have a higher rate
of dropping out or being forced out of schools, and have a higher prevalence of serving
time in prisons (Carnazzo et al., 2019). Students with LDs are more frequently referred

for behavioral difficulties and receive more disciplinary interventions in school. This
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impacts their learning progress and increases their dropout rates compared to students
without LDs (Cortiella & Horowitz, 2014). Although more students with LDs are
graduating from high school, they pursue secondary education at a much lower rate
compared to their non-LD peers; when they do pursue college, students with LDs tend
not to request help or support (Cortiella & Horowitz, 2014).

Disparities continue into adulthood, with a 55% employment rate among adults
with LDs compared to 76% among adults without LDs (Cortiella & Horowitz, 2014).
Students diagnosed with LDs are more likely to live with their parents or guardians, be
unemployed, be socially isolated, be involved in gangs, and face legal infractions and
substance abuse (Lambie & Milsom, 2010). Prior research has also shown that such
students are at the greatest risk of developing poor beliefs and often have low self-esteem
(Bryan, 2005).

The severe risks associated with students diagnosed with LDs are similar to the
risks associated with students diagnosed with emotional dysfunction. Huscroft-D’Angelo
et al. (2019) conducted a study to understand the physical health status and health literacy
of youths with LDs and emotional disturbances. They found that youths identified with
disabilities such as LDs and emotional disturbances experience greater rates of
depression, anxiety, bullying, and isolation, which may interfere with health and social

and emotional well-being (Huscroft-D’Angelo et al., 2019).

Support Needs of Students with Learning Disabilities at Home and in School

As indicated above, although LDs originate from neurological differences or
deficits (in which they frequently manifest), they are not limited to difficulty within the

academic domains of reading, writing, and mathematics; however, identification and
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diagnosis are generally based on these manifest difficulties. Beyond the realm of
achievement, LDs also manifest in deficits in social skills, emotional difficulties
including struggles with self-concept, greater levels of anxiety, and reduced peer
acceptance (Cortiella & Horowitz, 2014). Children with LDs exhibit higher levels of
behavioral problems when the disabilities are comorbid with a diagnosis of ADHD (Wei
etal., 2014).

Thus, many students with LDs experience challenges. They are in deep need of
mutual collaboration between home and school, a central element of child and adolescent
well-being, to support their learning and healthy growth and development (Sormunen et
al., 2011). Students who are diagnosed with LDs need assistance, encouragement, sharing
of expertise, and support at school and at home. With collaboration involving the
responsibility and commitment of all stakeholders, the child can emerge from the school
year academically, emotionally, and socially, as well as be prepared for future challenges
(Wong, 2011).

Students with LDs need to be provided with assistance from their educational
institutions, with individually tailored services to support their development. IDEA
(2004) offers all students with disabilities a free appropriate public education. This means
that special education and related services are to be provided at public expense, to meet
the standard of state education, and to provide conformity with IEPs, which are
considered the cornerstone of a quality education for each child with a disability.

At home, students with LDs need parents who provide them with an environment
of warmth, acceptance, and understanding, which will build a strong sense of self-

confidence and a solid foundation for lifelong success (Sukys et al., 2015). IDEA (2004)
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strengthens the rights of parents and families in the educational process of their children.
A fundamental provision of the law is the right of parents to participate in the educational
decision-making process to help their children face daily challenges (Tekin, 2011).
Understanding parents’ engagement in supporting children diagnosed with LDs is
very important, and it can be a challenge at the same time. With the trends toward
parental engagement in raising concerns, identifying LDs, making placement decisions,
and determining educational programming for students with LDs, an extensive body of
research exists to investigate the role of parents and family members of children with
LDs. The following section reviews research showing that parental engagement makes a
significant difference in educational achievement and suggests the usefulness of

networked systems that promote the sharing of experiences between school and home.

Review and Critique of the Scholarly Literature
Key Constructs Related to Family-Teacher Partnerships

Before establishing appropriate family intervention methods, it is important to
understand the various terminologies and concepts that are relevant in family-teacher
partnerships. The interactions between family members and teachers can give rise to
some legal implications such as the rights of children and conflicting statutory
requirements. On the face of it, the legislation regarding parents’ involvement in schools
is mostly based on seemingly nondiscriminatory notions of the term “parent,” which may
be taken for granted when determining the concept of “parent involvement” in the school
context (Brien & Stelmach, 2009). For example, a legal description of parental roles in

education is crucial because of its democratization influence, as the law stipulates that
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parents have a right to participate in their children’s schooling, regardless of the

circumstances.

Family as a “System”

To avoid confusion that may arise in parent-teacher interactions, it is important
for stakeholders to view the family as a system, complete with rules and rights of
members. One attribute of a family is that it operates as a unit; thus, no member can exist
in isolation. Based on the family system theory, whatever happens to one member of a
family or system has a ripple effect on all others (Teasdale, 2009). In the family system,
all members of the extended family are interdependent, and each of them has an
interactive effect on the others. Based on this theory, a family system encompasses the
child, parents, siblings, grandparents, and other people living in the home, or those who
are part of the child’s family. Consequently, the entire family system or unity is bound to

be affected by the child with LD (Lerner & Johns, 2011).

“Family Involvement” vs “Family Engagement”

It is important for stakeholders to differentiate between “family involvement” and
“family engagement,” as this may determine the role of family members in their
children’s education. In an education system where parents are actively involved, their
role is sometimes limited to routine tasks such as helping their children with homework,
checking on grades, and communicating with teachers, especially when issues arise
(Olmstead, 2013). The traditional interaction between family members and their children
can be regarded as “family involvement,” as it primarily involves children’s learning.
More recently, however, the concept of “family engagement” has come to the fore and

has resulted in complications to the existing structure of “family involvement.” The
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concept of “family engagement” involves much more than the typical activities of
involvement; it encompasses support from multiple providers, the family, the school, and
the community.

According to Amatea (2009) and Ferlazzo and Hammond (2009), the contribution
of family members includes not only learning, but also self-discipline of children.
Therefore, one can feasibly argue that family engagement, whether at home or school,
enhances academic performance and promotes a positive social life among children. As
Teasdale (2009) noted, family engagement is far more involving than family
involvement, as the former includes intangible elements such as emotional balance and
behavior. For the purpose of this study, family engagement is defined as an investment
made by the parents and special education teachers. It is the pledge that is being made to

work together for the betterment of the family and child with an LD.

Family Engagement in the Education of Students with Learning Disabilities in the

United States

Family members play a critical role in promoting positive academic achievement
for children with LDs. A study by Oswald, Zaidi, Cheatham, and Brody (2018)
established a positive correlation between parental involvement and academic
achievement in children across all levels of education. The findings by Oswald et al.
(2018) suggest that family members provide moral support to children with disabilities—
a level of care that may be lacking in school. It is worth noting that teachers often support
learner variability. As a result, it is difficult to provide individualized attention to each
child. Therefore, leaving the responsibility of nurturing children to teachers may be

ineffective, leading to diminished academic performance on the part of the children.
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Family engagement helps promote positive behavior in schools. According to
Kumar, O’Malley, and Johnston (2014), children whose parents participate actively in
school work and other activities are less likely to engage in substance abuse compared to
their peers whose family members are less involved. Besides, children are more likely to
work diligently in school when they know that their parents check their homework and
appraise their grades. Therefore, parents should play a supplementary role of helping
teachers observe the children to minimize instances of antisocial behaviors such as
substance abuse.

Researchers have established that parental involvement in school programs is
important because it enhances academic improvement while promoting positive
emotional functioning among adolescents and children with LD. Adolescence is a critical
stage in which children yearn for recognition and social approval. Wang and Sheikh-
Khalil (2014) suggested that direct parental involvement in children’s education can
positively influence adolescents into performing better in school. The findings by Wang
and Sheikh-Khalil are indicative of the fact that home-based parental engagement can
have positive effects on certain development aspects for children with LDs. For example,
parents can help in areas such as linguistic development and social-emotional health
(Kuhl, 2010). In addition to the effect on cognitive development, school-based parental
involvement will likely have a profound effect on children by instilling in them a sense of
helping their peers who may be in need.

Family engagement in education is important because it enhances a child’s
readiness for school. Many times, children with LDs may be reluctant to attend school for

fear of bullying or being ridiculed by others. According to McBryde (2019), parental
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engagement in children’s academic performance creates a stable foundation for success,
with students looking forward to attending school and achieving their career goals. Many
times, all a child needs is affirmation from parents that he or she can succeed. For many
children with LDs, the notion that parents are genuinely interested in school matters is a
great motivation. Family engagement further teaches children about the value their
parents place on education. McBryde (2019) argued that opportunities for family
engagement empower parents to advocate for their children, which, in turn, can increase
the former’s sense of efficacy and self-confidence. In addition, family engagement
motivates parents to become role models for their children.

Positive family engagement promotes emotional and behavioral competence and
social competence for students with LDs. Researchers have established that fundamental
to children’s positive development in life is growing up in an environment that responds
to their emotional needs (National Research Council, 2015).

Moreover, children with LDs can improve and develop crucial life skills such as
coping with fear, anxiety, and a wide range of environmental challenges. In view of these
benefits, it is imperative for parents to foster a sense of self-worth and a sense of
belongingness in their children with LDs. It is worth noting that many children with
disabilities rely on the approval of adults, especially family members, to develop a sense
of self-worth. Parents typically contribute to their children’s well-being by teaching them
to be responsible, independent, cooperative, and to have self-control (Denham & Brown,
2010). In a similar manner, parents should take the responsibility of teaching their

children the importance of maintaining positive relationships with peers and adults.
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Parents can further promote the learning and acquisition of social skills by
establishing strong relationships with their children. Such early parent-child relationships
are critical because they build competence that cannot be instilled in a school setting.
According to Ainsworth and Bowlby (1991), the social competence in children is
embedded in various theories such as attachment. The attachment theory argues that
children who grow up being nurtured by their parents exhibit advanced levels of
competence, especially in social settings (Davies, 2010). The concept of attachment
theory is underpinned by family system theory, as argued by Cox and Paley (1997), who
stated that parents who socialize with their children can instill important cultural values.

These values prove important in the development of a child’s social competence.

Parent Attitudes Toward Engagement in the Education of Children with Learning
Disabilities

Despite the value of family engagement in the education of children with LDs, the
concept has received mixed reactions and negative perceptions from families, as shared
in previous research. However, most perceptions about family engagement are based on
prevailing attitudes with regards to the role of parents in their children’s education.

A moderate or severe LD can adversely affect a parent’s mental well-being.
Mangan (2015) argued that a parent whose child has LD may experience intense
emotions such as anger, shame, and grief. For example, parents of children with LD who
demonstrate comorbid behavioral problems may experience parenting stress and
depressive symptoms compared to their counterparts with normal children.

Parents of children with LD are also likely to experience depressive symptoms

caused by high levels of parenting stress. Studies have indicated that parenting behavior
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is influenced by stress as much as resources such as social support, coping strategies, and
perception of social stigma (Sanchez, 2010).

Although most parents want to be involved with their children’s education, some
may not know how to go about it. According to Sanchez (2010), many parents with
children with LD feel inadequate, incompetent, and generally lack knowledge about the
concept of remote learning. However, most parents still care about their children’s
educational progress and want to be involved in school activities. Although most parents
view schools as a gateway to a better life, they often do not know how to help their
children attain their academic goals (Sanchez, 2010).

Such situations make parents increasingly detached from their children’s
education, further burdening the teachers. To reduce this stress, parents should explore
specific ways to foster their children’s development, including increased involvement in
school education programs and other activities.

According to Dyson (2010), parents can minimize their level of anxiety by
actively participating in the education of their children. Moreover, active participation in
children’s educational activities increases parents’ sense of fulfillment and self-
confidence. Dyson (2010) highlighted the need for better coordination and more efficient
and effective means of communicating information among parents and school staff
members. This essential element will encourage the development and delivery of

appropriate services for children with LD (Dyson, 2010).

Family Engagement Best Practices
U.S. legislation and policy have focused on creating an ongoing collaboration

between various educational stakeholders, including parents, teachers, and administrators.
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The aim of such collaboration is to ensure that they work together towards a common
goal in a collaborative partnership. Evidently, the only way that such collaboration can
work is for stakeholders to invest resources such as money, time, and advice to promote
practices that are effective in increasing family engagement in schools.

Another good practice is adopting systematic family engagement practices that
result in positive outcomes. One good example is the National Standard for Family-
School Partnership, which uses Epstein’s school-family-community partnership model
(Ferrara, 2017). The framework builds on existing research, which suggests that
partnerships between families and schools can only thrive when both parties demonstrate
commitment. According to McBryde (2019), many schools and districts that implement
family engagement initiatives have focused on workshops and seminars. The seminars
teach families the best way to engage more effectively in their children’s education. Also,
some initiatives require family-school programs to submit written plans that describe how
they will partner with families throughout the year and meet families’ cultural and
linguistic needs. More importantly, families are involved in drafting the plans, which
ensures that schools are adopting systematic family engagement practices that are geared
towards enhancing the well-being of children. Moreover, family-school engagement is
necessary for desired outcomes for children living with disabilities.

Epstein’s framework encompasses six dimensions of parental engagement that
foster a multidimensional environment for involvement that is inclusive of not just
parents but also teachers and students. The dimensions are parenting, communicating,
learning at home, volunteering, decision making, and collaborating with community

(Epstein & Sanders, 2000). The model crucially provides parents and educators with the
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right framework to promote effective collaboration that ensures student learning is
positively affected (McBryde, 2019). The work of Epstein has brought together theories
and frameworks for enhancing child development.

The first standard stipulates that families should be active participants in the life
of the school. Moreover, they should always feel welcomed, valued, and connected to
each other, to school staff, as well as to the students. It is worth noting that Epstein’s
standards move beyond simply welcoming families, as they add the idea that relatives of
children with LDs are to be valued and connected to the school community (Ferrara,
2017).

The second standard centers on the regular, two-way collaborative relationship
between families and school staff. The communication should be centered on student
learning, as well as explaining the effectiveness of communication in bringing out
important features of family-school collaboration. In addition, the standard helps in
setting out rules of engagement between educators and external stakeholders such as
family members, the community, and policymakers (Ferrara, 2017).

The third standard is more broadly stated and broken down in school districts to
align with district mission statements. The standard highlights the need for families and
school staff to engage in continuous collaboration in support of learners not only at
school but also in the home environment. The standard is critical because it allows every
stakeholder to utilize his or her competence in ways that are beneficial to learners
(Ferrara, 2017).

The fourth standard stipulates that families are empowered to be advocates for not

only their own children but also for others. The standard helps educators and family
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members treat learners fairly and allows them to access learning opportunities that will
support their success. In addition, the standard allows teachers and families to become
equal partners, especially when making decisions that affect children. Consequently,
children can learn in environments in which they can maximize their potential. Therefore,
parents of children with LDs can explore ways to ensure that teachers and families
engage in active collaboration (Ferrara, 2017).

The fifth standard focuses on bringing families and school partners into a state of
conformity in making decisions that affect students and the entire school community. The
final standard is that families and school staff collaborate with broader community
members to connect students, families, and staff to improve learning opportunities,
community services, and civic participation (Ferrara, 2017).

Another good example of effective collaboration between families and teachers is
the dual capacity-building framework for family-school partnership (Mapp & Kuttner,
2013). This framework builds on existing research suggesting that partnerships between
home and school can only develop and achieve their desired outcomes if both families
and staff have the requisite collective capacity to engage in partnership. According to
Mapp and Kuttner (2013), most family engagement workshops and seminars tend to
focus on how to be more engaged in children’s education, which can lead to increased
tension between family and school administrators. Thus, policies of engagement between
schools and families must primarily focus on building the capacities of all stakeholders.
Mapp and Kuttner (2013) identified four components (4 C’s) of the dual capacity-
building framework that can help promote effective relationships between families and

learning institutions:
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Capabilities: Capabilities entail aspects such as human capital, skills, and
knowledge. These aspects are critical for school and district staff because they
guide their interaction with the community in which they work. More importantly,
teaching staff will also need skills in advocacy and educational support (Mapp &
Kuttner, 2013).

Connections: Connections relate to important relationships and networks that are
critical in the formation of child-centered learning environments. According to
Mapp and Kuttner (2013), social capital networks should focus on family-teacher
relationships, as well as collaborations with external stakeholders such as the
community and organizations.

Confidence: According to Mapp and Kuttner (2013), staff and families need a
sense of comfort and self-belief. In most cases, self-efficacy is related to the level
of engagement and partnerships across lines of cultural difference.

Cognition: Cognition entails the assumptions, beliefs, and worldview that staff
need to have to ensure that they are committed to working as partners with
families. In addition, teaching staff must believe in the value of interactive

partnerships for improving student learning environment.

These four components of partnership capacity must be enhanced among district/school
staff and families and can also be used to create a set of criteria from which to identify

metrics to measure and evaluate policies and programs for family engagement.

Mapp and Kuttner (2013) further encouraged parents and educators to develop

models that enhance lifelong learning and enthusiasm for education. Such models will

encourage children to continuously seek knowledge and enlightenment. In addition,
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parents and teachers should adopt the role of activist to ensure improved learning
opportunities for their children and at their schools. Parents should further play a leading
role in being major decision-makers for their children’s education choices. In addition,
families must always collaborate with school staff and other members of the community
on issues of school improvement and reform (Mapp & Kuttner, 2013). As a result of this
enhanced capacity on the part of families, districts and schools will be able to cultivate
and sustain active, respectful, and effective partnerships with families that foster school
improvement, link to educational objectives, and support children’s learning and

development.

Family Engagement in the Education of Students with Learning Disabilities in the

Kingdom of Saudi Arabia

Family plays a pivotal role in the education of the children in Saudi Arabia.
Parents are the initial teachers of their children before they join formal schools. Studies
show that greater parental engagement in all stages of learning is associated with better
academic outcomes. Students with LDs need greater support from their families and
teachers. The parents can scaffold the education of such children by being actively
involved in different aspects of their education. This section focuses on existing evidence
relating to parental engagement in the education of children with LDs. It provides
background on special education in Saudi Arabia, legislation and policies that touch on

special education, and parental engagement in the context of special education.

Background of the Education System in Saudi Arabia
A brief overview of the Saudi education system is vital in providing context.
Several factors influence parental engagement, including the setting. Saudi Arabia is a
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developing nation in Southwest Asia. KSA, which has a landmass of 865,0000 square
miles, makes up 80% of the Arabian Peninsula (World Factbook, 2020). Geographically,
the nation is located between the Arabian Gulf and the Red Sea. It is bordered to the
north by Kuwait, Jordan, and Irag. Its southern neighbors include Yemen, the United
Arab Emirates, and Oman. To the east, Saudi Arabia borders Qatar. Riyadh, in the middle
Kingdom of Najd, is the capital of the country. Overall, the nation is divided into 13
administrative regions (World Factbook, 2020).

The system of government employed in Saudi Arabia is characterized as a
theocratic monarch. The royal family rules the KSA through the sharia laws, which are
based on the teachings of the Holy Quran. The dominant religion in the nation is Islam
(World Factbook, 2020). The right to dignity, education, and life are granted to all
citizens in line with the sharia laws. The Sunnah and the Quran form the constitution of
the KSA. Politics within the country centers on the royal family and between the royal
family and the rest of Saudis. The king also serves as the prime minister (World
Factbook, 2020). The prime minister is responsible for all three arms of the government
and the issuance of legislation in the form of royal decrees.

The Saudi Arabian formal education system came into existence in 1932 when the
kingdom became a nation. Back then, education was limited to a few Islamic schools. All
citizens can access free public education. In fact, education is the sector in which the
government spends the most. Over 8% of the nation’s gross domestic product is allocated
to education; the global average stands at 4.6%. Learning is centered on Islam, even
though there have been efforts aimed at diversifying the content. For decades, the

education system was held back by low teacher retention rates, poor teacher training, and
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weak technical education. However, decades of efforts to improve the education system
have led to dramatic changes in the courses and the content but also in the quality of
teachers and infrastructure. The construction of educational facilities in the KSA is
experiencing a boom, with the erection of over 25,000 schools. More schools are
expected in the future (Ministry of Education, 2020a).

The school system includes 1 year of preschool, 6 years of intermediate school, 3
years of middle school, and 3 years of high school. Children between the ages of 3 and 5
years attend kindergarten before going to primary school at age 6, where they spend 6
years. The latest statistics from the government show that in the 2020 academic year,
Saudi Arabia had 3,010 kindergartens, 11,678 intermediate schools, 6,819 middle
schools, and 4,396 high schools. The school system serves 5.23 million students
(Ministry of Education, 2020D).

Efforts by the government have opened up education to people of all different
socioeconomic groups. All tiers of Saudi society have access to schooling, with the
government providing free access. The Ministry of Education makes essential decisions
relating to education, including the administration or leadership of individual schools.
The school calendar and curricula are modeled to follow the American system. The
students are in school for 9 to 10 months; the other months are either the long summer
break or occasional holidays (World Factbook, 2020). The Ministry of Education
shoulders the overall responsibility for primary and secondary education within Saudi
Arabia. The Ministry of Higher Education is tasked with the supervision and
development of higher education, mainly professional courses at universities. The

organization for technical and vocational education is tasked with the administration of
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industrial, commercial, agricultural, and technical foremanship. All forms of vocational
training are under the auspices of this body (Alabdulaziz, 2019).

The Ministry of Education in Saudi Arabia was established in 1952 and tasked
with providing free education to all students. The Ministry of Education is the primary
provider of special education services in the KSA. It is responsible for the policies and
measures the government has implemented to improve access to education among those
with special needs. Developing the curriculum, staffing schools, developing education
programs, and maintaining standards of primary and secondary education are some of its
other responsibilities (Alguraini, 2011). The ministry is responsible for certifying the
requirements for teachers and students with special needs and providing special education
services that match those needed by students with disabilities to function safely and

independently (Alquraini, 2011).

Special Education Services

According to Aldabas (2015), special education services in Saudi Arabia developed
because of the realization that many students with disabilities were not accessing the
benefits of the free public education system. The emergence and development of special
education services in the KSA are notable gains that the nation has achieved in education.
In 1962, the Ministry of Education established the administration of special education in a
move aimed at meeting the educational needs of students with disabilities. Segregation of
students along gender lines is one of the more readily visible features of the Saudi
education system, and special education services follow the same approach.

Islam, the guiding religion and constitutional framework in the kingdom, provides

a framework for the rights and freedoms enjoyed by people with disabilities. Islamic laws
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assert that person with disabilities have rights and duties to perform as members of the
community in line with the Islamic concept of social responsibility. Thus, Islam, as a
religion and legal framework that guides decisions in the kingdom, supports the shift
towards inclusive education.

Since the enactment of the U.S. Education for All Handicapped Children Act in
1975, mainstreaming the education of children with disabilities has been an important
policy objective (Aldabas, 2015). In Saudi Arabia, as in other nations, there has been a
shift from segregating learners with disabilities towards mainstreaming their education.
The number of Saudi Arabian schools that have mainstreamed programs to serve the
different needs of learners with special needs has increased. In 2020, 87 kindergartens,
1,592 intermediate schools, 805 middle schools, and 696 high schools had special
education programs. These schools served 29,890 students with special needs at all stages
and levels of education (Ministry of Education, 2020a). The KSA government has also
provided avenues for individuals with disabilities to better their lives, such as providing
monthly academic and living expense compensation, free transportation, disability
equipment, scholarships, and a 50% reduction on their airfare. Additionally, the 2001
provision code for individuals with disabilities guaranteed students with disabilities a free

and appropriate education (Battal, 2016).

Inclusion for Students with Learning Disabilities

Several advantages are associated with an inclusive approach to special education
services. A notable advantage is that it exposes the learners with disabilities to different
people and challenges that they may face outside the school setting. Other advantages

revolve around the gain of essential social and interpersonal skills as well as allowing
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nondisabled students to develop greater appreciation of the challenges faced by and the
need to accommodate people with disabilities.

After the establishment of the Administration of Special Education in 1960, the
new unit set up departments tasked with handling different types of disabilities (Battal,
2016). The Department of Learning Disabilities was established in the 1995-1996 school
year, several decades after the establishment of its parent unit. The establishment of this
department was prompted by increased emphasis on LD within special education
services. Before the establishment of this department, students with LDs did not receive
special education services (Battal, 2016).

The department has since improved its capacity to identify and teach students who
have been diagnosed with LDs. Its other functions include ensuring the students with LDs
get appropriate education by researching and identifying areas where they face
difficulties in learning and formulating appropriate remedial measures. The objectives of
the Department of Learning Disabilities include identifying and assessing students with
LDs, developing and implementing special education services, consulting with regular
education teachers regarding learners who may need special education services, and
advising parents and guardians about homework and other concerns they may have about
their children with LDs (Battal, 2016).

The Department of Learning Disabilities defines LDs as conditions that cause
consistent discrepancies between grade level and achievement that cannot be attributed to
mental retardation, emotional disorders, psychological disorders, sensory impairments, or
socioeconomic conditions (Hussain, 2010). The department has a set of eligibility criteria

for special education services among children suspected of having LDs. The first
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criterion is the existence of a consistent significant discrepancy between the
chronological age expectations and more academic and developmental areas. The second
criterion is that the cause of the discrepancy in the academic and developmental areas
should not be socioeconomic condition, physical disability, sensory impairment, or
emotional and psychological factors. Third, regular classroom resources must be shown
to be inappropriate for meeting learners’ needs, thereby necessitating immediate attention
and special education services. The fourth criterion is the approval by the identification
and classification committee. The Department of Learning Disabilities has yet to adopt
current approaches to the identification of students with LDs, such as RTI (Hussain,
2010).

Statistics from the Ministry of Education for the academic year 2018 revealed that
28,524 female students had disabilities. Nearly half of them, 13,092, had LDs. The
number of male students with LDs stood at 46,362. More than half of these students,
23,477, had LDs. From the data, it is evident that LDs are possibly the most prevalent

form of disability among students in Saudi Arabia (Ministry of Education, 2020a).

Mainstreaming Students with Learning Disabilities

Mainstreaming, as operationalized by the Ministry of Education in Saudi Arabia,
refers to educating children with special education needs in regular education schools
while providing them with special education services (Ministry of Education, 2002). The
kingdom’s approach to mainstreaming targets two groups, the first being students
identified as in need of special education services from regular schools. Such students are
already benefiting from the regular education programs. Some of the students who can be

identified via this avenue include gifted and talented students, students with physical
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disabilities, students with LDs, learners with visual challenges, students with behavioral
and emotional disturbance, and individuals with communication disorders. The second

group is made up of students who are conventionally instructed in self-contained classes
or special education institutes such as learners who are blind, mentally retarded, autistic,

multi-disabled, deaf, or have hearing difficulties (Al-Mousa, 2010).

Resource Rooms

The use of resource rooms is one approach to mainstreaming the education of
children with special needs (Somaily et al., 2012). Special education services typically
involve the provision of a group of alternatives based on the level of difficulty that a
learner faces and the suitability of the educational option. Thus, the choice of the
approach to be used for a specific learner involves considering these two concerns. These
educational alternatives can be classified in a pyramidal shape, with the regular
classroom being the least restrictive alternative. The other options are resource rooms,
special classes, special schools, residential institutions, and home or hospital-bound in
order of increasing restriction. In the resource rooms, students with special needs are
assessed and taught using a special instructional plan designed to match their needs
before being allowed to rejoin the regular classes (Somaily et al., 2012). Resource rooms
allow students to receive specialized educational services while still enjoying the benefits
of participating in regular classrooms.

In Saudi Arabia, resource rooms are one of the alternatives used for students with
LDs. The typical implementation of a resource room is a classroom in regular schools
that have individualized learning programs or plans for students with LDs. Additionally,

the resource rooms can be classified into itinerant, specific skills, categorical, cross-
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categorical, and noncategorical (Al-Zoubi & Bani Abdel Rahman, 2016). The categorical
resource room is favored in public education within the nation.

The use of resource rooms is one of the ways via which the government seeks to
reduce gaps with global best practices in educating children with LDs by reducing the
restrictiveness of their learning environment (Al-Zoubi & Bani Abdel Rahman, 2016).
However, the implementation of these resource rooms is plagued with several challenges
relating to the teachers, collaboration with the administration, involvement of parents,
and general educators (Al-Zoubi & Bani Abdel Rahman, 2016). Addressing these issues
could pave the way for the effective use of resource rooms for mainstreaming the

education of learners with LDs.

Role of Family Engagement for Children with Learning Disabilities in the Education
System

Family engagement plays a major role in determining the levels of academic
success that students can achieve; additionally, it contributes to the overall development
of the learners (Ferrara, 2017). The benefits of family engagement in the education of
children with LDs are quite similar to those of general education. At the basic level,
family engagement can aid in the identification of children with LDs, the development of
IEPs, and the execution of IEPs (Alkahtani & Kheirallah, 2016). The needs of children
with LDs place greater demands on parents and teachers to get more involved in their
education. The Ministry of Education in Saudi Arabia has come to this realization, which
has led to increased efforts geared at ensuring greater parental involvement in the

education of children with disabilities. However, studies within Saudi Arabia show that
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parents are rarely involved in the education of children with LDs (Almoghyrah, 2015;
Alobaid, 2018; Alothman, 2014; Alyahya, 2018; Somaily et al., 2012).

As a result, the multitude of educational activities designed for students with LDs
in Saudi Arabia fail to achieve their developmental, academic, and social goals due to
limited parental engagement, and the lack of cooperation between parents and teachers is

blamed for parents’ low engagement (Alyamani, 2016).

Parent Attitudes Toward Participation in the Individualized Education Program

The RSEPI requires the provision of an IEP for each student with a disability. The
responsibility of developing the IEP falls to the schools. According to the ninth article of
the RSEPI, the IEP should be provided for each eligible student, and a multidisciplinary
team including the family members should be involved in its development (Alquraini,
2013).

The article further describes the content of the IEP. For instance, the plan should
detail the professionals who will be involved in its delivery, such as parents, special
education teachers, general education teachers, and other service providers (Alquraini,
2013). Given the central role of the IEP in the delivery of education and the development
of learners with disabilities, barriers and failures in its development and implementation
can adversely affect the education of students with special needs.

Despite the central role of the IEP, very little research has been done to examine
the development and use of IEPs among students with disabilities in KSA. Al-Herz
(2008) examined the attainment of IEP goals and the related challenges in special
education programs and institutes in the capital, Riyadh. The findings indicated that the

teachers were successful in determining the core elements of 1EPs, such as the strengths
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and weaknesses of the learners, annual objectives, short-term goals, and needs that
required specific instructional approaches. However, there were obstacles to the provision
of effective and appropriate IEPs. Some of these obstacles included inefficiencies in the
multidisciplinary teams and failure to consider learners’ situations holistically. Notably,
families were identified for failing to participate in the formulation and implementation
of the IEPs. The poor cooperation between family members and other school staff in
determining the needs of the students hampered the preparation and implementation of
the IEPs (Al-Herz, 2008).

Although few studies examined IEPs for students with disabilities in KSA, Al-
Herz (2008) outlined several significant inadequacies in approaches to the development
and implementation of IEPs. The identification of the children’s strengths and
weaknesses and the setting of annual IEP goals by special education teachers without the
involvement of parents and other service providers limited the validity and reliability of
the resulting plans. Another notable concern was that special education teachers in Saudi
Arabia tended to be overworked, with one teacher tasked with serving up to 15 students
with disabilities. The large number of students made it hard for the teachers to attend to
the needs of each learner (Alquraini, 2011). The limited involvement of parents burdened
general and special education teachers with responsibilities that should have been shared
across the different stakeholders. Thus, the low and in some cases nonexistent
engagement of parents and service providers in IEP development and implementation is

an aspect that should be addressed.
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Parent Attitudes Toward Engagement in the Education of Children with Disabilities
Only a few studies could be located concerning the Saudi Arabian education
system and the role of parental engagement. These studies focused on children with
disabilities. In the field of special education, Almoghyrah (2015) carried out a
quantitative study that captured teachers’ perceptions of the engagement of parents in the
education of their children who had mild cognitive disabilities. The participating teachers
were recruited from special and integrated schools that educated learners with mild
cognitive disabilities. The findings revealed that parents were unlikely to volunteer and
engage in the education of their children. Additionally, teachers wanted greater
communication between parents and their children. The educators rated collaboration
between home and school as the most influential factor in the levels of parental
engagement in school activities. The causes for the poor parental engagement that the
study identified included failure of the schools to invite the parents for activities and the
poor attitudes that parents had towards their role in educating their children. The
researcher suggested that institutions need to reach out to parents and encourage their
participation by either making it easier for them to get involved or highlighting the value
of their engagement on the progress that the learners may make (Almoghyrah, 2015).
Concerning parental engagement in the field of special education, a qualitative
study was conducted focused on deaf students in Saudi Arabia. Alothman (2014)
collected data on the knowledge, perceptions, and experiences of 61 principals, teachers,
and parents of such children regarding the idea of inclusive education for the deaf. The
study revealed that parents were not involved in school policies and activities due to the

belief that the teachers would make the best decisions for their children. Lack of parent
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meetings and voices in inclusive schools limits the extent to which parents’ knowledge of
their children can be utilized to improve the outcomes of the special needs children. The
researcher argued that creating diverse types of relationships between school faculty and
parents is essential to the advancement of inclusive education. Valuing and respecting the
input of each entity in such collaborative relationships is necessary for greater levels of
involvement by both groups (Alothman, 2014).

On the other hand, if parents have strong expectations of their children’s
academic progress, they tend to spend more time helping with homework and to be more
engaged at school. Alshammari (2017) pointed out that parental attitudes and
expectations of their children can affect their levels of involvement. Thus, parents who
have strong expectations are more likely to spend more time coaching and helping their
children. Since most parents have low expectations for children with special needs, the
poor attitudes may be responsible for the low engagement of parents in activities relating
to the children’s academic performance and development. This observation was further
supported by Algefari (2010), who found that the parents of the most gifted children were
most involved and actively helped their children. The support that the parents offered was
both moral and material.

In this regard, Alyahya (2018) identified five subthemes relating to parental
involvement in the education of gifted children. The findings revealed that parents were
motivated to engage in their child’s education because they felt it was their responsibility
to ensure the future success of their children, because of their lack of confidence in the
schools, and because of their goal to preserve their children’s “gifted” label. Although

parents in this study saw their engagement as meaningful and necessary, some obstacles
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still restricted their engagement. One of these obstacles was that Saudi parents felt that
the schools did not support meaningful engagement with the parents. Hence, the
researcher recommended improving collaboration methods between home and school to
improve parent engagement. Communication and the frequency of communication were
identified as potential avenues to improving levels of parental engagement (Alyahya,

2018).

Parent Attitudes Toward Engagement in Education of Children with Learning
Disabilities

LDs can have negative implications for children and also affect families. LDs
affect children via the difficulties they face in academics, their social life, and in handling
emotions (Somaily et al., 2012). Children with LDs tend to have low self-esteem, high
anxiety, and low acceptance among their peers. LDs also affect families via the
psychological strain they place on parents and siblings (Somaily et al., 2012).

Parents’ perceptions of special education services and their impact on the status of
children among their peers can affect their readiness to participate and help their children
who are enrolled in such programs. Somaily et al. (2012) conducted a study aimed at
investigating the attitudes of parents of students with LD towards resource rooms in
Najran City. They found that parents believed their children’s status would be hampered
by joining the resource room. Additionally, the study showed that parents’ understanding
of resource rooms and LDs was rather limited, a problem attributed to parents failing to
visit the resource rooms and the stigma-breeding customs of the area. Changing these

attitudes requires greater training of parents via structured programs.
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Furthermore, Alobaid (2018) observed that special needs children in Buraidah,
Saudi Arabia lacked support from their parents. Parents of children with LDs skipped
school-related programs and activities. He explored this issue by examining the
perspectives of these parents, conducting an ethnographic qualitative study involving
interviews of eight parents of elementary students with LD, as well as four observations
of the male participants, to describe their experiences, perceptions, challenges,
motivations, and solutions for their participation in their children’s education. The study
found that seven out of eight parents saw the value of their participation. Participating
parents often limited their involvement to intermittent checking of homework and rare
contact with the schools. Schools were also blamed for failing to encourage the
participation of parents. The findings suggested that encouraging parental participation
should target improving the perceived value and developing clear communication

pathways between parents and schools (Alobaid, 2018).

Collaboration Between Schools and Families in Saudi Arabia

Collaboration between school and family is a significant policy agenda in Saudi
Arabia. Several policies have been implemented that aim to increase family engagement
in education.

Vision 2030. In April 2016, Saudi Arabia was set to enter a new transformation
phase after the announcement of Vision 2030 by Deputy Crown Prince Mohammed bin
Salman. He indicated that the vision is looking forward to a strong, thriving, and stable
Saudi Arabia that provides opportunity for all (Saudi Arabia, 2016). Accordingly, the
vision was built around three main themes: a vibrant society, a thriving economy, and an

ambitious nation (Alyamani, 2016).
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The Vision 2030 policy outlines school-family partnership as one of the means of
achieving a vibrant society. The policy whose vision is a strong, thriving, and stable
Saudi Arabia acknowledges the vital role played by school-family partnerships in
improving the quality of education in the KSA. However, the partnership, as stipulated in
the policy paper, is not specific to any group of parents. The goal of the vision is the
promotion and reinvigoration of social development for a productive and robust society
(Saudi Arabia, 2016). The first subtheme focuses on the intention to reshape the
academic system to impart positive moral beliefs from an early age. Involving families in
working with schools is seen as an avenue to strengthening the foundations of
communities by ensuring students have the skills, behavior, and knowledge required to
have a strong and independent character (Alyamani, 2016).

By working with families, schools will reinforce the social fabric by offering
students the knowledge, compassion, and behaviors that they need to be independent and
resilient. The focus of greater parental engagement will be to develop values such as
persistence, initiative, and leadership as well as cultural knowledge, social skills, and
self-awareness among the learners. These measures will contribute to the development of
the children’s characters (Alyamani, 2016).

The IRTIQAA. Among Vision 2030’s commitments of this theme, a vibrant
society with strong foundation, is IRTIQAA, an Arabic word for progress. The IRTIQAA
program by the Ministry of Education aims to reinforce the engagement of families in the
education of children. The program proposes to engage up to 80% of families in school
activities by the year 2020. The outcomes of interest for the program include the

effectiveness with which schools engage parents. The program will also offer training for
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teachers to ensure they are aware of the value of parental engagement and improve their
capacity to communicate with parents effectively. Collaboration with the private and
nonprofit sectors to create programs that can strengthen school-family partnerships is also

on the agenda for the program (Alyamani, 2016).

Contribution of the Current Study

Despite evidence of the importance of collaboration between schools and
families, this topic rarely receives adequate attention in the research in Saudi Arabia. The
concept of school-family collaboration and partnership in the special education program
is still new in Saudi Arabia and is still not broad enough to cover all aspects of the
partnership that are mentioned in the resources of the American education system. Given
the importance of this collaboration in the education and development of children with
LD, some research related to this topic has been done, and the researchers pointed out the
lack of research examining the importance of collaboration between home and school in
the field of special education, particularly for students with LD in Saudi Arabia
(Almoghyrah, 2015; Alobaid, 2018; Alothman, 2014; Alyahya, 2018; Somaily et al.,
2012).

One study on early childhood levels was conducted (Albaiz, (2018). The purpose
of this research was to study kindergarten teachers’ beliefs about the implementation of
school, family, and community partnerships in Riyadh City. However, no qualitative
study has been found in Medina City in KSA that investigates parents’ and teachers’
perceptions of collaboration between home and school as a best practice to improve

family engagement for the education of children with LD.
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The results of the current study might provide relevant research-based practice
and ways to improve collaboration between special education teachers and parents of
children with LDs in Saudi Arabia. Families have to have confidence in the capacity of
the schools to understand and effectively educate their children. This confidence cannot

be developed without proper school interaction and collaboration with families.

Summary of Chapter 2

This chapter presented the conceptual framework for the study and theoretical
perspectives of this research. In addition, this chapter reviewed relevant laws and policies
that pertain to LD children and their families and provided definitions and characteristics
of children with LDs.

In reviewing relevant research related to children with LDs and their families,
the studies revealed that family engagement is important because it leads to positive
outcomes for learners. Many schools lack the capacity to provide personalized care for
children with LDs; thus, it is imperative for parents to collaborate with schools to
enhance learning. Some of the benefits that accrue from family engagement include
improved academic performance, mental health, and emotional stability. Thus, it is
important for families and schools to partner within the confines of existing laws.
Because of the obvious benefits that accrue to learners from family-school
partnerships, it is important for policymakers to support such programs in the
future.

The Ministry of Education plays a major role in shaping special education in
Saudi Arabia. However, the evidence reveals that family engagement in the education

of children with LDs in Saudi Arabia is lacking. Parents are rarely involved in the
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formulation and implementation of IEPs. More importantly, parents and other family
members of children with LDs need to be guided on the specific roles they are
supposed to play within the school. By understanding their role, family members will
be able to work harmoniously with teaching staff without conflicts or disagreements.
Current government efforts to encourage and enhance the levels of family
engagement can be enhanced by studies targeting the factors that encourage and
discourage collaboration between families and schools. Hence, the current study
investigated parents’ and teachers’ perceptions of collaboration between home and
school as a best practice to improve family engagement for the education of children

with LD.
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CHAPTER 3:

METHODOLOGY

The literature revealed a lack of collaboration between home and school in the
education of students with learning disabilities (LDs). This is a new area of research in
the Kingdom of Saudi Arabia (KSA). Saudi Arabia is improving its special education
institutions and school services. Thus, evidence regarding family engagement with
children with LDs is needed to formulate policies and design appropriate programs to
meet their needs and safeguard their rights.

This study explored Saudi parents’ and teachers’ understanding of collaboration
for successful family engagement for children with LDs, focusing on the following
research questions:

RQ1: (a) What is teachers’ understanding of collaboration between home and

school?
(b) What is parents’ understanding of collaboration between home and
school?

RQ2: (a) What do teachers believe they do to encourage collaboration for

successful family engagement?
(b) What do parents believe they do to encourage collaboration for
successful family engagement?

RQ3: (a) What do teachers believe they do that discourages collaboration for

successful family engagement?
(b) What do parents believe they do that discourages collaboration for

successful family engagement?
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RQ4: (a) What do teachers believe could be done to improve collaborating for
successful family engagement?
(b) What do parents believe could be done to improve collaborating for
successful family engagement?

This chapter provides a detailed description of the methods employed to address
these research questions. The study used a basic qualitative design that aimed to
interpret parents’ and teachers’ perception of collaboration for successful family
engagement for children with LDs. The chapter explains the study’s research design,
population, data collection and data analysis procedures, trustworthiness, and ethical

precautions.

Research Design
Qualitative Study

Attracted to the idea of methodological congruence advanced by Richards and
Morse (2012), wherein research questions and methods of analysis are developed as a
cohesive whole rather than as separate parts, the researcher chose a qualitative design to
achieve the goal by spanning the topic and allowing a deeper understanding of the issue.
Qualitative research also aligns with the researcher’s epistemological lens of
constructivism.

According to Creswell (2013), it is appropriate to use qualitative research when a
problem needs exploration rather than measurement. Family engagement in KSA is the
issue that needs to be explored to attain a complex understanding of the issue of
collaboration between home and school. Teachers’ and parents’ perceptions are also the

subject of this research, through interviews about how they perceive collaborating for
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successful family engagement and what they believe encourages, discourages, and
improves collaboration for successful family engagement for children with LDs. It is also
important to note that the qualitative approach potentially gives the researcher greater
control over the outcomes of the inquiry, depending on the skills, competence, and rigor

of the interviewer (Berkwits & Inui, 1998).

Basic Qualitative Design

Quialitative study has been conducted in the fields of education, social work,
anthropology, and management science, and these different disciplines ask various
questions that have evolved into different strategies and procedures. Although qualitative
inquiry remains the umbrella term, writers of qualitative scholarly texts have organized
the diverse forms of qualitative research in various ways. However, there is no consensus
on how to classify “the baffling numbers of choices or approaches to qualitative research”
(Creswell, 2013, p. 7). Some commonly used approaches include basic qualitative research,
phenomenology, grounded theory, ethnography, narrative analysis, and qualitative case
studies. According to Merriam and Tisdell (2016), all of these types of qualitative research
have some attributes in common. However, their difference in focus has led to variations
in the research question, sample selection, methods of data collection and analysis, and
write-up. The most common type of qualitative research is a basic qualitative study,
without specification of a particular type (Merriam & Tisdell, 2016).

For this study, the researcher decided to use a basic qualitative design approach
and to label it as such to avoid confusion. This approach was chosen because, eventually,
qualitative educational research aims to improve practitioners’ practices, and the basic

qualitative research design is an appropriate approach to gain an in-depth understanding
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of effective educational processes (Merriam & Tisdell, 2016). For this study, a basic
qualitative design was used to uncover strategies, techniques, and practices of highly
effective collaboration methods that can be used as successful family engagement
practices. Such insight is not possible with quantitative approaches.

Merriam and Tisdell (2016) described a basic qualitative research study as a study
derived philosophically from constructivism, phenomenology, and symbolic interactions.
According to Merriam and Tisdell (2016), a basic qualitative research design can be used
by researchers who are interested in (a) how people explain their experiences, (b) how
they build their worlds, and (c) what meaning they attribute to their experiences. Broadly,
the purpose of a basic qualitative design is to understand how people make sense of their
lives and their experiences, which is the characteristic of all qualitative research;
however, other types of qualitative research have an additional dimension, which helps to
distinguish them from basic qualitative research (Merriam & Tisdell, 2016).

Although this study used a basic qualitative research design, it is essential to note
that not all qualitative research approaches—e.g., phenomenological research—were
suitable choices for this research. According to Worthington (2013), researchers, faculty,
and learners tend to classify any form of qualitative research that is not an ethnographic,
grounded study or a case study as phenomenological research. Accordingly, the
confusion regarding phenomenological research occurs because phenomenology is a
philosophical approach that supports all qualitative research. It distinguishes the
qualitative method as it discovers the basic structure of the common essence of some
social phenomena. Also, phenomenological research may not be sufficiently addressed in

many textbooks on general research methods. Due to the small number of qualitative
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scholars who include a basic or general category into their research, much of what is not
researched in phenomenology is categorized as phenomenological research. This
exacerbates confusion over phenomenological research (Worthington, 2013).

To empower the evidence of using a basic qualitative design over a
phenomenological research design, a clear, detailed explanation of the aim of
phenomenological research is needed, according to Patton (1990). Phenomenology seeks
to understand the essence and the underlying structure of a phenomenon (Creswell,
2013). This inquiry holds the assumption that there is an essence or essences to a shared
experience, such as the essences of loneliness, being a mother, or being a participant in a
particular program (Patton, 2002). The final product derived from a phenomenological
inquiry is an understanding of a phenomenon as it appears through the eyes of those who
have experienced it; this understanding is provided to the reader with a description, which
presents the essence of the phenomenon (Patton, 2002).

The grounded theory research methodology would not have been suitable due to
the purpose of the study. The current study aimed to improve outcomes, as it explained
strategies, techniques, and practices of highly effective collaboration methods, and such
insight was not possible with grounded theory research. According to Creswell (2013),
grounded theory research seeks not just to understand but also to develop a theory that
helps to explain practice or provide a framework for further research, yet theory
development was not the functional purpose of this study.

In addition, a case study research design was not the best option for this study. A
case study involves a detailed examination of a case within a real-life, contemporary context

or setting (Creswell, 2013). The current study focused on stakeholder understanding rather
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than identifying specific or multiple cases. Moreover, ethnography strives to understand the
interaction of individuals not only with others but with the culture of the society in which
they live (Creswell, 2013). Finally, narrative analysis uses the stories people tell and
analyzes them in various ways to understand the meaning of the experiences as revealed in
the story (Creswell, 2013). Since the focus of these methods was beyond the scope of the
current study, they were unsuitable designs for the current research.

All forms of qualitative research try to uncover participant understanding of their
experiences. However, the primary goal of a basic qualitative study is to uncover and
interpret these meanings (Merriam & Tisdell, 2016), as the current study aimed to
understand how parents and teachers interpret the meaning of collaboration for successful

family engagement in the education of children with LDs.

Participant Selection

Population

The targeted population in this study was teachers and parents of students identified
with LDs enrolled at elementary special education services in schools in Medina City. The
number of parents of children with LDs in Saudi Arabia is large. It is difficult to select all
parents and teachers as subjects for the research. Therefore, purposeful sampling was used
to identify participants for this study. Participants were chosen based on meeting the

requirements of being teachers and parents at the selected schools.

Criterion-Based Selection

Sampling employed a criterion-based strategy to select the appropriate number of

teachers and parents to participate in the research. Creswell (2013) identified the purpose
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of this strategy as “all cases that meet some criterion; useful for quality assurance” (p.
158). The participants were parents of students with LDs receiving special education
services. The number of those selected reflected only the parents of the students formally
identified as having an LD and who needed special education services because of that
disability.

The inclusion criteria for participation were as follows: Saudi parents, biological
parents, and the primary caregivers of the students; parents who were struggling with the
challenges that come with having a child with an LD and who reported being in most
need of help; those who were conflicted about their ability to manage the needs of their
children with these issues; and those who were optimistic about their family’s journey
with learning issues but continued to require information and guidance. So, the parents
interviewed in this study had direct experience with the school and teachers. Their
children were diagnosed with LDs and received special education services, and they were
biological parents of those children.

The inclusion criteria for selecting teachers were as follows: teachers who were
employed at the school at the time of this study, who spanned various grade levels
(fourth, fifth, and sixth grade), and who had at least 3 years of experience working with
children with LDs. All participants had access to a computer since this study adopted an

online interview as the data collection method.

Sampling Process

As Marshall and Rossman (2011) indicated, “the research project’s final
credibility and transferability will be greatly enhanced if future readers can read, in the

research report, an account of the sites and sampling procedures” (p. 106). Thus, this
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section identifies the sampling procedures used in this study to determine the city,
schools, and participants.

The first step in the selection process was selecting a city, which was the city the
researcher was born and educated in: Medina City, Saudi Arabia. KSA is divided into 13
administrative regions, and Medina City is the capital of the Medina Region. Medina City
is one of the largest cities in Saudi Arabia and has a large number of schools that provide
special education services. This city had significant potential to yield good data analysis.

The second stage in the sampling process was to identify the schools. In Medina
City, 37 schools provide LD programs. All the schools are female elementary schools.
The selection criteria for the schools were based on the number of students with LDs
being served in these schools and the year the schools were established and started
helping students with LDs. The researcher selected the four with the highest number of
LD students and longest experience serving students with LDs.

The third stage for the sampling process was selecting the number of
interviewees. According to Creswell (2013), the sample size of a qualitative study
utilizing the interview method should range from four to eight participants. Basic
qualitative design studies do not require a specific number of participants; instead, they
require significant, in-depth data from participants. The researcher selected eight
participants, one parent and one teacher from each school. Four teachers and four parents

were chosen across the four schools based on the criteria listed above.

Access and Rapport

Gaining online access to sites and receiving formal approval or principal’s

approval is a challenge for researchers. It requires time, patience, and sensitivity to the
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rhythms and norms of a group. The researcher used previous scholars’ advice and
experience as a measure of trustworthiness and had a plan for negotiating online access to
the site and participants. To gain permission from the schools to virtually interview
teachers and parents in a way that enabled the researcher to collect the data of the
research easily, formal approval was first obtained from the leader of the special
education department who connected the researcher with four teachers and four parents
who agreed to participate in this study.

First, the researcher wrote an introductory email to the leader of the special
education department in Medina City demonstrating knowledge of the nuances of entry
and a healthy respect for participants. Building rapport with the leader of the special
education department who is considered a gatekeeper to the schools helped the researcher
negotiate access and assisted in recruiting participants, establishing credibility for the
study, and encouraging honesty and commitment during the interviews (Salmons, 2012).

Specifically, the researcher asked the leader to identify the teachers at the schools
who may be eligible and interested in participating in this study and provide the researcher
with their contact information. Then, the researcher contacted the teachers and asked them
to identify parents of children who have experienced the phenomenon being explored and
who could interpret their experiences (see Appendix A and B for recruitment forms).

The researcher cultivated and deployed social relationships with participants that
involved mutual collaboration and the expectation of reciprocity, so this
interconnectedness contributed to a mutual understanding for more accurate
interpretations (Marshall & Rossman, 2011). To achieve this rapport, the researcher

assigned a considerable amount of time to find ways to build bridges and create trusting
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relationships with the participants. The researcher contacted the participants and revealed
some knowledge of the research problem, culture, and types of experience being studied,
which helped in developing rapport and trust with virtual research participants. The
researcher explained to the participant that she was considered a community member who
brings a broader understanding of the research problem and can thus improve education

for students with LDs within the community.

Data Collection
Informed Consent

After participants confirmed their interest in being involved in this study, the
researcher sent them a copy of the consent form. Although the consent form translated
into English appears in Appendix C, the researcher explained the consent form concisely
in Arabic, the participants’ first language.

The consent form had specific elements. The researcher explained to the
participants that their participation was completely voluntary and they were free to
withdraw at any time without affecting their relationship with the school. Also, the
researcher provided the participants with some details about the study and the procedures
used in collecting data. Moreover, the researcher included a section about the protection
of the confidentiality of the respondents to ensure them that pseudonyms would be used
to protect their anonymity. In addition, the researcher clarified to the participants that no
known risks were associated with study participation and that they could expect to learn
some strategies that strengthen home-school collaboration for the benefit of children with

LDs.
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When all eight participants agreed to participate in this study and chose either a
synchronous or asynchronous format for the interview, the consent form was signed by
the participants and the researcher. All consents were received and documented in the

audit trail before scheduling the interviews.

Online Interview Formats

The changing course of the coronavirus disease (COVID-19) pandemic, with
infection rates surging both nationally and regionally, required countries across the globe
to implement a range of public health and social measures, which included movement
restrictions, partial closure or closure of schools and businesses, quarantine in specific
geographic areas, and restrictions in international travel (World Health Organization,
2020). Thus, for the safety of research participants, the institutional review board (IRB)
did not allow any human subject research in person, which required the researcher to
collect data through online venues.

The researcher used two options for an online interview: synchronous and
asynchronous formats. Based on participant preferences, three participants (two teachers
and one parent) were interviewed with the synchronous format: two participants (one
teacher and one parent) used FaceTime Audio, a voice-to-voice real-time interview over
the phone, and one teacher used FaceTime Video, which added a video component.
These interview types helped the researcher uncover participants’ understanding of their
experiences and interpret their meaning. Using synchronous interviews facilitated
interpretation of parents’ and teachers’ understanding of the collaboration for successful
family engagement for children with LDs, presented the participants’ views of the

phenomenon, and provided valuable and helpful information to the readers. In addition,
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online real-time interviews allowed the researcher to explore unanticipated issues as they
appeared during online interaction between the researcher and the participants. Thus, the
results obtained were a valid reflection of the participants’ feelings because the method
was readily understood and follow-up and clarification were possible, so the findings
were believable (Marshall & Rossman, 2011).

In addition, the researcher sought permission from the participants to audio record
the interviews to facilitate data analysis. The researcher explained the reasons for the
audio recording and confirmed that interviewees’ privacy is paramount (Marshall &
Rossman, 2011). Fortunately, all three participants with either FaceTime Audio or
FaceTime Video interviews agreed to recording of their interview. The interviews were
recorded through Voice Memos.

The other option that the researcher used was asynchronous interviews. Five
participants (two teachers and three parents) preferred this approach, which was
implemented with WhatsApp voice messages. This type of interview provided the
researcher with a ready voice recording, which saved the researcher time and effort in
recording the interviews.

As with any data collection method, online interviews have strengths and
weaknesses, which the researcher considered in conducting this study. Some obvious
weaknesses were that not everyone has access to various online tools or knowledge in
using them. Also, technology is always subject to breakdowns that can cause frustration
for both the participants and the researcher. While this did not happen, the researcher
considered these weaknesses and discussed a contingency plan with the participants.

Efforts were made to protect confidentiality when interviewing over the Internet.
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Interview Questions

The researcher worked with the chair advisor to develop a set of focus questions

and a researcher’s guide for the interviews. Table 1 lists the interview questions and shows

their alignment with the research questions. These questions discussed issues of family

engagement, collaboration, availability of support, and understanding and management of

the LD. Knowledge of these issues was gathered from the literature review.

Table 1

Research Questions with Interview Questions

Research Questions

Interview Questions

RQL:

RQ2:

RQ3:

RQ4:

(a) What is teachers’
understanding of collaboration
between home and school?

(b) What is parents’
understanding of collaboration
between home and school?

(a) What do teachers believe
they do to encourage
collaboration for successful
family engagement?

(b) What do parents believe
they do to encourage
collaboration for successful
family engagement?

(a) What do teachers believe
they do that discourages
collaboration for successful
family engagement?

(b) What do parents believe
they do that discourages
collaboration for successful
family engagement?

(a) What do teachers believe
could be done to improve
collaborating for successful
family engagement?

(b) What do parents believe
could be done to improve
collaborating for successful
family engagement?

=

What does collaboration mean for you?

. What do you think about the benefits of family

engagement in the education of students with
learning disabilities?

. Do you feel that the home and school collaborate

well? Why or why not?

What did the school do to encourage home-school
collaboration?

What did the parents do to encourage home-school
collaboration?

Avre there any areas that encourage home-school
collaboration?

. What did the school do to discourage home-school

collaboration?

. What did the parents do to discourage home-school

collaboration?

. Are there any areas of concern regarding the home

and school that discourage collaboration? If so,
please give examples.

What suggestions do you have for the home and
school to support you with home-school
collaboration?

. What kind of support do you need to help you

improve home-school collaboration?

Do you think the Saudi Ministry of Education
needs to do anything to increase home-school
collaboration?
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Interview Logistics

The interviews were scheduled via WhatsApp messages. Times were identified
based on the availability and convenience of the interviewees. Each interviewee was
assigned a code to protect confidentiality, according to IRB procedures. Follow-up
WhatsApp messages were sent to each participant confirming the interview date and
time, including details of the recording process and plans for follow-up.

The interviews were conducted virtually in the researcher’s office, which was
comfortable, private, and quiet enough to record the sessions. The length of synchronous
interviews ranged from 40 to 90 minutes, with the average being 60 minutes. The length
of asynchronous interviews ranged from 1 to 3 hours based on the duration of the
recording messages.

During the data collection stage, the researcher’s responsibilities were to guide the
interview to collect in-depth data concerning home-school collaboration, take
comprehensive notes, operate the recorder, and handle environmental conditions. In-
depth online interviews were conducted by the researcher within a 2-week period, from
February 1, 2021, to February 17, 2021.

As a measure of trustworthiness, prolonged engagement was employed in
conducting the interviews. The researcher identified common ground with the
participants by using small talk to help establish rapport. The researcher was empathic
and allowed the participants to talk about themselves, their likes and dislikes, needs and
wants, and problems and successes, by asking open-ended questions and giving them
time to talk. The researcher showed genuine interest in them, saw things from their

perspective, and recognized their emotions. Moreover, the researcher mirrored and
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matched the participants to build rapport by making herself more like the other person,
such as using similar language, watching their body language, and matching their speech
patterns. In addition, the researcher created a supportive environment, encouraged the
participants to talk and express their opinions, and reported the key points and sought
verification from participants to avoid inadequate data.

The researcher ended the interview by summarizing parents’ and teachers’ ideas
and asking for their final thoughts and opinions. After the interviews conducted
synchronously, the researcher wrote immediate reflections, with descriptive notes on
behavior, verbal and nonverbal cues, parenthetical thoughts of the researcher, and so on.
Post-interview notes allowed the researcher to monitor the process of data collection,
helped in later analysis, and were used as a trustworthiness measure in the form of an
audit trail.

With prior permission, following each interview, the researcher examined and
debriefed the findings and summarized the main themes and ideas. This session was very
important because it helped the researcher provide the initial framework for determining
the major findings and allowed the researcher to follow up with participants who agreed
to conduct an asynchronous interview via WhatsApp voice messages.

In addition, the researcher planned to reciprocate for people who adjusted to the
researcher’s presence and gave their time to the researcher. The researcher sent
appreciation voice messages to the participants directly after the interviews to thank them

for sharing their time with the researcher to help her understand group norms.
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Since interviews were conducted in Saudi Arabia with participants whose primary
language is Arabic, the interviews were first transcribed in Arabic and then translated into

English by the researcher, as she is fluent in both languages.

Data Storage

Audio files from recorded FaceTime Audio and FaceTime Video interviews were
stored in a password-protected phone. As a measure of trustworthiness, immediately after
each interview, the researcher transferred the stored audio file to her personal email to be
stored in a password-protected computer, so no identifying information of interviewees
was disclosed throughout the process. According to IRB procedures and to protect
confidentiality, all data were stored in a password-protected computer. Backup copies of
computer files were saved in a locked shelf in the researcher’s office.

The researcher implemented strategies to organize, secure, store, and retrieve data
for later analysis. The researcher developed a data collection matrix to locate and identify
information for analysis. Two files were created: the first was labeled “Participants’
Voice Recording” and was organized by assigned code. The second was labeled
“Participants’ Responses and Notes.” Each participant had two files, one in Arabic and
one in English. This led to 16 files stored on a password-protected computer that only the
researcher had access to. The researcher used these files in data analysis to create a
master list of types of information gathered and to develop themes and clusters as

findings for this study.
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Data Analysis

Thematic analysis was used as a method for data analysis. This section describes

how the data were managed, analyzed, and interpreted.

Organizing Data

The researcher started by organizing the data. The information from the
interviews served as the descriptions from which the researcher obtained information. All
the interviews were audio-recorded with agreement of the participants and saved in
organized files. The researcher started by listening to the recorded interviews several
times to ensure the quality of the recording, get intimately familiar with the discussion,
and improve her questioning technique.

Then, the researcher transcribed each recorded interview in Arabic verbatim, with
the transcripts providing the best database for later analysis (Merriam & Tisdell, 2016).
Although this was a tedious process, it increased the researcher’s familiarity with the data
and allowed the researcher to write analytic memos along the way and saved time.

Following development of the Arabic transcript, the researcher translated and
inferred English meaning from the original Arabic responses. This step involved going
back and forth between the Arabic and English transcripts to become acquainted with the
data and ensure that the proper meaning was extracted. Further, the researcher also
considered any notes of any statement mentioned by the participant that seemed
important to them, and used them during translation to the English meaning from
participants’ original Arabic responses to improve the accuracy of the translation. Both

the Arabic and English transcripts were saved.
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In the transcripts, at the top of the first page, the researcher identified when,
where, and with whom the interview was conducted. As a crucial factor to facilitate
analysis, the researcher added line numbering down the left-hand side of the page, with
the numbering continuing through the full interview. The interview questions were in
bold, which further enabled ease of reading. The researcher left a wide enough margin on

the right-hand side of the page to add notes while analyzing the transcript.

Reviewing Transcripts

To ensure the conformability of the data, the researcher printed all transcripts and
intimately engaged with the data by reading and rereading the transcripts to become
intimate with the material before breaking it into parts. This step, known as reading and
memoing, involved writing in the margins any notes, comments, or observations that
were interesting or potentially relevant or important to the study and combining them into

one list.

Coding and Creating Themes

As a third step, the researcher described, classified, and interpreted the data into
codes, clusters, and themes. According to Creswell (2013), in this step, the researcher
moves from the previous step of reading and memoing to forming codes or categories,
which involves the researcher making meaning of data that help to answer the research
questions.

The coding process began with open coding. According to Lincoln (2007), open
codes can be as small as a word or as large as a description of a particular incident, and

they must meet two criteria. The segments should be related to different databases being
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used in a study, and they should be interpretable by themselves without any need for
additional information. Therefore, a hard copy of the interview data was printed and the
researcher hand-coded the data to promote accuracy and consistency in coding. In this
process, the researcher identified any meaningful segments of data that could answer the
research questions, with codes that could stand by themselves, involved the most
frequently used words, and included codes that had different perspectives.

Here, the researcher reviewed the databases and developed a list of tentative
codes. Not all the segments were used in the study, as some were discarded. The
researcher kept in mind the list of codes constructed from the first reading of transcripts.
These two lists then merged into one master list of concepts derived from both sets of
data. According to Merriam and Tisdell (2016), the process of grouping open codes is
either called “axial coding” or “analytical coding.” After open coding was completed, the
researcher used two Microsoft Word files to generate a complete list of codes for teachers
and parents. A total of 592 codes for teachers and 637 codes for parents were listed
(Appendices D and E).

Then, the researcher moved beyond coding and classifying the information as
parts to considering themes and deciding how the data would fit together. According to
Merriam and Tisdell (2016), this is a complex process, and it is easier for the researcher
to think about this process as a dialectic, moving between seeing the big-picture themes
to the particular codes. The researcher looked for a broad unit of information that
captured some recurring patterns and then modified concepts from the conceptual
framework and the literature review (Marshall & Rossman, 2014). The researcher looked

through the lens of the current study to help construct themes. Because this research used
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a basic qualitative design that focused on how teachers and parents worked together
towards a common goal in a collaborative partnership, the researcher looked through that
lens and used deductive analysis to generate themes from the literature to be used to
answer and understand the research questions for this study (Merriam & Tisdell, 2016).

Four themes were generated from prior research. In Chapter 2, the researcher
discussed an ongoing collaboration method between various educational stakeholders,
including parents, teachers, and administrators. Therefore, the dual capacity-building
framework for family-school partnership was one example discussed in the literature
suggesting that partnerships between home and school can only develop and achieve their
desired outcomes if both families and staff have the requisite collective capacity to
engage in partnership. Mapp and Kuttner (2013) identified four components of the dual
capacity-building framework that can promote effective relationships between families
and learning institutions: cognition, connections, confidence, and capabilities. According
to Mapp and Kuttner (2013), these four components can be used to create a set of criteria
from which to identify metrics to measure and evaluate policies and programs for family
engagement. Thus, the researcher used the names of the four components as themes to
help answer and understand the research questions.

After reflecting on the main insights that she gleaned, as well as the research
questions and the main themes that emerged from the literature, the researcher went back
to the particular codes to support what she thought about the big-picture themes.
According to Merriam and Tisdell (2016), this step involves the researcher coming up
with smaller and more comprehensive categories. In this step, the researcher developed a

“cluster” using constant comparative methods (Merriam & Tisdell, 2016). The researcher
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combined the codes into fewer and more comprehensive clusters. This step was used for
both the teacher and parent code lists to develop one final list of codes that helped to
answer the research questions.

The researcher repeated this step several times—each time thinking about the
main insight, the research questions, and the themes. The researcher considered selecting
the most useful data to support the emerging story, illuminate the questions asked, and
decide how they were central to the story of the social phenomenon (Marshall &
Rossman, 2011).

Finally, the researcher developed the final list of codes, themes, and clusters,
which helped her interpret the data and answer the research questions. In this final step of
the coding process, the researcher approached the larger meaning of the data by
developing codes, forming themes from the codes, and organizing the themes into

clusters.

Data Presentation

As the fourth step in the data analysis process, the researcher decided how to
represent and visualize the data. According to Creswell (2013), there are several ways to
represent the data, such as a visual image of the information, a comparison table, a
matriX, or a hierarchical tree diagram. For this study, the researcher decided to create
visual images that presented the themes, clusters, and selected codes and specified the

relationship among categories of information.
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Validity and Reliability/Trustworthiness

According to Creswell (2013), there are multiple validation strategies researchers
can use regardless of their type of qualitative approach, and this is very important to
consider because it increases the validity, reliability, and credibility of the study. This
study employed five strategies as criteria to judge the soundness of the qualitative study
and to establish a level of quality and trustworthiness in the data analysis.

The first strategy, prolonged engagement and persistent observation, was used to
help ensure the rigor and usefulness of this qualitative study. Prolonged engagement
involves “building trust with participants, learning the culture, and checking for
misinformation that stems from distortions introduced by the researcher or informants”
(Creswell, 2013, p. 251). As indicated above, the researcher attempted to develop good
rapport with the participants and ensured that interviews were long enough to identify
salient issues. The researcher virtually interacted with parents and teachers from four
schools who constructed reality about the issue that was explored. Hour-long interviews
were held with the participants to get rich information that helped the researcher
understand the meaning the phenomenon had for those involved. Examples of
interviewee quotes are included in Chapter 4. In addition, the researcher provided an in-
depth description of the setting and participants as well as the procedures used to indicate
this study’s credibility..

The second strategy was a “rich, thick description” that “allows readers to make
decisions regarding transferability” (Creswell, 2013, p. 252). The researcher implemented
this strategy independently to ensure validity. The researcher provided a deep description

of selection procedures, data collection procedures, data analysis procedures, and the
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findings—including participant quotes—to make the results applicable to other settings.
As indicated above, the participants were parents of learners with LDs and special
education teachers in a universal setting which was a school. Thus, it is possible that
other parents and teachers in similar settings with a similar issue might experience the
same phenomena.

The third strategy was “external audit,” which involves aligning the research
questions with interview questions. The researcher worked with the chair advisor and
committee members who provided an external check of the research process to ensure
reliability. The research questions, interview questions, findings, interpretations, and
conclusions were aligned as a cohesive design and met the standards of trustworthiness of
the overall design.

The fourth strategy was an audit trail. The researcher provided a detailed
description of how data were collected, how themes were derived, and how decisions
were made throughout the study to ensure reliability. To construct this trail, the
researcher kept a research journal that included the process of conducting the research,
reflections, questions, and the decisions regarding the problem, issues, and ideas that the
researcher encountered in collecting the data (Merriam & Tisdell, 2016).

Fifth, the researcher ensured the conformability of the data, which means that the
data and the interpretation are not figments of the researcher’s imagination (Cohen et al.,
2013). As indicated in the analysis step, the transcripts were repeatedly read line-by-line
and the researcher highlighted descriptive, linguistic, and conceptual comments to
increase familiarity with the prose. Themes were developed based on the initial

comments, which aimed to combine participants’ accounts and interpretation.
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Connections were then made across the themes within each transcript. The themes were

then reviewed to ensure they were grounded in the original data.

Ethical Precautions

In this study, every precaution was taken to safeguard against any potential
negative effects and limit the risks of those involved. The IRB approval process of
George Washington University was followed. Every effort was made to ensure the
confidentiality and anonymity of the subjects of this study.

The researcher sought permission from a human subject review board and the
Ministry of Education in Saudi Arabia. The IRB was responsible for providing guidance
and oversight for the human participant protection program and for helping to maintain
compliance with applicable laws, regulations, and policies (Enfield & Truwit, 2008). In
addition, the role of the Ministry of Education was to facilitate the researcher’s data
collection procedures, as they asked the Department of Special Education in Medina City
in Saudi Arabia to provide the researcher with the information needed to conduct the
research. This process required the researcher to submit to the board a detailed proposal
of the procedures used in this study. Also, the researcher submitted a sample consent
form (i.e., a consent form that ensures the protection of human subjects from unnecessary
harm) to the IRB to be examined and as another check of the proposed scientific methods
so that the highest quality is guaranteed (Enfield & Truwit, 2008).

On November 17, 2020, the IRB fully approved this study, and on January 14,
2021, the Special Education Department provided the researcher with all the information
needed to move forward with the research. The researcher did not include any identifying

information about the participants in this dissertation and will not identify subjects’
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names and locations in future publications and presentations. All research records will be

stored in a secure location, with only the researcher having access to these records.

Chapter Summary

This chapter presented the study’s methodology. This study utilized a basic
qualitative research design because the researcher was interested in understanding the
meaning constructed and interpreted by those involved in the study. Data were collected
through online interviews, and the questions asked in the interviews were based on the
theoretical framework of this study. The analysis of the data involved identifying
recurring patterns that characterized the data. Findings were recurring patterns or themes
supported by the data from which they were derived. The overall interpretation was the

researcher’s understanding of the participants’ understanding of the phenomenon.
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CHAPTER 4:

RESULTS

Data were analyzed to answer the following research questions:

RQ1: (a) What is teachers’ understanding of collaboration between home and
school?
(b) What is parents’ understanding of collaboration between home and
school?

RQ2: (a) What do teachers believe they do to encourage collaboration for
successful family engagement?
(b) What do parents believe they do to encourage collaboration for
successful family engagement?

RQ3: (a) What do teachers believe they do to discourage collaboration for
successful family engagement?
(b) What do parents believe they do to discourage collaboration for
successful family engagement?

RQ4: (a) What do teachers believe could be done to improve collaborating for
successful family engagement?
(b) What do parents believe could be done to improve collaborating for
successful family engagement?

The chapter begins by providing background information on the purpose of the

research and an overview of the codes, clusters, and themes identified from the virtual
interviews conducted in this research. The results are then organized based on the four

themes that helped to answer the research questions: (a) cognition, (b) connection,
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(c) confidence, and (d) capability. The final sections discuss the high level of

interrelationship across themes, clusters, and codes.

Brief Background of the Current Research

The current research focused on understanding parents’ and teachers’ perceptions
of the concept and implementation of home-school collaboration as a best practice to
improve family engagement in the education of children with learning disabilities (LDs).

Chapter 2 discussed relevant research related to issues of LDs as conditions that
impede learning and social life for many children, adolescents, adults, and their families.
It also stated that students with LDs are in deep need of mutual collaboration between
home and school. In particular, studies revealed that family engagement in education for
children with LD is important because it leads to positive outcomes for learners. Many
schools lack the capacity to provide personalized care for children with LDs; thus, it is
imperative for parents to collaborate with schools to enhance learning. Due to the obvious
benefits that accrue to learners from family-school collaboration, it is important for
policymakers to support such programs in the future.

The Ministry of Education in the Kingdom of Saudi Arabia (KSA) plays a major
role in shaping special education services. However, evidence from previous research
revealed that the level of family engagement in the education of children with LDs in
Saudi Arabia is insufficient. Parents are rarely involved in the formulation and
implementation of individualized education programs (IEPs). More importantly, parents
and other family members of children with LDs need to be guided on the specific roles

they are supposed to play within the school.
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Current government efforts to enhance the levels of family engagement can be
improved by studies on the factors that encourage and discourage collaboration between
families and schools. Thus, the researcher sought to attain a complex understanding of
the issue of collaboration between home and school. Consequently, a basic qualitative
research design was utilized. Data were collected through online interviews, and the
questions asked in the interview were dependent on the theoretical framework of this

study.

Overview of Codes, Clusters, and Themes

After the completion of the data analysis and coding process, as described in
Chapter 3, the researcher reviewed the data and corresponding quotes a final time.
Several codes that were closely aligned were combined. The final themes, clusters, and

codes are listed in Table 2.

Table 2
Themes, Clusters, and Codes
Theme Cluster Code
Cognition  Integration A true integrated partnership
Community partnership
Relationship
Quality of Fundamental pillar
learning Student improvement
outcomes Continuous improvement for students with learning
disabilities
Connection Connectedness Communication methods
Participation
Engagement Roles and responsibility

Encouragement and motivation

Confidence The challenge for  Barriers to collaboration for teachers, parents, and the
collaboration school system*
Teachers’ and parents’ attitudes toward learning
disabilities*
Capability = Empowerment Help and support
Communication commitment
Awareness and development programs*
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*Combined code.
These themes aligned with the four components of the dual capacity-building

framework for family-school partnerships. The work of Mapp and Kuttner (2013)
assisted in answering the research questions. In addition, several semantic codes were
closely aligned and combined within different clusters. Figure 2 gives a visual

representation of the distribution of codes.

Awareness and development...

Communication Commitment c ition/I .

t t t
Help and support ognition/Integration
Learning disability and Teachers’...
Cognition/Quality of learning

outcomes

Barriers for collaboration teacher,...
Encouragement and Motivation
Roles and responsibility Connection/Connectedness
Participation
Communication methods Connection/Engagement

Continuous improvement for...

Student improvement Confidence/The challenge for
Fundamental pillar collaboration

Relationship .
Community Partnership I Capability/Empowerment

A true integrated partnership I

0 20 40 60 80 100 120 140

Figure 2. Distribution of codes.

The most frequently identified codes were found within the themes of connection
and confidence, including role and responsibility, barriers to collaboration for teachers,
parents, and the school system, as well as teachers’ and parents’ attitudes toward LD.

All four components were widely identified in the data. As a point of reference,
the term themes and components are used interchangeably in the narrative. Figure 3

depicts the prevalence of these four themes and lists the corresponding data clusters. In
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this figure and subsequent figures in Chapter 4, the circles within the figures vary in size
to demonstrate the variation in frequency of themes, clusters, and codes found in the data.
Therefore, the largest circles represent codes with the highest frequency and the smallest

represent those with the lowest frequency.

DATA CLUSTER Theme (Components) DATA CLUSTER

Empowerment \ Capability

g Connectedness
The Challenge of Confidence Connection

Collaboration

Engagement

Figure 3. Prevalence of themes and clusters. The clusters are color coded to match the
themes.

The most prevalent theme or component identified in the data analysis was
connection. That was followed by confidence, and almost equally represented was
capability. Cognition was well represented, but at a lesser frequency in the data.

The next four sections present an analysis of the four themes or components
identified in the data analysis. The researcher presented the themes in order of the
research questions, with cognition aligned with Research Question 1, on understanding of
collaboration between home and school; connection, with Research Question 2, on

factors that encourage collaboration; confidence, with Research Question 3, on factors
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that discourage collaboration; and capability, with Research Question 4, on ways to

improve collaboration.

Theme 1: Cognition

Cognition was identified in the data analysis at a lesser frequency, but was
utilized as the first component to answer the first research question. Cognition entails the
assumptions, beliefs, and worldview that staff need to have to ensure that they are
committed to working as partners with families. According to Mapp and Kuttner (2013),
parents and staff must believe in the value of interactive partnerships for improving the
student learning environment. The clusters within this theme help to construct the
meaning of collaboration and to understand the teachers’ and parents’ beliefs and
worldviews related to the importance and benefit of collaboration. There were two
clusters within this theme: (1) integration and (2) quality of learning outcomes. These
clusters and their codes are visually represented in Figure 4. Integration and quality of
learning outcomes were equally presented in the data. Each cluster was evidenced in

three data codes (Figure 4).

DATA CODE Cognition Theme: Clusters DATA CODE

Fundamental Pillar

Student .
Improvement Qua"tY of
Learning Integration
Continuous Outcomes
Improvement for
Students with
Learning

Disabilities

Figure 4. Cognition clusters and codes.
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Cluster 1: Integration

Integration describes how teachers and parents understand the meaning of
collaboration. Integration was revealed in three codes: (1) a true integrated partnership,

(2) community partnership, and (3) relationship. Each code is discussed below.

Code 1: A True Integrated Partnership

A prevalent code found in the integration cluster data was a true integrated
partnership. From the teacher’s perspective, parents should feel that they are an integral
part of the school. Linking to the concept of collaboration, teachers stated that integration
means the school working collaboratively with parents and helping them feel that they
are part of the school and cannot be separated. This integration was described as both
parties exchanging information. The following quote summarizes how teachers

understood integration:

A true integrated partnership that provides information, experiences, and skills in
proper dealing with the student at home and in the school. (Teacher 3, interview,
February 7, 2021)

Parents felt integrated when they felt that their opinion was important; they know
more about the students, and the school asks for their opinions and engages in dialogue
with them on all things beneficial to the students. This quote is an example of how

parents understand integration and collaboration:

The school staff are very collaborative with family and they make you feel
concerned and important, and they help parents to feel that they are an integral
part of the school. (Parent 2, interview, February 5, 2021)
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Code 2: Community Partnership

The second most represented data code within the integration cluster was
community partnership, which is best described as working together and bringing
together the family and the school. Teachers and parents believed that home-school
collaboration is an effective element for the success of the educational process. They also
believed that the educational process should be carried out under the principle of
community partnership.

The following quote summarizes the teachers’ perception:

Teacher’s role is very important and difficult at the same time and they cannot
achieve all the desired goals in teaching students with learning disabilities on their
own, and this educational procedure must be carried out according to the principle
of community partnership. (Teacher 3, interview, February 7, 2021)

Data showed that parents and teachers need to work together in setting goals and
treatment plans, choosing the appropriate educational method and classroom
environment, and following up on the students. The following quote provides a summary

of parents’ perception of this effort:

If I am the student’s mother, and I did not collaborate with the school, or if | was
not working with them, how does the educational process succeed and how can
the school know important or special things for the student, such as health
matters. All these matters are known through the mother. (Parent 3, interview,
February 10, 2021)

Data revealed that all teachers, and not only the special education teachers,
wanted parents and the school to work together for the benefit of the students. One of the

teachers stated:

We should all work for the benefit of the students. If every one of these
individuals or administrators in the school and parents care about the benefit of
the student, we will overcome this difficulty because the difficulties do not end,
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but we can all help the child overcome this difficulty and his or her life can
continue to be better. (Teacher 2, interview, February 3, 2021)

Code 3: Relationship

The third data code within the cluster of integration was relationship. Data
accentuating the importance of collaboration were woven into this code in terms of how
teachers and parents build good relationships. Teacher 1 commented, “All school
members need to collaborate to build good relationships with families” (interview,
February 1, 2021). Parents understood that this relationship is continuous. One of the

parents stated:

One of the benefits of collaboration is that it helps to form good relationships with
school officials, so that these relationships may extend outside the school
building. (Parent 3, interview, February 10, 2021)

Meanwhile, interviewees including teachers and parents were in awe of the
capacity of the group to build good relationships that benefit students with LDs. The

following quotes provide a summary of the perception of teachers and parents:

Many teachers do not have a desire to communicate outside the school because
that causes inconvenience, and do not want to share their private numbers with
parents, or they do not have a desire to contact the parent and they prefer that
communication be done by the school administration. (Teacher 2, interview,
February 3, 2021)

Benefits of family collaboration are very essential, as | mentioned, and I think it is
important and it is very beneficial for a parent to form a good relationship with
the teacher. Though I know this is very important, | don’t have time to go to the
school, and | know that if | went to her teacher, her teacher will welcome me, but
the volume and responsibility for my own work is very large. (Parent 4, interview,
February 16, 2021).

In summary, the cluster of integration within the theme of cognition was revealed

in three codes: a true integrated partnership, community partnership, and relationship. In
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continuation of the exploration of the theme of cognition, data analysis of the second

cluster identified in the data as quality of learning outcomes is discussed.

Cluster 2: Quality of Learning Outcomes

Quiality of learning outcomes was the second cluster identified within the theme
of cognition. Quality of learning outcomes involves the teachers’ and parents’
understanding of the benefit of collaboration. This cluster was revealed in three codes:
(1) fundamental pillar, (2) student improvement, and (3) continuous improvement for

students with LDs. Each of these codes is discussed below.

Code 1: Fundamental Pillar

The first code within the cluster of quality of learning outcomes was fundamental
pillar, which is how teachers and parents recognized the importance of the collaboration
between home and school. Teachers and parents believed that this collaboration is very
necessary and is a fundamental pillar for the learning process, as indicated by this

respondent:

Collaboration is the foundation of teaching students with learning disabilities. |
cannot separate between school and home and if the collaboration in our schools
is appropriate, the student’s level will continuously improve. (Teacher 2,
interview, February 3, 2021)

The data supported the driving force of this work for the benefit of learning outcomes.
Data showed that collaboration helps families understand the needs of their
daughter with LD and the necessary facilities to achieve the greatest benefit for the
student, which leads to continuous improvement for students with LDs. Teachers believe
that there must be collaboration between the family and the school, which helps to reduce

the problems that confront general education teachers and the teachers of students with
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LDs. Collaboration also reduces the burden on the school in following up or on focusing

on the child, as indicated by this respondent:

It helps family to understand the needs of their daughter with learning disabilities,
solve problems and to make appropriate decisions at the right time. It also reduces
the problems that confront general education teachers and the teacher of students
with learning disabilities, and helps to develop the student’s level psychologically
and academically. (Teacher 4, interview, February 14, 2021)

This respondent described the benefit of the collaboration from a parent’s perspective:

Collaboration is essential, and the school that does not reinforce and support this
concept is considered a deficiency in the school system, because communication
and collaboration between home and school is essential in terms of supporting and
modifying the behavior of the student. Parents are not present with the students in
the school, but they can identify the student’s academic level through grades or
through final exams. However, traits such as behavior, skills, and social
communication can only be known through contacting the student’s teacher.
(Parent 4, interview, February 16, 2021)

Code 2: Student Improvement
The second code within the cluster of quality of learning outcomes was students’

improvement. Parent interviewees commented:

The interest and confidence from family raises the child’s self-confidence; his
psyche becomes high, and he becomes beneficial to the society. All these skills
and talents benefit both the society and the student; this leads to the advancement
of the student’s level in all aspects of health, social, academic, development and
others, and helps in solving the problems that they face in the school and home
environment. (Parent 2, interview, February 5, 2021)

Parents’ involvement in the education process reinforces morale and makes this
child a self-confident person who is more serious in learning the methods that are
useful in studying and understand the educational curricula and love of learning
itself. (Parent 3, interview, February 10, 2021)

In addition, teachers linked home and school collaboration to student improvement, and
they constantly expressed that home-school collaboration is an important step in

supporting a child’s positive engagement in the learning and social aspects of school life.
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Teachers believed that children’s competence, participation, positive learning, and social

behaviors required active partnerships with families, as indicated by this respondent:

Home-school collaboration helps students to have positive attitudes towards
school, as it improves student behavior, increases the student’s potential to do
homework, increases the student’s participation in school activities, and improves
school attendance. (Teacher 1, interview, February 1, 2021)

Code 3: Continuous Improvement for Students with Learning Disabilities

The third code within the cluster of quality of learning outcomes was continuous
improvement for students with LDs. The data showed that teachers focused the benefit of
this collaboration on raising the academic level of students with LDs. Teachers revealed
that the main benefit of collaboration is to help students be aware of and overcome their

difficulties and discover their strengths and weaknesses.

Undoubtedly, collaboration contributes to the improvement of the student’s level
and helps both family and school to know the student’s strengths and weaknesses
in terms of academic and daily life skills. (Teacher 3, interview, February 7,
2021)

One parent interviewees stated:

When the family is in contact with the special education teacher, the results will
be impressive for the child, and it helps to improve the learning process, develop
capabilities and skills, and expand awareness. (Parent 1, interview, February 2,
2021)

In summary, the cluster of quality of learning outcomes within the theme of
cognition was revealed in three codes: fundamental pillar, student improvement, and

continuous improvement for student with LDs.
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Summary of the Cognition Theme

In summary, data supporting the theme of cognition was demonstrated in two
clusters—integration and quality of learning outcomes—and their corresponding codes.

The next section explores the data found within the second theme, connection.

Theme 2: Connection

The most frequent theme found in the data analysis was connection, described in
the literature as important relationships and networks that are critical in the formation of
child-centered learning environment. According to Mapp and Kuttner (2013), social
capital networks should focus on family-teacher relationships, as well as collaborations
with external stakeholders, such as the community and organizations. This theme gives
insight into the strategies used by teachers and parents to form this relationship; these
were reflected in two clusters, connectedness and engagement. These two clusters
encompassed several codes that reflected both the teachers’ and the parents’ responses to

the second research question (Figure 5). The clusters each had two data codes.

DATA CODE Connection Theme: Clusters DATA CODE

Roles and
Responsibility

Engagement

Encouragement and
Motivation

Figure 5. Connection clusters and codes.
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Cluster 1: Connectedness

Connection was represented within the cluster of connectedness. Connectedness is
described as lasting relationships between home and school with different communication
methods and through continuous personal and professional participation. Within this
cluster, two codes were found in the data: (1) communication methods and (2)

participation.

Code 1: Communication Methods
The first data code within the cluster of connectedness was communication
methods. Communication was ongoing and frequent through a broad spectrum of

modalities, as depicted in Figure 6.

Bimonthly
individual
meeting

Paper
notices WhatsApp
Modalities of
Communcation
Text
messages Phone calls

Figure 6. The modalities of communication.
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Data revealed that different methods of communication were used to ensure that
teachers and parents were contacted frequently. Teachers used different methods to
ensure that parents had up-to-date information about their children and to facilitate
communication. In addition, face-to-face meetings occurred frequently, including
bimonthly individual parent meetings. Teachers and parents also interacted electronically

through WhatsApp, phone calls, emails, and text messages, as shown in this quote:

Use different communication methods, by either asking parents to attend to
school, and if she is not able, it is either by text messages, WhatsApp messages,
or paper notices. (Teacher 3, interview, February 7, 2021)

While teachers and parents met regularly based on the timelines of their scheduled
meeting events and signed documents, there was flexibility and adaptability in scheduling
parents’ and teachers’ meetings to ensure the participation of the most parents. One of the

mothers commented:

The school is trying to hold a school meeting with a parent for each grade level in
different days so that each mother can have the chance to meet the school
administration, general education teacher, or special education teacher. (Parent 3,
interview, February 10, 2021)

Data revealed that communication occurred when teachers noticed delays in the
students’ progress, frequent absences, or negligence of the child’s health condition, as
well as when general education teachers wanted to refer the child to the special education
teacher for a placement test or when an IEP needed to be planned or signed. Other
interactions occurred because of mandatory parent-teacher conferences, or when different
events at the school building were targeted at students and their family and there was an
expectation that everyone could contribute in the events. The following quotes provide

different examples of the reasons parents and teachers communicate:
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Students’ counselor calls student’s parent and sends official letters to invite
parents to attend school meeting. (Teacher 4, interview, February 14, 2021)

There is a female student who had a nose piercing of approximately 1.50 ml since
birth and her health condition was neglected until the student reached the age of 8,
which led to the aggravation of the situation. This accounted for the frequent
absence of the student due to stigmatization by her classmates; this negatively
affected her academic and psychological level of the student leading to her
repetition of the school year. An attempt was made by the school several times to
communicate with the student’s parents. (Teacher 3, interview, February 7, 2021)

Yes, there is contact between the family and the school through phone calls and
inviting parent to attend meeting held for mothers of students with learning
difficulties and asking them to attend school events. (Parent 1, interview,
February 2, 2021)

| think my daughter’s school is collaborating well with all the families, as well as
they always follow-up and ask if my daughter is absent or any problem that
occurred. . . . They always ask, “Why is your daughter absent today?” “Where are
you?” and “Why you did not attend the mothers’ council?” (Parent 2, interview,
February 5, 2021)

Since my daughter was in kindergarten, she had a private teacher at home and she
was doing well, but in the third grade of primary school, her school teacher
contacted me and told me that my daughter has a delay in reading and that she
needs to join the learning disabilities class. (Parent 4, interview, February 16,
2021)

Also, interactions occurred when the child had a problem in the school, when
parents were concerned about teaching methods or about the placement decision, or when
parents were responding to an invitation about school activities. The following quotes

describe these reasons for parents and teachers to communicate:

There must be continuous collaboration and communication with the school,
whether by phone, visit to the school, meeting with the student’s counselor,
general education teachers, or special education teacher, to discuss any matter
concerning the student. (Parent 3, interview, February 10, 2021)

| also discuss with the teacher about any development in my daughter’s level, so
that I know the reason, and also if | notice that my daughter is not doing well in a
certain subject, | go to her teacher to find out what the reason is and try to solve it.
(Parent 1, interview, February 2, 2021)
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For example, if there are misunderstandings, or if my daughter has a problem with
her friends, or if she did not understand the lesson, I go to her teacher and ask
what is the reason or what can | offer. | also contact the teacher and ask about
participation, and if she has a problem with a certain subject, or the teacher is not
able to deliver the information well, 1 go to the school and | speak with the
director and the school consular. (Parent 2, interview, February 5, 2021)

Code 2: Participation

Participation, a second code within the cluster of connectedness, was described as
enduring parent-teacher relationships with deep connections. Data showed that
interaction among teachers and parents was structured and unstructured. The bimonthly
individual parent meetings, WhatsApp messages, phone calls, emails, and text messages
provided ongoing opportunities for parents and teachers to develop professional
relationships, which facilitated a comfort level of ongoing communication and
connections. Furthermore, personal relationships and deep connections were often
developed through engagement in school activities and participation in school or home
events, such as birthday parties, national events, or open day.

Connectedness was found in the relationships between parents and teachers that
occurred during participation in school activities and was described in the data as friendly
and pleasant. Also, connectedness was evident in the efforts of special education teachers

to improve participation among students with LDs and their families.

The activities, events, and competitions that are held in special education classes
have helped significantly in changing the wrong stereotype of students with
learning disabilities in the school. . . . After the activities that were established and
held in the school and the use of modern technology in the resource room and
making competitions between the class, even the students in the general education
classroom were very excited about the competition and had a desire to come to
the resource room and participate with their students in the learning process, and
it also had a very big role in reducing the percentage of absence among students.
(Teacher 2, interview, February 3, 2021)
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Many parent interviewees expressed how their participation in school activities or
in the educational process of their children helped them find new strategies of
communication and collaboration and enabled them to care more about their children,
understand their strengths and weaknesses, and be more effective in raising their children,

as indicated by this respondent:

When the family is in contact with the special education teacher, the results will
be impressive for the child, and it helps to improve the learning process, develop
capabilities and skills, and expand awareness. (Parent 1, interview, February 2,
2021)

However, both parent and teacher interviewees emphasized that the
extracurricular activities in the schools need to be harnessed to encouraged collaboration

between home and school, as revealed by this quote:

One of the things that facilitate collaboration and the way for communication
between the family and the school is the activities classes. Unfortunately, the
activities classes in our schools cannot be used in a good way; | mean, all the
activities classes are lost while the students are sitting, cleaning, and decorating
the classroom. . . . Activities outside school is one of the things that help family to
be engaged, such as sports activities in girls’ schools; this is one of the things that
attract parents, and | hope this is one of the things that apply in our schools.
(Parent 2, interview, February 5, 2021)

In summary, connectedness was reflected in communication methods and
participation. The following section addresses the second cluster within the theme of

connection.

Cluster 2: Engagement

The second cluster within the theme of connection was engagement. Engagement
implies processes and outcomes. Establishing and maintaining effective engagement

involves the use of a variety of skills and the presence of certain conditions, represented
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by two codes: (1) roles and responsibility and (2) encouragement. Each of these codes is

described below.

Code 1: Roles and Responsibility

Within the cluster of engagement, roles and responsibility was the most prevalent
code identified in the data analysis. This code clarifies and identifies the process of
engagement, which requires a clear understanding of roles and responsibilities to produce
an ongoing relationship that results in the pursuit and accomplishment of an agreed-upon
goal, which is the benefit of the child.

Data revealed that teachers tried to initiate contact with parents and inform them
about how their child was doing in learning. Teachers used parent-teacher conferences to
meet face-to-face and discuss with parents how and what a child was doing in school.
Also, sending students’ work folders home each week was evidence of the teachers’ role
in promoting engagement. Data revealed that teachers used this folder as a tool; it
included information about students’ grades and performance as a way for parents to
review and stay involved in their child’s progress and to communicate on an ongoing
basis.

Teachers promoted engagement when they facilitated communication and dealt
with parents in the way that suited them to overcome any difficulties that hindered
communication. One of the teachers went beyond regular communications methods and
tried to use modern technology, such as Facebook, Twitter, and Instagram, as an effective
and quick way to establish communication or to maintain ongoing feedback so that both

parents and teachers could stay updated on what was happening in the classroom.
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However, use of modern technology was not applicable among the parents, so
specific apps, such as WhatsApp, were an easier and better means for frequent
communication between teachers and parents. Teachers used this app to stay in touch
with parents about what was happening at school, invite parents to school activities or to
meetings, share important directives from the school, send reminders to parents, respond
to family inquiries, and build a classroom community. There was a transparency of
communication through frequent WhatsApp messages; many interviewees described the
ease of using WhatsApp or picking up the phone to resolve issues. One interviewee

stated:

| had the desire to use a variety of programs such as Facebook, Twitter, and
Instagram so that | could communicate with the parents well, but after getting to
know the group that | have, | found that most of them are not educated and do not
have the ability to use modern technological methods in order to communicate, so
the best option was to use WhatsApp. | know that it is not an official way to
communicate with parents, but my role is to be flexible in dealing in the way that
suits them and | am trying to overcome difficulties and barriers just for the benefit
of my students. (Teacher 2, interview, February 3, 2021)

In addition, the responsibility that parents shared with teachers was evidenced in
their roles in the education of their children. Data showed that parents were committed to
prioritizing their child’s educational goals, as they continued to communicate with each
other about the child’s progress at school, help with school homework, and attend
meetings when asked; they also showed a willingness to participate in school events or
activities. Moreover, the crucial roles of parents in promoting collaboration were
evidenced in certain efforts to maintain engagement as they responded to school inquiries
and provided information on the child’s strengths and weaknesses at home, as well as
background information on the child’s history and development and information on any

family factors that may affect the child’s learning.
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Some parents offered insight into whether current strategies and instruction were
helping the child to learn (even when not specifically asked) and provided suggestions for
change and improvement. For example, one parent described herself as an annoying
person because on her way to school, she was always asking about every single detail
about her daughter, and she never waited for the formal meeting to be scheduled before
going to the school. She also attended her daughter’s class and resource room because
she wanted to learn different educational methods and strategies to help her daughter
overcome her disability at home. She described this communication as a personal interest,

as reflected in the following quote:

Frankly, | have a personal interest. | mean, if I call the school and they did not
answer my call, | go to the school directly and ask about everything. I am mainly
concerned about my daughter. I mean, if anything happened, for example, if there
are misunderstandings, or if my daughter has a problem with her friends, or if she
did not understand the lesson, | go to her teacher and ask the reason or what | can
offer; I also contact the teacher and ask about participation, and if she has a
problem with a certain subject, or the teacher is not able to deliver the information
well, I go to the school and I speak with the director and the school counselor,
asking them to talk to the teacher in this regard and to take care of my daughter or
anything that I am not comfortable with. So frankly, I always go to school and
never leave any topic without asking questions or inquiring about my daughter.
(Parent 2, February 5, 2021)

Code 2: Encouragement and Motivation

The second code within the engagement cluster was encouragement and
motivation for teachers’ and parents’ collaboration. Encouragement was represented in
the data as a strategy to improve collaboration between home and school.

Teachers offered several ideas to encourage and motivate family engagement,
such as inviting family members to visit the classroom at any time, asking family
members to contribute materials for activities such as food and cake in open day

activities, providing jobs for family members in the school’s routine classroom, inviting
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them to help with activity preparation, and establishing different classroom field trips and
competitions and inviting family members to join. The teachers also suggested asking the
family members to share their input about classroom activities, encouraging families to
share suggestions or concerns with teachers, and finally helping parents to avoid feeling
overwhelmed or static by limiting negative observations and helping them to feel
welcome instead. Also, appreciation should be expressed for their positive contributions

and commitment. One respondent provided an excellent summary of these ideas:

Diversity of invitations topic submitted for the family to encourage them to attend
school, reduce the amount of school work sent to the parents to do at home, and
sending positive psychological reinforcement to the family because of their
previous collaboration. (Teacher 1, interview, February 1, 2021)

Also, parents’ perspective about strategies for encouragement was evident in
their appreciation when teachers invited them, asked about them, shared decisions
with them, celebrated their important days, gave full attention to each mother,
understood their needs and supported them, acknowledged their participation, honored
them, and provided certificates of thanks. Also, parents expressed the benefits of using
the neighborhood club to share their experience and get to know each other and share
aspects of their culture. Therefore, parents gave other ideas to improve family
engagement, such as inviting family members to be guest speakers to teach about a
certain subject (e.g., lead computer class activity or English class) or to share special
talents (e.g., sport activities, cooking class, crafts for the school), as indicated by this

respondent:

In the activity classes, | wish to develop abilities in the English language and
computer skills for students with learning difficulties, for example, collaborate
with a family who has a sister that has graduated with an English language or
computer certificate, so that the school can collaborate with them and invite them
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in the activity classes to give simple lessons in English grammar or computer and
give a certificate of thanks or field experience from the school’s administration,
thereby helping to derive benefit from the activity classes and also strengthen the
relationship between the family of the student and the school. (Parent 3, February
10, 2021)

In summary, the cluster of engagement within the theme of connection was

revealed in the two codes of roles and responsibility and encouragement and motivation.

Summary of the Connection Theme

In summary, the forms of connection between the home and the school were
clearly described in the codes within the clusters of connectedness and engagement.

The following section discusses the third theme identified in the literature: confidence.

Theme 3: Confidence

The second most prevalent theme or component identified in the data analysis
was confidence. Confidence refers to the individual level of self-efficacy. Staff and
families need a sense of comfort and self-belief in order to engage in a relationship.
According to Mapp and Kuttner (2013), self-efficacy is related to the level of
engagement and partnership across lines of cultural difference. Therefore, the clusters
within this theme help to address the obstacles and barriers that impact self-efficacy
among staff and families and the sense of comfort, which are essential structuring
elements to build proactive relationships between the home and the school. The
challenge of collaboration was the cluster for this theme. The codes found within this

cluster are listed in Figure 7.
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Confidence Theme: Clusters DATA CODE

Barriers to Collaboration for Teachers,

Parents, and the School System
The

Challenge of
Collaboration

Teachers’ and Parents’ Attitudes Toward
Learning Disabilities

Figure 7. Confidence clusters and codes.

Code 1: Barriers to Collaboration for Teachers, Parents, and the School System

The most prevalent data were found on the barriers to collaboration for teachers,
parents, and the school system. These combined codes address barriers that inhibited or
prevented teachers, parents, and the school from building strong relationships.

Data revealed that teachers wanted to collaborate with family; however, they
expressed lack of collaboration with family because of responsibilities for their class,

with a large number of students and a staff shortage, as indicated by this respondent:

Many teachers do not have a desire to communicate outside the school because it
causes inconvenience and do not want to share their private numbers with parents,
or they do not have a desire to contact the parent and they prefer that
communication be done by the school administration. Sometimes, the reason is
the shortage of staff in our school and the lack of counseling assistants who assist
special education teachers to communicate with parents. Also an increase in the
number of students in our classroom is considered one of the barriers that
discourages the teacher from communicating with most of the parents. (Teacher 2,
interview, February 3, 2021)

Some teachers did not have a chance to be exposed to strong examples of family
engagement during their teaching experience; others had not received training that

focused on partnership, and others did not want to collaborate with family because they
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stated that parents do not want to work toward this collaboration. Teachers stated that
some parents were dependent on the school in educating their children and they were
negligent and did not care about their children so they did not respond to phone calls, did
not attend meetings, and did not want to collaborate with the school because of their lack
of understanding and awareness about the importance of this collaboration.

The following quote provides an example of what teachers believe about

collaboration within their schools:

There is no expected collaboration or aspiration for several reasons, the most
important of which are delay in the progress of the students’ plan in the event that
some things are assigned to the family, such as completing data and others.
However, parents did not respond, lack of the awareness of the quality of learning
outcomes when there is no collaboration between the family and the school, and
lack of interest and concern in establishing programs that promote, encourage,
and fulfill the principle of family engagement. (Teacher 1, interview, February 1,
2021)

Moreover, data revealed that parents did not have access to the information
needed to be actively engaged in the educational process. Moreover, some parents did not
feel invited to contribute to their children’s education, because the school did not invite
them to participate in decision making. Some parents had scheduling or transportation
issues, and other parents felt uncomfortable contributing to their child’s education

because of their lack of knowledge. One parent stated:

Frankly, collaboration in the sense of the word collaboration and continuous
collaboration is something that I did not see in my daughter’s school to be
realistic with you all; what | see is “contact through WhatsApp only.” The school
invited me once last year to see the progress of the plan, sign it, and to have my
approval, and they have a special education day that the teacher asked my
daughter to participate on that day, so | was invited and it was very nice. . . .
Unfortunately, | don’t have time and | am very busy in my work, so | don’t have
any initiatives for the school, but if the school asked me anything, or if they
invited me to the school, I respond quickly even if they asked me to attend;
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however, | do not initiate any communication. (Parent 4, interview, February 16,
2021)

Another example of the barriers is presented in the following quote:

| feel frustrated sometimes when | see that my daughter is unable to do her
homework on her own and that she needs my help in everything; however, | can’t
help her because | really do not know how to help. (Parent 1, interview, February
2,2021)

Nevertheless, teachers expressed the desire that their school systems adopt

guidance for collaboration, as stated by this participant:

Our schools need to create a formal system that guarantees collaboration between
the school and the family, that defines the rights, duties, tasks, and responsibilities
for both the family and the school and is binding on both parties. (Teacher 4,
interview, February 14, 2021)

Code 2: Teachers’ and Parents’ Attitudes Toward Learning Disabilities

In this second prevalent code within the challenge of collaboration cluster,
teachers revealed that they could not achieve all the desired goals in teaching students
with LDs on their own. They stated that the education of children with LDs is based on
multiple skills that are given in the school and must be followed up at home, and if there
is no line of communication and collaboration between home and school, the child will

ultimately be affected due to this gap, as referenced in this quote:

The lack of parental collaboration may lead to a failure in the educational process
because the student with learning disabilities urgently needs to be reminded of the
skills and continuous review in order to master the goals of their IEP. If there is
no collaboration and review at home, all of these skills that were taught in the
school will not give its desired results. (Teacher 3, interview, February 7, 2021)

A teacher stated that in the school system, all the work fell to special education
teachers. The regular classroom teachers were just responsible for teaching the core

curriculum to all the students, and if they noticed any delay in the students’ progress, the
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students directly switched to the special education teacher, and she alone was responsible

for everything. One teacher explained:

I will talk with you with full transparency. All what | saw during my studies in
...—Wwhich is that there is a multidisciplinary team including parents who work
together to build the study plan—it does not exist and is not applied in our school.
Unfortunately, this is one of the factors that increase the load on the special
education teacher, so that if the general education teacher noticed any delay in the
student level of performance, the teacher directly sends that student to the special
education teacher; the special education teacher sends a letter to the family that a
test will be administered for the child; and then the teacher administers the test
and determines the level and builds the individual plan all by herself, which is
very difficult for the special education teacher. Afterwards, the plan is sent for the
student’s family only for information, and many plans do not include the parents’
signature. (Teacher 2, interview, February 3, 2021)

Moreover, data also clearly showed differences in parental acceptance and
perceptions of LD identification. Parents expressed high emotions towards LD, which
was scary and needed to be changed because such labels could be stigmatizing and
perpetuate false stereotypes on children; the view was that teachers would deal with those
children as disabled and not as capable as their peers. Other parents reported that they
were sensitive to their children going to the resource room because they considered it a
black mark on the student’s file. Other parents reported that before they could be actively
involved in their child’s education, they needed to understand their child’s condition—
that is, the reason why their child was identified as LD.

The following two quotes provide different examples of parents’ beliefs:

| did not know what is the meaning of learning disabilities, and what it means that
my daughter has learning disabilities and needs to attend a learning disabilities
classroom because she has a delay in reading. Since my daughter was in
kindergarten, she had a private teacher at home and she was doing well, but in the
third grade of primary school, her school teacher contacted me and told me that
my daughter has a delay in reading and that she needs to join the learning
disabilities class, so this was something unknown to me, and | did not know the
reason for that and how this happened. (Parent 4, interview, February 16, 2021)
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| was shocked that the school had come and told me that my daughter has a
learning disability and we will assign her to attend a learning disability class, and
they entered the topic directly. Of course, this sentence would shock any mother.
Honestly, the mothers did not accept this word at the beginning. | mean, they
classified my daughter without asking her about her teacher and if she was able to
understand her instruction. . . . They entered into the issue of disability all along.
Even when | spoke to her teacher, of course, she does not want the school to be
mistaken. (Parent 2, interview, February 5, 2021)

In summary, the cluster of the challenge of collaboration within the theme of
confidence was revealed in two data codes: (1) barriers for collaboration for teachers,

parents, and the school system and (2) teachers’ and parents’ attitudes toward LD.

Summary of the Confidence Theme

In summary, data supporting the theme of confidence were demonstrated in one
cluster—the challenge of collaboration—and corresponding codes. The next section

explores the data found within the fourth theme of capability.

Theme 4: Capability

Capability was the third most prevalent theme identified in the data analysis.
Capability completed the discussion of the themes and was utilized to answer the fourth
research question. Capabilities entail aspects such as skills and knowledge. These aspects
are critical for teachers and parents because they improve their capacity and guide their
interaction and relationship. More importantly, teachers and parents also need skills in
advocacy and educational support (Mapp & Kuttner, 2013). Therefore, this final theme
helps to address the need to improve the capability for teachers and parents and guide
their interaction. Theme 4 has one cluster, empowerment, presented in three data codes:
help and support, communication commitment, and awareness and development program

(Figure 8).
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Capability DATA CODE
Theme: Clusters

Help and Support

Empowerment Communication Commitment

Awareness and Development Program

Figure 8. Capability clusters and codes.

Code 1: Help and Support

Data showed that the increased demands and concerns among teachers and
parents created obstacles that prevented teachers and parents from collaborating with

each other. The following quote provides a summary of teachers’ perception:

In fact, special education teachers need continuous psychological support,
financial support, and cultural and social support to raise the level of the students
in all the conditions necessary to achieve all the goals set by the Ministry of
Education; therefore, the role of special education teachers is very important and
difficult at the same time, and they cannot achieve all the desired goals in
teaching students with learning disabilities independently. Also, these educational
procedures must be carried out according to the principle of community
participation. (Teacher 3, interview, February 7, 2021)

In addition, the beliefs and negative attitudes toward LD could hinder parents
from collaborating effectively with teachers, and parents clearly showed the need for help

and support to overcome this difficulty, as stated below:

| think that one of the most important reasons for lack of collaboration is the lack
of understanding and awareness of the topic and the importance of the classes
meant for learning disabilities and its benefits to the students, which are to prevent
failure and help students to overcome difficulties and failure in core subjects. As a
result of its importance, students and their families need to clearly understand this.
... There can be different methods to reach each of these children and their
parents as the word [learning disability] is explained better and gives greater
confidence in the child’s psyche. Parents are afraid of the name, and the candor of
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the name is very strong. It is like what it means; you know what it means and
what people understand. | expect changing the name will be better. (Parent 2,
interview, February 5, 2021)

Code 2: Communication Commitment

Within the empowerment cluster, communication commitment leads to enabling
action and participation among teachers and parents. Teachers and parents believed that
even with challenges and limited resources, they could enhance their efforts if they had a

sense of communication commitment, as shared by these interviewees:

There is no discouragement, but rather the attempt to continuously communicate
between the home environment and the school environment by various possible
means needs to be improved to give its expected goals. . . . Encouraging and
trying to continuously communicate between the family and the school, and
motivate and strengthen the ways of communications. (Teacher 3, interview,
February 7, 2021)

Trying and trying and trying and continuing and never giving up. Through my
experience in teaching students with learning disabilities, even if the parents are
not collaborating, they see the extent of insistence on communicating and that it is
for the benefit of their children, the situation begins to change and improve and
their response methods change, as well as flexibility and insistence on using
diversity and multiplicity of communication methods, so that the teacher arrives at
the best method acceptable to parents. (Teacher 2, interview, February 3, 2021)

Also, 1 would like to add that we must not rush over the results. | have been in
contact with the school and with all of my daughter’s teachers for five continuous
years. Because of my presence and my work as an administrative assistant in the
school, I ask about my daughter and about her tests and everything related to her.

My daughter improved a lot and she is at a higher level now than before, thank
God. (Parent 3, interview, February 10, 2021)

Code 3: Awareness and Development Program

Awareness and development program was the last data code in the empowerment
cluster. All interviewees expressed the need for and importance of establishing and

adopting an awareness and development program for both parents and teachers to help
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them do their jobs and be more effective in their collaboration. The following quotes

provide a summary of what teachers and parents believe:

The Education Department represented by the Department of Special Education
must hold meetings, courses, and workshops that bring together the family and the
school, and there should be an exchange of experiences between families and
teachers, and also there should be consultants and specialists in the field of
learning disability working to improve and raise the level of awareness of the
importance of collaboration between the school and the home. (Teacher 4,
interview, February 14, 2021)

I hope that the Ministry of Education contributes and participates in achieving the
principle of partnership between home and school in the process of educating and
teaching students with learning disabilities, through conferences and seminars at
the level of the Kingdom in which specialists in special education participate to
help parents to understand their roles and present new developmental ideas that
encourage and enhance the collaboration concept. (Parent 1, interview, February
2,2021)

Additionally, teachers and parents expressed their desire to have an educational
program that focuses on the family of children with LDs, as well as to conduct

competitions between schools to enhance collaboration as shared by these interviewees:

Likewise, | hope that the Ministry of Education creates a special education
curriculum that is taught in schools, as this is one of the things that helps students
understand the challenges they face and know their strengths and help them
overcome challenges. Such curricula also help expand awareness among the
family regarding the issues of learning disability. (Parent 2, interview, February 5,
2021)

| hope that the Ministry of Education will adopt the idea of holding competitions
between schools at the level of the Kingdom, which will stimulate and encourage
schools to establish family collaboration programs and provide valuable prizes to
schools that win the competition. (Teacher 3, interview, February 7, 2021)

Summary of the Capability Theme

The theme of capability with its cluster and codes revealed that collaboration

between the home and the school can be enhanced through various ongoing collaboration
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methods, including help and support, communication commitment, and awareness and

development programs.

Summary

The data analysis showed the prevalence of the four themes used to answer the
research questions. These four themes acted as mechanisms for home-school
collaboration. Chapter 5 discusses these results in the context of the literature and the

theories reviewed in Chapter 2.
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CHAPTER 5:

CONCLUSIONS AND RECOMMENDATIONS

One of the most effective means of ensuring academic success in learning
institutions is to engage families in their children’s education. Although family
engagement confers universal benefits on all learners, students with learning disabilities
(LDs) typically require special attention and increased engagement, not only from their
instructors but also from their families. The family of children with LDs can play a wide
range of supporting roles, depending on the level of need. Some of the supporting roles
may include advocacy and providing teachers with useful and valuable insights into the
background of the children. Childhood educators can use background information
provided by parents to identify the specific needs of learners. Factors related to the
teaching environment of students with LDs add an extra layer of complexity for everyone
involved, including parents and teachers. Nonetheless, parents and teachers need to work
collaboratively to promote positive and successful learning outcomes for children with
LDs.

This chapter begins by reviewing the purpose and significance of the study. An
overview of the findings is then provided based on the study’s theoretical framework.
The chapter then summarizes the results and discusses the findings. The limitations of the
study are presented, acknowledging the delimiting parameters of the research as a caution
in the interpretation of the results. The results reflect the practice of four schools selected
from the Medina region in the Kingdom of Saudi Arabia (KSA) and cannot be
generalized without further research. The final section presents the researcher’s

recommendations for research and practice.
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Purpose and Significance of the Study

The purpose of this study was to explore Saudi parents’ and teachers’ understanding
of collaboration for successful family engagement for children with LDs. This study
focused on four research questions:

RQ1: (a) What is teachers’ understanding of collaboration between home and
school?
(b) What is parents’ understanding of collaboration between home and
school?

RQ2: (a) What do teachers believe they do to encourage collaboration for
successful family engagement?
(b) What do parents believe they do to encourage collaboration for
successful family engagement?

RQ3: (a) What do teachers believe they do that discourages collaboration for
successful family engagement?
(b) What do parents believe they do that discourages collaboration for
successful family engagement?

RQ4: (a) What do teachers believe could be done to improve collaborating for
successful family engagement?
(b) What do parents believe could be done to improve collaborating for
successful family engagement?

One of the most effective means of ensuring academic success in learning

institutions is to engage families in their children’s education (Lerner & Johns, 2011).

Collaboration between the school and the family is a significant policy agenda in Saudi
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Arabia (Saudi Arabia, 2016). While there is ample research on home-school collaboration
in the United States and other nations, there is an apparent paucity of research attention
on the subject within Saudi Arabia. The case of Saudi Arabia is important because the
government invests considerable funds to improve the education system. However, the
result has not been remarkable (Khan, 2011). Consequently, it is essential to study the
importance of the above-mentioned factors in the academic achievement of students with
LDs, which may contribute to improving collaboration between parents and teachers in

special education within Saudi Arabia.

Unpacking the Theoretical Framework:

Setting the Stage for the Interpretation of Results

As shown in the study’s theoretical framework (Figure 9), the study informs the
perceptions of collaboration between home and school as a best practice to improve
family engagement for the education of children with LDs, as well as the factors that
encourage and discourage collaboration between families and schools identified in the
literature review.

To set the stage for the interpretation of the results, the theoretical framework
was unpacked to explore how the four components described by Mapp and Kuttner
(2013) helped the researcher answer the research questions. The discussion of results
section thoroughly explores the relationships between clusters and codes to identify
specific details regarding the mechanisms contained in the theoretical framework and
their influence on collaboration for successful family engagement for children with

LDs.
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Figure 9. The study’s theoretical framework with its constructs and relationship to the
research questions.

Table 3 provides a visual representation of the mechanisms contained
within the theoretical framework and the themes and codes used to answer the
research questions, which are embedded in the theoretical framework. The
interpretation of results describes how the data found in this study inform the
relationship between the four themes that were used to answer the research

questions and the elements of the theoretical framework.
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Table 3

The Study ’s Theoretical Framework with Its Constructs and Relationship to the Research

Questions
Themes and Mechanisms for theoretical
cluster Research questions framework and codes
Cognition (a) What is teachers’ Family engagement and

e Integration
e Quality of learning
outcomes

Connection
e Connectedness
e Engagement

Confidence
e The challenge of
collaboration

Capability
e Empowerment

understanding of collaboration
between home and school?

(b) What is parents’
understanding of collaboration
between home and school?

(a) What do teachers believe
they do to encourage
collaboration for successful
family engagement?

(b) What do parents believe
they do to encourage
collaboration for successful
family engagement?

(a) What do teachers believe
they do that discourages
collaboration for successful
family engagement?

(b) What do parents believe
they do that discourages
collaboration for successful
family engagement?

(a) What do teachers believe
could be done to improve
collaborating for successful
family engagement?

(b) What do parents believe
could be done to improve
collaborating for successful
family engagement?

students with LD

A true integrated partnership
Community partnership
Relationship

Fundamental pillar

Student improvement
Continuous improvement for
students with LDs

Theories of Bronfenbrenner
and Epstein

Communication methods
Participation

Roles and responsibility
Encouragement and
motivation

Role of family

e Barriers for collaboration

from teachers, parents, and
the school system

e Teachers’ and parents’

attitudes toward LDs

Collaboration for successful
family engagement

o Help and support
e Communication commitment
o Awareness and development

program
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Discussion of Results:

The Four Themes as Mechanisms for the Theoretical Framework

As an introduction, the theoretical framework in this research illustrates the
purpose of this study, as it investigates parents’ and teachers’ perceptions of the concept
and implementation of home-school collaboration as a best practice to improve family
engagement in the education of children with LDs. The first theory introduced in this
framework, which acts as the foundation for family engagement, is Bronfenbrenner’s
(1979) theory, which suggests that interactions between home, family, school, and peers
are critical to children’s development. The second theory presented in this theoretical
framework is Epstein’s (1992) theory. This theory proposes a model for building
collaborative relationships between schools, families, and communities to benefit
students’ learning and social-emotional development. The research questions in this study
were composed to discuss the elements of the theoretical perspectives and to examine the
importance of home-school collaboration in the field of special education, particularly for
students with LDs as a best practice to improve family engagement in the education of
children with LDs in the KSA.

Therefore, it is helpful to discuss the results of the four research questions in the
context of the themes used to answer the research questions, which act as mechanisms for
the theoretical framework.

The first theme, cognition, investigated the first element of the theoretical
framework, which is teachers’ and parents’ beliefs and understanding of collaboration, to
ensure that they are committed to working collaboratively for the benefit of the students.

The cognition theme was used to answer the first research question: (a) What is teachers’
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understanding of collaboration between home and school? (b) What is parents’
understanding of collaboration between home and school?

The second theme, connection, was used to determine the factors that influence
the ways that teachers and parents form their relationship, as described in the theories.
This theme helps in answering the second research question: (a) What do teachers believe
they should do to encourage collaboration for successful family engagement? (b) What
do parents believe they should do to encourage collaboration for successful family
engagement?

The third theme, confidence, was used to address the obstacles and barriers that
impacted the level of self-efficacy within teachers and parents to build a proactive
relationship between home and school, as described in the literature. This theme was used
to answer the third research question: (a) What do teachers believe can discourage
collaboration for successful family engagement? (b) What do parents believe can
discourage collaboration for successful family engagement?

Finally, the last theme, capability, was used to address the last element of the
theoretical framework, which is the need to improve the capability of teachers and
parents to guide their interaction in collaboration for successful family engagement. This
theme was used to answer the last research question: (a) What do teachers believe could
be done to improve collaboration for successful family engagement? (b) What do parents
believe could be done to improve collaboration for successful family engagement?

Combining the elements of the theoretical framework and the themes used to

answer the research questions, the literature is used to summarize the results found in this
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study. The next section provides a summary of the first theme, cognition, followed by

sections on connection, confidence, and capability.

Cognition

Cognition was described in the literature as the assumptions, beliefs, and
worldview that staff need to have to ensure that they are committed to working as
partners with families. According to Mapp and Kuttner (2013), parents and staff must
believe in the value of interactive partnerships for improving students’ learning
environment. The clusters within this theme help to construct the meaning of
collaboration and to understand the beliefs of teachers and parents; their worldviews
highlighted the importance and benefit of this collaboration for improving students’
learning environment. The clusters within this theme were integration and quality of

learning outcomes.

Integration

Integration describes how teachers and parents understand the meaning of
collaboration. This first cluster within the theme of cognition had three codes: (1) a true
integrated partnership, (2) community partnership, and (3) relationship.

A True Integrated Partnership. Integration was demonstrated by a true
integrated partnership. This code acted as a mechanism for practically all of the
collaboration factor themes. A true integrated partnership was found in the data when the
group shared their understanding of integration as a concept of collaboration and when
the school helped parents to feel that they were an integral part of the school and could
not be separated. Data showed that school and home were integrated in their goal, which
was the benefit of the students. Teachers could help parents feel that they were
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concerned, important, and an important member of the special education team when they
included them in the educational decision, inform them of the student plan, and ask for
their help in its implementation. The sense of integration among the mothers was
expressed when they felt honored to be involved, felt appreciated, and their help was
acknowledged.

Integration is linked to the laws that govern the interaction between family
members, children, and school, which highlight the importance of collaboration between
home and school. The concept of home-school collaboration in the education of children
with disabilities was part of the Elementary and Secondary Education Act in the United
States, which requires Title I schools to develop systematic parental involvement policies
to ensure that parents continue to play an integral role in assisting their children in the
learning process.

Also, integration was present in the data when both parties exchanged information
and had conversations on the important things that were beneficial for students, and when
parents felt that they were an important member of the special education team and that
their decisions and opinions were important. The literature has found these factors to be
significant elements of collaboration, and the Regulations of Special Education Programs
and Institutes (RSEPI) charge schools and school districts with the responsibility of
encouraging parents to be involved in the planning and implementation of individualized
education programs (IEPs) (Alquraini, 2013).

Community Partnership. To accomplish the concept of integration, the group
presented the importance of community partnership, which was described as “working

together as a team” and bringing the family and the school together. This was

138



demonstrated when parents and teachers emphasized that all school members, parents,
and the community needed to work collaboratively for the success of the educational
process and believed that the educational process should be implemented under the
principle of community partnership, as outlined in Chapter 4. Epstein’s (1992) theory of
overlapping spheres of influence identifies three critical spheres—namely, the family,
school, and local community—and their impact on child development. Based on
Epstein’s theory, these spheres overlap, giving rise to different outcomes in child
development.

In order to achieve this collaborative partnership, the participants showed the
importance of working in alignment, where everything presented in the school is
followed up by the family and confirmed, and of working together to establish goals and
treatment plans, choosing the appropriate educational method and classroom
environment. Thus, working together needs a strong system to make the collaboration
between home and school more effective. The law stipulates the establishment of
“school-family compacts,” which outline how the various stakeholder groups can work
together to boost student achievement (Anfara & Mertens, 2008).

Relationship. This code was connected with three other codes within the
integration cluster. Data showed that collaboration stems from relationships. The value of
relationship was demonstrated in the literature as collaborative relationships among
schools, families, and communities that benefit students’ learning and social-emotional
development (Bull et al., 2008). The finding was also connected to Bronfenbrenner’s
(1979) theory, which indicated that the interaction between families and schools is

important in the overall development of children.
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Moreover, data indicated that relationship is a strategy for collaboration and that it
is continuous and needs to be built over time through consistent communication,
collaboration, creative problem solving, a common goal, and, most importantly, trust.
However, the interviewees were in awe of the capacity of the group to build good
relationships that benefit students with LDs. Some teachers believed that establishing a
strong parent-teacher relationship could be difficult or even intimidating. While parents
wanted the best for their children, the volume of their work could prevent them from
establishing such relationships.

Evidently, the only way that such collaboration can work is for stakeholders to
invest resources such as money, time, and advice to promote practices that are effective
in strengthening the relationship between home and school. This clarifies the effect of the
effort that U.S. legislation and policy have had on the creation of a method of continuous
collaboration among different educational stakeholders, including parents, teachers, and
administrators. The aim of such collaboration methods is to ensure that stakeholders work
together towards a common goal in a collaborative partnership and to overcome any

difficulties they encounter in this relationship (Ferrara, 2017).

Quality of Learning Outcomes

The quality of learning outcomes entails how teachers and parents understand
the benefit of collaboration. This cluster within the theme of cognition had three codes:
(1) fundamental pillar, (2) student improvement, and (3) continuous improvement for
students with LDs.

Fundamental Pillar. Teachers and parents recognized collaboration between

home and school as a fundamental pillar, with the potential to improve students’ learning
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outcomes. Also, participants related successful collaboration to the quality of learning
outcomes. The literature unequivocally shows that collaboration between home and
school makes a significant difference in educational achievement (Almoghyrah, 2015;
Alobaid, 2018; Alothman, 2014; Alyahya, 2018; Somaily et al., 2012).

The participants believed that there must be collaboration between the family and
the school because this collaboration helps parents and teachers share a common goal,
binds people together in their work, and enables them to achieve positive learning
outcomes for the child. Also, collaboration helps to reduce the problems that confront
general and special education teachers; it also helps parents understand the needs of their
children with LDs. This finding was aligned with research in the United States that
validated that the needs of children with LDs place greater demands on parents and
teachers to work collaboratively in the education of those children (Lerner & Johns,
2011).

The next section considers the second code within the theme of cognition and the
cluster of quality of learning outcomes: student improvement.

Student Improvement. Data revealed that the sense of continuous
communication between home and school leads to the advancement of the student in all
aspects of health, social, and academic development; it also helps develop the student
psychologically and academically. A study by Oswald et al. (2018) showed a positive
correlation between parental involvement and academic achievement in children across
all levels of education.

Moreover, interviewees constantly connected home and school collaboration with

student improvement because they considered this collaboration an important step in
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supporting a child’s positive engagement in the learning and social aspects of school life.
This finding was connected to the study of Wang and Sheikh-Khalil (2014), which
suggested that direct parental involvement in children’s education can positively
influence adolescents to perform better in school and enhance a child’s readiness for
school.

In addition, participants believed that children’s competence, participation, and
positive learning and social behaviors required active partnerships with families, as that
also increased the student’s self-confidence and reinforced morale. This finding was also
associated with the study of Kumar et al. (2014) and McBryde (2019), as they stated that
parental engagement in children’s academic performance helps to promote positive
behavior in schools and creates a stable foundation for success. The next section moves
to the final code within the quality of learning outcomes cluster.

Continuous Improvement for Students with Learning Disabilities. Teachers
and parents primarily focused on the benefit of collaboration for students with LDs, as
they revealed that the main benefit of collaboration was to help students be aware of and
overcome their difficulties, discover their strengths and weaknesses, and be able to
practice their lives naturally. This finding was strongly connected with the literature, as it
revealed that beyond the realm of achievement, many students with LDs experience
challenges that manifest in deficits in social skills and emotional difficulties, including
struggles with self-concept, greater levels of anxiety, and reduced peer acceptance
(Cortiella & Horowitz, 2014). Thus, with collaboration considered the responsibility and
commitment of all stakeholders, the child can emerge from the school year academically,

emotionally, and socially and be prepared for future challenges (Wong, 2011).
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Summary of the Cognition Theme

The cognition theme summarizes the relationship between the mechanism of the
theoretical framework that constructs the meaning of collaboration and helps in
understanding the teachers’ and parents’ beliefs. Their worldviews highlighted the
importance and benefit of collaboration in improving students’ learning environment. The
following section discusses results for the second research question, related to the theme

of connection.

Connection

Connection was described in the literature as important relationships and
networks that are critical in the formation of a child-centered learning environment
(Mapp & Kuttner, 2013). This theme helps to discover the strategies through which the
teachers and parents form this relationship. The two clusters within the connection theme

were connectedness and engagement.

Connectedness

Connectedness is described as lasting home-school relationships with different
communication methods and through continuous personal and professional participation.
This theme had two codes: communication methods and participation.

Communication methods. Communication methods were described in the data
as ongoing and frequent, using a broad spectrum of modalities. Data revealed that
different methods of communication were used to ensure that teachers and parents were
contacted frequently. Communication occurred when teachers noticed delays in the
students’ progress; other interactions occurred because of mandatory parent-teacher
meetings or events in the school. Also, communication occurred from parents when they
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were concerned about the child’s education, teaching methods, or placement decision or
were responding to an invitation about school activities.

Overall, the teachers in this study were satisfied with the current levels of
communication. They felt satisfied with the methods and skills they possessed to include
parents in their child’s education. Parents participating in this study wanted to
communicate with teachers more—expressing a desire to communicate with them when
needed.

However, this finding needs to be explained carefully because “when needed” for
one parent may mean something different than for another parent; it could mean a variety
of times and methods depending on the child’s needs or parents’ needs. This finding is
very important and needs to be highlighted to improve partnerships between home and
school. Knowing when and how parents want to communicate is very essential in this
relationship, because even if teachers are satisfied with the level of collaboration in their
schools, they need to recognize how each parent wants to be involved in his or her child’s
education. This finding is consistent with the research conducted by Dyson (2010), which
explored the ways that parents would like to communicate with teachers, highlighting the
need for better coordination and more efficient and effective means of communicating
information among parents and school staff members involved in the education of the
child. According to Dyson (2010), this essential element will encourage the development
and delivery of appropriate services for children with LD.

The next section moves to the second code within this cluster, participation.

Participation. Participation is described as enduring parent-teacher relationships

with deep connections. Data showed that interaction among teachers and parents was
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structured and unstructured. Furthermore, the interviewees emphasized participation and
believed that personal relationships and deep connection were often developed through
engagement in school activities and participation in school or home events. Data showed
that the climate of the activities was valuable for both parents and teachers, as they had
an opportunity to engage in open dialogue, listen to each other, create trust, and develop
new relationships. This finding is consistent with the study of Alobaid (2018), which
found that seven out of eight parents saw the value of their participation.

The finding of this study was also related to the importance of participation
presented in the literature. However, in the literature, participation was required rather
than voluntary and was specific to school activities. The Individuals with Disabilities
Education Improvement Act (2004) in the United States and the RSEPI in Saudi Arabia
(Alquraini, 2013) require family members of children with LDs to actively participate in
the creation of IEPs that allow teachers to offer individualized educational services to
learners and help to maintain healthy and mutually beneficial partnerships between
teachers and parents of students with LDs throughout their time in school.

Also, participation was illustrated within the Elementary and Secondary
Education Act; the law further included the definition of parent involvement to govern
the extent to which parents participate in academic and other school-related activities
(Anfara & Mertens, 2008). Therefore, the law encourages parents to take an increasingly
central role in their child’s education at school. Parents are expected to become highly
engaged in their child’s education and must actively participate in policymaking at the

school level.
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Additionally, many parents expressed how their participation in school activities
and in the educational pursuits of their children helped them to find new strategies of
communication and collaboration and enabled them to care more about their children,
understand their strengths and weaknesses, and be more effective in raising their children.
The factors mentioned in this study were also mentioned in the literature as important
factors that influence collaboration between teachers and parents. Mangan (2015) stated
that raising a child with an LD can adversely affect a parent’s mental well-being.
However, to reduce this stress, Sanchez (2010) suggested that parents should explore
specific ways to foster their children’s development, including increased involvement in
school education.

However, the interviewees emphasized that the extracurricular activities in the
schools needed to be exploited and harnessed to encourage collaboration between home
and school. Alothman (2014) argued that creating diverse types of relationships between
the school faculty and the parents is essential to the advancement of inclusive education.

The discussion now turns to the final cluster in the connection theme.

Engagement

Engagement entails processes and outcomes. Establishing and maintaining
effective engagement involves the use of a variety of skills and the presence of certain
conditions. In the data, engagement was demonstrated in two codes: roles and
responsibility and encouragement.

Roles and Responsibility. Within the cluster of engagement, roles and
responsibility was the most prevalent code identified in the data analysis. This code

clarifies and identifies the process of engagement, which requires a clear understanding
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of the roles and responsibilities to establish an ongoing relationship that results in the
pursuit and accomplishment of an agreed-upon goal, which is the benefit of the child.

The findings of this study showed that teachers’ roles were clearly defined in the
data, as they tried to facilitate communication with parents, initiate contact with parents
by using different methods to inform them about how their child was doing in learning,
invite parents to participate in school activities, share important directives with the
family, send reminders to parents or to specific individuals to attend meetings for the
student with an LD, respond to family inquiries, and build a classroom community. In
addition, the responsibility that parents shared with teachers was evident in their roles in
the education of their children. Data showed that parents were committed to prioritizing
their child’s educational goals, as they asked about children’s progress in the school,
helped with school homework, attended meetings, responded to school inquiries, and
provided information on the child’s strengths, weaknesses, and background information
when asked.

It was clear from this study that both teachers and parents were satisfied with their
level of engagement; however, when compared with the roles and responsibilities for
parents and teachers presented in the literature by Ferrara (2017), there is a clear deficit
within this relationship. Children with LDs require more parental and teacher
involvement in education (Lerner & Johns, 2011).

It is important to clarify that what parents are doing is “involvement” and not
“engagement,” as presented in the literature. When parents are actively involved, their
role is sometimes limited to routine tasks, such as helping their children with homework,

checking on grades, and communicating with teachers, especially when issues arise
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(Olmstead, 2013). However, the concept of “family engagement” involves much more
than this. It not only focuses on the importance of the dynamic relationship between
individuals, but is also concerned with the rationalization of parent involvement in their
children’s development. Bronfenbrenner’s (1979) theory stipulated that the development
of children is affected not only by factors within the child, but also by factors in their
family and surrounding environment. Moreover, family engagement encompasses
collaboration and supports from multiple providers, including the family, the school, and
the community (Epstein, 1992).

An example was provided in Chapter 4: one parent participant who spanned the
spectrum from being involved in her child’s education to being engaged described herself
as annoying and believing she was acting out of personal interest. She always went to the
school to ask about her daughter and provided suggestions about teaching methods; she
also discussed placement decisions with teachers. Her characterization of her
involvement shows a clear misunderstanding and is a red flag in this relationship, because
she is doing the right and important thing, and this is what educators want parents to do.
However, this mother did not recognize that what she was doing was valuable and very
important in the education process. Parents should further play a leading role in being
major decision-makers in their children’s education choices.

In addition, families must always collaborate with school staff and other members
of the community on issues of school improvement and reform (Mapp & Kuttner, 2013).
Thus, it is clear that the school did not do enough to show parents that their opinion is
important and valuable, that they are always welcome to provide suggestions and their

voice will be heard and respected. This finding is consistent with the study of
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Almoghyrah (2015), which identified one cause of poor parental engagement to be failure
of the schools to invite the parents for activities. This finding is very important to other
professionals, because although teachers and parents may be satisfied with the level of
collaboration in their school, when schools adopt roles for parents and teachers to be
activists, the learning opportunities for their children will be improved and the result will
be impressive for all.

Encouragement and Motivation. The second code within the engagement
cluster was encouragement and motivation for teacher-parent collaboration. This
encouragement leads to active participation and maintenance of effective engagement
within the group. Encouragement was represented in the data as a strategy to improve
collaboration between home and school. Data revealed that the encouragement of family
engagement depends on unique characteristics and the individual comfort levels and
understanding of each family. Teachers realized that family engagement can be different
and take many forms if their schools adopt new ideas to encourage and support family
engagement other than their regular school routine. Also, parents showed a willingness to
adapt to change, extend beyond traditional engagement boundaries, and focus on
improving additional methods for engagement, such as shared resources and experiences
within parents’ groups.

Even though teachers and parents understood and realized the importance of using
this strategy, data showed a gap in the use of this tool to improve collaboration.
Therefore, most of what teachers and parents described was what they wanted to be
implemented in their schools. This finding is consistent with the research conducted by

Almoghyrah (2015), which suggested that there is a need for institutions to reach out to

149



parents and encourage their participation by either making it easier for them to get
involved or highlighting the value of their engagement in the learners’ progress.
Moreover, Alothman (2014) argued that creating diverse types of relationships between
school faculty and parents is essential to the advancement of inclusive education. Valuing
and respecting the input of each entity in such collaborative relationships is necessary for

greater levels of involvement by both groups.

Summary of the Connection Theme

The connection theme summarized the relationship between the mechanism of the
theoretical framework that focused on family-teacher relationships and how they form
their relationships and networks, which is critical in the formation of a child-centered
learning environment. The following section presents a summary of results for the third

research question and confidence theme.

Confidence

According to Mapp and Kuttner (2013), confidence or self-efficacy is related to
the level of engagement and partnership across lines of cultural difference. The factors
that impacted this relationship were represented in one cluster: the challenge of

collaboration.

The Challenge of Collaboration

This cluster addressed the obstacles and barriers that impacted the level of self-
efficacy between staff and families and the sense of comfort that were essential
structuring elements to build proactive relationships between the home and the school.
The codes found within this cluster were (1) barriers for collaboration for teachers,

parents, and the school system, and (2) teachers’ and parents’ attitudes toward LD.
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Barriers for Collaboration for Teachers, Parents, and the School System.
These combined codes addressed the barriers that inhibited or prevented teachers,
parents, and the school from building strong relationships. Data showed that these
barriers limited the capacity of teachers and parents to collaborate with each other and to
share the responsibility for improving student achievement.

Teachers shared a common refrain regarding collaboration with parents: They had
a strong desire to work with families and to develop a stronger home-school
collaboration, but they were burned out and found it difficult to establish relationships
with parents because of the volume of responsibilities in their class, the number of
students, and the shortage of staff. Some teachers expressed the need to receive training
focusing on partnerships as an essential practice and to help improve teachers’
perspective about collaboration, particularly for teachers who had already developed
deficit mindsets about collaboration with family.

The absence of strong relationships was clearly presented in the literature as an
important factor that needs to be considered when developing home-school collaboration
programs. When professionals think about the challenge of collaboration, they should not
focus only on the responsibility of parents; indeed, teachers need to be included. This
finding aligns with Mapp and Kuttner (2013), who argued that most family engagement
workshops and seminars tend to focus on parents and how they can be more engaged in
their children’s education, which has led to increased tension between family and school
administrators. Thus, policies of engagement between schools and families must focus on

building the capacities of all stakeholders. Epstein’s framework, which was presented in
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the literature as a best practice to improve collaboration, encompasses six dimensions of
engagement that include not only parents, but also teachers and students (Ferrara, 2017).

Parents, in turn, faced many personal, cultural, and structural barriers while
engaging in productive partnerships with teachers. Data revealed that parents did not
have access to the information needed to navigate the complexities of the educational
system. Some had had negative experiences with schools in the past, leading to distrust or
to feeling unwelcomed.

Moreover, some parents did not contribute to their children’s education because
the school did not invite them to make decisions, so they did not know whether they were
welcome at school, and they thought that their opinions would not be respected, heard,
and valued. Some parents had scheduling or transportation issues, which made it difficult
to volunteer or attend parent-teacher conferences. Others, like uneducated parents, felt
uncomfortable contributing in their child’s education because of their lack of knowledge.
Thus, even though collaboration seemed to be weak in most cases, it is important to
understand the reasons behind this weakness. Collaboration needs to occur in most cases,
and there are some factors that teachers need to recognize in this relationship. Parents
care about their children and want to be involved, but if they do not have the tools and the
knowledge that will enable them to be actively engaged, the relationship will be
diminished.

According to Sanchez (2010), most parents care about their children’s educational
progress and want to be involved in school activities, and they view schools as gateways
to a better life, but they often do not know how to help their children attain their

academic goals. Hence, parents need to be empowered because they are a strong advocate
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for their children, their presence in the education of the children is very important, and
when educators recognize the challenges that parents face in this relationship, they can
find ways for improvement.

Data also revealed that the challenge in building effective partnerships has
increased because it integrates with the capacity of the school system. The school system
is not functioning in ways that equitably support collaboration. Teachers expressed this
view, stating that schools do not possess the necessary capacity to help understand the
reasons why teachers and parents are struggling to build trusting and effective
partnerships. Teachers indicated the need to establish training or development programs
in the school and to create formal agreements between the school and home to keep both
parties informed about the school system or empowered to advocate for a more equitable
or effective education for their children. This finding is very important and supports the
significance and contribution of the current study, which suggested that current
government efforts to encourage and enhance the levels of family engagement can be
enhanced by studies targeting the factors that encourage and discourage collaboration
between family and schools. Thus, the purpose of this study was to investigate the
perceptions of teachers and parents about the concept and implementation of home-
school collaboration to address best practices that lead to the improvement of family
engagement in the education of children with LDs.

The following section presents a summary of results for the second code within
the challenge of collaboration cluster.

Teachers’ and Parents’ Attitudes Toward Learning Disabilities. This is the

second prevalent code within the challenge of collaboration cluster. The data identified
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some of the most significant barriers to effective family-school partnerships that have
been shaped by the historical forces of public education and society at large, i.e.,
teachers’ and parents’ attitudes toward LD. Attitudes were a major factor in the relatively
poor execution of home-school collaboration. Thus, this research emphasized the case of
disability because it is a universal issue and needs to be addressed foundationally when
professionals are discussing the issues and challenges of collaboration. Consequently, this
research discussed this finding within the theoretical framework of this study and
explored the concept of family engagement within the U.S. and Saudi Arabian education
systems. The laws in each country require schools to develop systematic family
engagement policies that cover special education issues and related services for children
with disabilities, emphasize the responsibilities of schools and school districts in
educating students with disabilities, outline their roles in interacting with the parents and
guardians of such children, and charge the schools and school districts with encouraging
parents to be involved in the educational process.

Specifically, the findings in this study revealed that special education teachers
understand that educating students with LDs is a very tedious responsibility and requires
knowledge of curriculum, skills, and methods, as well as a holistic understanding of the
student’s feelings, emotions, and attitudes. Teachers’ attitudes toward teaching students
with LDs was clearly defined when they talked about the identification procedures in
their schools. Teachers indicated a shortage of staff and showed lack of involvement in a
team-teaching approach in their schools, where the regular classroom teachers work
collaboratively with the special education teachers to facilitate or develop instructional

plans and assessment strategies specific to the learning needs of each student with
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disabilities. This finding concurs with research conducted by Al-Herz (2008), who
discussed issues related to the inadequacies of the approaches to the development and
implementation of IEPs within the Saudi Arabian educational system. According to Al-
Herz (2008), there were obstacles to the provision of effective and appropriate IEPs.
Some of these obstacles included the inefficiencies in the multidisciplinary teams and the
high workload of special education teachers in Saudi Arabia, with one teacher tasked
with serving up to 15 students with disabilities. These aspects need to be addressed in the
Saudi Arabian educational system because they place a burden on successful
collaboration and give teachers responsibilities that should be shared among the different
stakeholders.

Moreover, the level of efficacy was clearly impacted within the parent group, as
not all parents were confident in their collaborations. Data revealed a clear stressor
associated with the identification of LDs, which had deleterious effects on parent-teacher
collaboration. There were differences in parental acceptance and perceptions of LD
identification, as parents reported the feeling of sensitive anxiety, insecurity, and
emotional instability when their children were identified as having LDs. This cultural
issue as described by the participants has an adverse influence on the relationship
between teachers and parents. This finding is linked to the research of Somaily et al.
(2012), which investigated the attitude of parents of students with LDs towards the
resource room in Najran City. They found that parents of children with LDs believed the
status of their children would be hampered by joining the resource room. Additionally,

they showed that parents’ understanding of resource rooms and LDs was rather limited.
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Similarly, the current study suggests that this cultural issue needs to be addressed when

creating development program for parents.

Summary of the Confidence Theme

The confidence theme described the relationship between the mechanism of the
theoretical framework related to the level of engagement and partnerships across lines of
cultural difference and the third research question. The following section presents a

summary of results for the last research question related to the capability theme.

Capability

The discussion of the research questions concluded with an explanation of the
concept of capability. Capabilities entail aspects such as skills and knowledge that are
critical for teachers and parents because they improve their capacity and guide their

interaction and relationship. This final theme included one cluster: empowerment.

Empowerment

The cluster within this theme helps to address the needs among teachers and
parents to improve their skills in terms of advocacy and educational support. Three codes
were found within this cluster: (1) help and support, (2) communication commitment, and
(3) awareness and development program.

Help and Support. Data showed that the increased demands and concerns among
teachers and parents create obstacles that prevent them from collaborating. Teachers
expressed concerns about additional responsibilities that extended beyond teaching
students with LDs and added to existing work demands, which manifested in negative
attitudes toward collaboration with parents. Teachers reported struggling because of these

concerns and discontentment and noted that they could not deal with this problem on
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their own. Teachers overwhelmingly believed that effective collaboration is impossible
without sufficient support and resources; they also believed that their attitudes contribute
to collaboration effectiveness and subsequently students’ learning. Moreover, teachers
identified deficiencies within the education system that may create negative perceptions,
such as lack of professional preparedness, available resources, sufficient orientation, and
specialist assistance.

In addition, parents’ beliefs and negative attitudes toward LDs were attributed to a
lack of understanding of the meaning of LD, which caused them not to assume parental
roles and responsibilities for their children, as well as a lack of material and resources to
enhance parents’ attitudes and increase their willingness to collaborate with teachers.
Addressing these needs could pave the way for effective collaboration. Mapp and Kuttner
(2013) presented these aspects as an important need to consider when developing
collaboration programs, as they stated that both parents and teachers need to be provided
with the necessary capabilities and skills to help them understand each other, accept the
differences between them, and carry out their responsibilities.

Communication Commitment. Communication commitment enables action and
participation among teachers and parents. This commitment was a strategy presented by
teachers and parents and was evident in their willingness to adapt to new strategies and
methods beyond traditional ways of collaboration, focused on improving communication.
Despite ongoing challenges, the group considered communication commitment as an
example of ongoing collaboration methods to be embraced in every aspect of their work.
The data showed that teachers and parents valued working collectively rather than

separately and believed that they would be proud of their collaboration efficiency if they

157



were committed and avoided fragmentation of efforts and shifting blame. Teachers and
parents believed that even with challenges and limited resources, they could enhance
their work if they improved their communication commitment. This finding supports the
finding of other researchers (Al-Herz, 2008; Almoghyrah, 2015; Alobaid, 2018;
Alothman, 2014; Alyahya, 2018; Somaily et al., 2012), as they suggested that
collaboration systems that promote the sharing of experiences between the school and the
home are important. However, the researcher respectfully disagrees with their finding
that families are the main reason for low engagement, because what teachers and parents
believe is clear evidence that the sense of collaboration between teachers and parents is
enthusiastic and they are simply searching for new ways and strategies to improve this
collaboration.

Awareness and Development Program. An awareness and development program
was the last data code presented in the empowerment cluster. New strategies and a shared
successful collaboration vision that enable action and participation among teachers and
parents were expressed by all participants. All the interviewees expressed the need and
importance of establishing and adopting an awareness and development program for both
parents and teachers to assist them in their jobs and to be more effective in their
collaboration. Teachers and parents discussed different development domains that could
be harnessed in encouraging collaboration between home and school, such as health
domains, educational domains, self-development domains, and recreational domains.

Additionally, teachers and parents emphasized the roles of the Ministry of
Education to intervene in the establishment of an educational program for parents of

students who receive special education services; this would help parents understand LDs
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and how important it is to take care of the child. Such programs could create a special
education curriculum to be taught in schools to help students understand the challenges
they face and know their strengths and weaknesses and to create awareness among the
family regarding the issues of LD (Sanchez, 2010). Moreover, the interviewees suggested
the provision of courses and workshops by specialists on the characteristics of
development for each stage, which helps parents understand the needs of their children,
how to deal with difficult problems, and how to help their children achieve their goals
(Davies, 2010). Furthermore, interviewees expressed their desire to adopt the idea of
holding competitions between schools at the level of the KSA to stimulate and encourage
schools and teachers to establish family collaboration programs and provide valuable
prizes to schools that win the competition.

These findings could be helpful for researchers and professionals for two reasons.
First, they provide different topics and ideas that can be used in creating professional
development programs, conducting research, or adopting models that crucially guide
parents and educators in continuous collaboration methods to promote effective
collaboration that ensures that students’ learning is positively affected (Ferrara, 2017),
Second, they emphasize the role of parents in decision making because parents are
expected to become highly engaged in their child’s education and must actively

participate in policymaking at the school level.

Summary of the Capability Theme
The capability theme summarizes the relationship between the mechanism of the
theoretical framework that enhances collaboration between home and school through

various ongoing collaboration methods and the fourth research question.
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Summary of the Four Themes and Their Relationship to the Theoretical

Framework

To summarize and answer the research questions, there is no doubt that all four
components acted as mechanisms for the theoretical framework of this study. The four
components were deeply described and discussed within the literature. The summary of

the results and their relationship to the literature can be found in Appendix F.

Discussion

LDs and related mild disabilities are conditions that impede learning and social
life for many children, adolescents, and adults and their families (Buttner & Hasselhorn,
2011). Students with LDs are in deep need of mutual collaboration between home and
school, which is a central element of child and adolescent well-being, to support their
learning and healthy growth and development (Sormunen et al., 2011). Based on
research, it is promising that with collaboration, i.e., involving the responsibility and
commitment of all stakeholders, the child can emerge from the school year academically,
emotionally, and socially, as well as be prepared for future challenges (Wong, 2011).

This study addressed a gap in research; while there is ample research on home-
school collaboration in the United States and other nations, there is an apparent paucity of
research attention on the subject within Saudi Arabia. Thus, this study identified a
context in which collaboration between home and school in Saudi Arabian educational
system can be improved. This study investigated the perceptions of teachers and parents
about the concept and implementation of home-school collaboration, in order to address

the factors that encourage and discourage collaboration between family and schools, as
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recommended by the IRTIQAA program, which proposed to engage up to 80% of
families in school activities by the year 2020 (Ministry of Education, 2020).

It is interesting to note that this study found a positive attitude of parents towards
engagement in the education system. Parents’ attitude towards engagement and
collaboration with teachers has been characterized in previous research as low
commitment, lack of interest, or a negative attitude (Almoghyrah, 2015; Alobaid, 2018;
Alothman, 2014; Alyahya, 2018; Somaily et al., 2012), which may correspond with the
lack of research that focuses on factors that encourage or discourage collaboration from
the perspectives of teachers and parents. Collaboration needs to occur in most cases;
however, there are some factors that teachers need to recognize in this relationship.
Parents care about their children and they want to be involved, but if they do not have the
tools and knowledge that can assist them to be actively engaged, the relationship will be
diminished. According to Sanchez (2010), most parents care about their children’s
educational progress and want to be involved in school activities, and they view schools
as gateways to a better life, but they often do not know how to help their children attain
their academic goals. Hence, the current research emphasizes that parents need to be
empowered because they are a strong advocate for their children, their presence in the
education of their children is very important, and when educators recognize the
challenges that parents face in this relationship, they can find ways for improvement.

The shared passion and involvement of teachers and parents in the collaborative
mission resonated with the researcher. To plan and facilitate successful collaboration, the
roles and responsibilities of teachers and parents need to be highlighted. Specifically, this

study revealed that special education teachers expressed concerns about the additional
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responsibilities they had beyond teaching students with LDs, which could manifest in
negative attitudes toward collaboration with parents. Parents, in turn, faced many
personal, cultural, and structural barriers to engage in productive partnerships with
teachers. However, despite the complexity, challenges, and lack of resources that were
often viewed as barriers to collaboration, there was a high degree of commitment. It was
interesting that even though teachers and parents were not occupied with the formal
system that guaranteed collaboration between home and school and identified their roles
and responsibilities, they still had a strong belief in their ability. Teachers and parents
showed commitment in working collaboratively for the benefit of the student as they
identified strategies and methods that could be used to improve their relationship. Finally,
the capability of the group should not disrupt their passion and commitment to the
mission of collaboration.

Typically, it is challenging for teachers and parents to work across government
boundaries to connect the dots in their efforts for an effective home-school collaboration
that aims to improve the outcomes of students with LDs. For this reason, the result of this
research emphasized the role of government to contribute and invest in establishing a
collaboration program that guarantees working together in a systematic way and focuses
on the development and support of collaboration practices, as presented in the Individuals
with Disabilities Education Improvement Act, Elementary and Secondary Education Act,
Regulations of Special Education Programs and Institute, and National Standard for
Family-School Partnership (Ferrara, 2017). The first step to establish a successful

collaboration program is to understand the challenges presented in this research and in
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other studies that keep educators and families from building trust and effective

relationships (Mapp & Kuttner, 2013).

Limitations of the Study

Due to cultural and religious norms, gender segregation is required at all levels of
public education in Saudi Arabia. Thus, the researcher restricted this study to female
parents and teachers to ensure access to the participants. Although mothers expressed
their opinions on the importance of collaboration between home and school, obtaining the
fathers’ reactions to this concept is important and may give other supportive meanings.

This study was conducted during the time of the coronavirus disease (COVID-19)
pandemic. During this time, the World Health Organization required countries across the
globe to implement a range of public health and social measures, which included
movement restrictions, partial or total closure of schools and businesses, quarantine in
specific geographic areas, and restrictions of international travel (World Health
Organization, 2020). In response to the COVID-19 pandemic and for the safety of
research participants, the researcher collected data through online avenues. The
researcher employed both synchronous and asynchronous options in conducting online
interviews. The pandemic did not allow the researcher to conduct in-person interviews,
which might have allowed the researcher to explore unanticipated issues that would arise
during in-person interactions. This delimitation was addressed through trustworthy
measures, as outlined in Chapter 3.

In addition, the results of this study were delimited to the KSA, so the results may

not be transferable to other countries or cultures. Moreover, a geographic delimitation
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was present in this study, because the researcher delimited this study to one city in Saudi

Arabia, Medina City.

Recommendations for Future Research

There are several recommendations that aim to advance knowledge through future
research on home-school collaboration within the domain of special education. The
perception of school leaders was not part of the scope of this study. However, Epstein’s
(1992) theory of overlapping spheres of influence identifies three critical spheres—
namely, the family, the school, and the local community—and their impact on child
development. Based on Epstein’s theory, the school could also mean school leaders.
Including the perception of school leaders could further contribute to the understanding
of this topic.

This research aimed to understand how parents and teachers perceived home-
school collaboration; the data relied solely on information collected from online
interviews. This topic is worthy of further study; however, future researchers might
recruit larger, more diverse samples, involving different geographic regions in the KSA,
different types of disabilities and schools, and additional sources of data other than online
interviews. With these types of research, the collaboration process and students’ progress
could be understood with increased clarity.

To continue expanding knowledge in the field of special education, researchers
might also conduct this study from a quantitative perspective to capture the extent to
which collaboration impacts learning. Researchers could adjust their focus to include
evidence-based practices of collaboration, how long or how often the practices should

take place, and the resulting level of performance.
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While many studies have identified the importance of collaboration within the
domain of general education, a framework synthesizing the data and its factors within the
domain of special education has not been used to advance research. Therefore, research
using the conceptual framework or model of collaboration presented in the literature
within the field of special education would be beneficial to advance our knowledge of
this construct. Furthermore, the framework could be tested and adopted through the
development of an evaluative tool to be used in future research in different countries that

addresses the success of collaboration within the field of special education.

Recommendations for Practice

The creation and maintenance of home-school collaboration within the domain of
special education is challenging because of the complexity of special education services
and collaboration systems. Thus, it would be beneficial for the Special Education
Department to give special attention to home-school collaboration and develop a primary
source handbook that governs home-school collaboration in the special education system
of Saudi Arabia. This handbook should be developed after an extensive review of
published literature, theories, and information about best practices. It should also
incorporate the feedback of experts from child welfare, general and special education,
early childhood, family justice, and behavioral and health disciplines. This handbook
should translate the lessons learned in research and fieldwork into practical approaches
for home-school collaboration development.

This handbook should summarize for school districts various theories and
research presented as a research-based framework and field-tested tools. This research-

based framework will help district and school leaders gain a comprehensive
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understanding of how the connection within the three critical spheres (the family, school,
and local community) can be organized to strengthen collaboration, identify the essential
conditions and challenges that are included in this research and other studies that must be
considered to develop the action plan and set goals and outcomes of the program, and
provide an example that includes results from successful collaboration programs and their
impact on child development. Moreover, this handbook should outline the activities that
increase expertise on school, family, and community partnerships. It would also assist
district leaders if the handbook includes the costs of partnership programs, sources of
funds, and checklists to help them organize their programs.

Also, this handbook should include several tools and guidelines that school
leaders can use, such as “A Home-School Compact” to develop strong and successful
action teams for partnership. Within this compact, school district and school leaders are
encouraged to conduct team training workshops that involve educators, parents, and the
community to prepare them to work together to initiate and improve partnership
programs. Indeed, the handbook should include suggested scripts and activities to help
workshop leaders cover key topics, themes, cultural aspects, and activities found in
theories and research.

Finally, this handbook should provide school leaders with essential tools such as
matrices or inventories that would be helpful to plan and assess the progress of their
partnership programs. It should also provide district and school leaders with different
resources and networks at the national level to provide ongoing professional development
in school, family, and community partnerships and enable leaders to find different ideas

and ways to improve the outcome of this partnership.
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APPENDIX A:

SAMPLE RECRUITMENT LETTER OR EMAIL FOR PARENT

Dear [Name],

My name is Yusra Alalami and | am a doctoral candidate at George Washington
University. | am writing to invite you to participate in my research study about parents’
and teachers’ perceptions of collaborating for successful family engagement for students
with learning disabilities. You have been selected by your school principal because you
may be interested in participating in this research study, and you have access to a
computer, since this study is using an online interview as a data collection method. |
obtained your contact information from your school principal.

If you decide to participate in this study, you will receive a consent form that describes
your right to voluntarily participate and withdraw from the study at any time; the central
purpose of the study and the procedures that will be used in data collection; the protection
of the confidentiality of your responses; the known risks associated with your
participation in the study; the expected benefit of your participation; and your signature. |
would like to audio record your interview because | will use the information to analyze
the data of this study and then I will use the information for the final result.

Rememober, this is completely voluntary. You can choose to be in the study or not. If
you’d like to participate or have any questions about the study, please email or contact
me at Yalalami@gwmail.gwu.edu.

Sincerely,
Yusra Alalami
269-271-1291
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APPENDIX B:

SAMPLE RECRUITMENT LETTER OR EMAIL FOR TEACHER

Dear [Name],

My name is Yusra Alalami, and | am a doctoral candidate at George Washington
University. | am writing to invite you to participate in my research study about parents’
and teachers’ perceptions of collaborating for successful family engagement for students
with learning disabilities. You’re eligible to be in this study because you are a teacher
employed at the school; have at least 3 years of experience working with children with
learning disabilities; and have access to a computer, since this study is using an online
interview as the data collection method. | obtained your contact information from your
school principal

If you decide to participate in this study, you will receive a consent form that describes
your right to voluntarily participate and withdraw from the study at any time; the central
purpose of the study and the procedures that will be used in data collection; the protection
of the confidentiality of your responses; the known risks associated with your
participation in the study; the expected benefit of your participation; and your signature. |
would like to audio record your interview because | will use the information to analyze
the data of this study and then I will use the information for the final result.

Remember, this is completely voluntary. You can choose to be in the study or not. If
you’d like to participate or have any questions about the study, please email or contact
me at Yalalami@gwmail.gwu.edu.

Sincerely,
Yusra Alalami
269-271-1291
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APPENDIX C:

CONSENT FORM

Yusra Khiled Alalami, doctoral candidate at George Washington University, is
conducting a study about parents’ and teachers’ perceptions of collaborating for
successful family engagement for students with learning disabilities. The following
information is provided for you to decide whether you wish to participate in the present
study. You should be aware that you are free to decide not to participate or to withdraw at
any time without affecting your relationship with your school.

The purpose of this study is to explore Saudi parents’ and teachers’ understanding of
collaboration for successful family engagement for children with learning disabilities.
The procedure will be a basic qualitative study design. At this stage in the research, the
researcher aims to understand how parents and teachers interpret the meaning of
collaboration for successful family engagement in the education of children with learning
disabilities, and what they believe encourages, discourages, and improves collaboration
for successful family engagement for children with learning disabilities.

Data will be collected through online venues. You will have two options in conducting a
1-hour online interview: either synchronous (Skype, Adobe Connect, Zoom, or a 1-hour
voice-to-voice real-time interview over the phone) or asynchronous (text-based or written
interview over email). Under your agreement, the interview will be audio recorded for the
purpose of data analysis. The individual involved in the data collection and recording
procedures will be the researcher herself. Any recorded information that is obtained in
connection with this interview will remain confidential and will not be disclosed to any
person other than the researcher; also, the information gathered in this research (e.g.,
recorded interviews) will not be used for future research projects. The researcher will
keep all the recorded information for a full year until the research is completed and the
final results are issued, then all the recorded data will be deleted from the researcher’s
computer.

Do not hesitate to ask any questions about the study either before participating or during
the time that you are participating. | will be happy to share the findings of this study with
you after the research is completed. However, your name will not be associated with the
research findings in any way, and only the researcher will know your identity as a
participant.

The minimal risk that can be associated with this research is possible loss of
confidentiality, as the researcher will ask permission to audio record the interviews.
However, the researcher will save the recording on a password-protected computer to
minimize this risk.

The expected benefits associated with your participation are to learn relevant research-
based practice and ways to improve collaboration between special education teachers and
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parents of children with learning disabilities in Saudi Arabia, and the opportunity to
participate in a qualitative research study.

Please sign your consent with full knowledge of the nature and purpose of the
procedures. Your signature indicates that you have read and understand the information
provided above, that you willingly agree to participate in this study, that your
participation will be voluntarily and you will not receive compensation for participating,
that you may withdraw your consent at any time and discontinue participation without
penalty, and that you have received a copy of this form.

Participant Name

Participant Signature

Date

Will you participate in this study? Yes No
What kind of interviews could you participate in? (You can choose more than one option)

Skype, Adobe Connect, Zoom, or voice-to-voice real-time interview over the
phone.

Text-based or written interview over email.

Will you agree to audio record your interview? Yes No

If you have any questions, please feel free to contact the researcher:
Yalalami@gwmail.gwu.edu.
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11.
12.

13.

14,
15.

16.

17.
18.
19.
20.
21.
22.
23.
24.

25.
26.

A true integrated
partnership

Provides information.
Experiences

Skills

Proper dealing with the
student.

Sense of continuous
communication
Advancement of the
student’s level
Aspects of health
Social

Academic development
Solving problems.
School and home
environment.

Helps family understand
the needs of their
daughter with learning
disabilities

Solve problems

Make appropriate
decisions at the right
time.

Reduces problems
confront general
education teachers and
the teacher of learning
disabilities

Develop student’s level
psychologically
Academically.
Families who
collaborate very
effectively

Attending schools
meeting

Responding to text
messages

WhatsApp

Or phone calls
Following through
various social media
Awareness
Awareness of the
importance of
collaboration
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TEACHER CODES

217.

28.

29.

30.
3L
32.
33.

34.
35.

36.
37.
38.
39.

40.

41.

42,
43.
44,
45.
46.
47,
48.

49.
50.
51.
52.
53.

54.

55.
56.

57.

Communication
between home and
school.

Families who did not
have any way of
communication
Method used for
communication

No collaboration
Indicates neglect
Lack of concern
Student’s
developmental
Academic level.
Provide certificates of
thanks

Praise to parents
Promoting them
Gifts

Continuous
communication.
Different
communication
methods

Asking parents to attend
to school

Not able

Text messages
WhatsApp messages
Paper notices.
Motivating parents
To attend
Continuously
communicate
Collecting points for
each student
Families communicate
with the school
Higher points

School trip

Receive discount
coupons to a shopping
and catering center
Game tickets to an
entertainment center
Token gift by School
Continuous
communication
Quick response
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60.
61.

62.
63.

64.
65.
66.

67.
68.

69.

70.
71.

72.

73.
74.
75.
76.
77.

78.
79.
80.
81.
82.
83.

84.

85.
86.

87.

88.

Know the performance
of their daughter
Communicate with the
student counselor
Teachers

Know more about their
daughter.

Symbolic gifts
Participate in national
local events.

Health domains
Educational domains
Self-development
domains

Recreational domains.
Mentioned areas are
important

Well exploited and
harnessed in
encouraging
collaboration between
home and school

No discouragement
Attempt to continuously
communicate.

Home environment and
the school environment
Various possible means
Needs to be improved
Give its expected goals.
Continuous neglect
Emergence of the effect
of neglect

Academic
Developmental.

Health

Psychological

Social development
Lack of the importance
of this collaboration
Clearly impacted our
students

Health domain

Health condition was
neglected.

Frequent absence of the
student

Impacted academic and
psychological level of
the student
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91.
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94.

95.
96.

97.
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99

100.
101.
102.
103.
104.
105.
106.
107.
108.

100.

110.
111.

112.
113.
114.

115.
116.

117.
118.

119.
120.
121.
122.

Repeat the school year
again

Attempt was made
Several times to
communicate with the
student’s parents

Did not receive any
response.

Encouraging

Trying to continuously
communicate

Motivate

Strengthen the ways of
communications.
Achieving the principle
of community
partnership between the
school, the family and
the community.
Family's participation
Activities,

Events

Occasions

Inside

Outside the school
Health,

Educational,
Entertainment

Social fields.
Advantage of the open
day

Increase mutual trust
between parents and the
school.

Individual counseling
for the parents

Good academic
achievement

Provide them

All the resources

Help in the continuation
of academic excellence
Academic weakness
Drawing a clear picture
of the student’s
academic

Social development.
Special education
teachers need
continuous
psychological support,
Financials support,
Cultural

Social support

Raise the level of the
students in all areas

123.

124.

125.

126.

127.
128.

129.
130.
131.

132.
133.

134.
135.

136.

137.

138.

139.

140.

141.

142.
143.

Reach all the goals set
by the Ministry of
Education.

Special education
teacher’s role is very
important and difficult
Cannot achieve all the
desired goals in
teaching students with
learning difficulties on
their own

Educational procedures
must be carried out
according to the
principle of community
participation.
Providing courses
Workshops by
specialists on the
characteristics of
development for each
stage, helps parents to
understand the needs of
their children

Deal with difficult
problems,

Help

Care for their children
Achieve their goals.
Conducting various
competitions at the
schools

District level

Aimed to increase
collaboration between
the family and the
school.

Collaboration is the
foundation of teaching
students with learning
disabilities.

| cannot separate
between school and
home.

Collaboration in our
schools is in a correct
way.

Student’s level will
continuously improve.
Concept of
collaboration.

Parents and the school
to work all together
Benefit of the student,
Not only the special
education teachers
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145.

146.
147.

148.
149.
150.

151.

152.

153.

154,
155.
156.

157.

158.

159.
160.
161.

162.
163.
164.
165.
166.

167.

168.

169.
170.
171.
172.

173.
174.
175.
176.

177.

Includes general
education teachers.

All work for the benefit
of the student.
Administrators

All care about the
benefit of the student,
Overcome this difficulty
Difficulties do not end.
We can all help the
child overcome this
difficulty

His or her life continue
to be better.

Main benefit of
collaboration

Help the student to be
aware of this difficulty
Discover her strengths
Weaknesses
Overcome any of these
difficulties

Be able to practice his
or her life naturally.

| care a lot for the
student

Independent
Integrated into her class
Does not need any one
to read or take care of
him or her

Rely on herself

Face life's difficulties
Graduates

Independent life
Frankly, I struggle a lot
in the matter of family
collaboration.
Collaboration is not
applied in my school.
Parents are not
convinced that their
daughter has learning
disabilities.

Known to us

Parents believe

Lazy

Not applied to in our
school

No desire to learn.
Will learn later

Wrong cultural heritage
That we have in the
Kingdom of Saudi
Arabia.

Reason
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179.
180.
181.
182.
183.
184.
185.
186.
187.

188.
189.
190.
191.
192.
193.
194,
195.

196.
197.

198.
199.
200.
201.
202.
203.

204.

205.

206.

207.
208.

Subjects

Do not have grades
Causes

Parents

Careless

Subjects

I noticed

Most of the parents
Care more

General education
subjects

Subjects

Fear of a lack of grades
Failure in the class.
They communicate with
the general education
teacher

Ask her to give them
the entire curriculum
Taught at home by the
parents

Quite the opposite
Regard to the subjects |
teach in a learning
disabilities class.

Feel sorry

That subjects that |
teach are the skills that |
want the student to
acquire and practice in
all matters of her life,
Not only for the sake of
obtaining grades,

I am working on the
continuous of this skill.
Not able to differentiate
between letters

And cannot even write
the letters

Does not do anything
Does not care about her
daughter’s level of
reading

Most important thing
for her is that her
daughter passes the
grade and moves to the
next grade level.
Achieve the principle of
collaboration.

Get to know the level of
parents

Level of education
Desire to use a variety
of programs.

209.
210.
211.
212.
213.
214,
215.
216.
217.
218.
219.
220.
221.

222,

223.

224.

225.
226.

227.

228.
229.
230.
231.
232.
233.

234.
235.
236.

237.
238.

Could communicate

with the parents well.

Are not educated

Do not have the ability
to use modern
technological methods
In order to
communicate,

Best option was is to
use WhatsApp.

Not an official way to
communicate with
parents

Trying to be flexible
Dealing in the way that
suits them

I am trying to overcome
difficulties

Barriers

Benefit of my students.
Parents care about their
daughter

Method does not mean
to them.

Try to find various ways
to communicate with
the teacher

No desire to
communicate.

Effort for motivating
them to communicate

with the school

They will not respond.
Parents would contact
the school if there was
any problem with the
student.

Reason for
communication with the
parent

Time of communication
Inside the school,
Activities,

Events

Competitions

Held in special
education classes
Helped significantly
Changing

The wrong stereotype of
students with learning
disability in the school
Know that

Most mothers are very
sensitive for taking their
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240.
241.
242,
243.
244,
245.

246.
247,

248.
249.
250.
251.

252.
253.

254,

255.
256.

257.

258.

259.
260.
261.

262.

263.

264.

265.
266.

daughters to the
resource room

Lack of acceptance of
disability,

In turn reflects on the
student

Acceptance of attending
these classes,
Activities

Established

Held in the school

Use of modern
technology

Resource room
Making competitions
between the class,
Very excited about the
competition

Have a desire to come
to the resource room
Participate

Learning process,
Very big role
Reducing the
percentage of absence
among students.
Teachers do not have a
desire to communicate
outside the school
Causes inconvenience
Do not want to share
their private numbers
with parents,

Do not have a desire to
contact the parent
Communication to be
done by the school
administration.

Reason

Shortage of staff

Lack of assistants from
counseling

Help special education
teachers to
communicate with
parents.

Increase in the number
of students in the
classroom.

Barriers that discourage
the teacher from
communicating with
most of the parents.
Lack of staff.

I will talk with you with
full transparency, all of
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268.

269.

270.
271.

272,
273.
274.
275.
276.

277.

278.
279.

280.

281.

282.

what | saw during my
studies in America,
which is that there is a
multidisciplinary team
including parents who
work together to build
the study plan. It does
not exist and is not
applied to in our school.
Reasons that increase
the load on the special
education teacher

Very difficult for the
special education
teacher many plans do
not include the parents
’signature

| repeat the stereotype is
one of the biggest things
that limit the
collaboration of parents
with the school,

Family problems,

Large number of
divorce cases,

Number of children at
home

Makes parents have no
desire to follow their
children

Ask about them

Role

Drive their kids to the
school gate

And by the end of the
academic year their
daughter succeeds and
moves to the next grade.
Large area of concern
School and the home do
not work in the same
line

Do not support the work
of each other,

The most important
areas of concern are the
educational, social and
behavioral side.
Education of children
with learning
disabilities based on
multiple skills that are
given in the school and
must be followed up at
home

283.

284.

285.
286.
287.
288.

289.

290.

291.

292.

293.
294,

295.

296.
297.

298.

299.

300.

301.

302.

303.
304.

305.

306.

No line of
communication and
collaboration between
home and school,

The child will be the
first and last affected
because of this gap.
Trying and trying and
trying

And continuing

Never giving up.
Parents are not
collaborating,

See the extent of
insistence on
communicating

And that this is for the
benefit of their children,
The situation begins to
change

And improve and their
response methods
change.

Flexibility

Insistence on using
diversity and
multiplicity of
communication
methods,

The teacher arrives at
the best method
acceptable to parents.
Suggestions

Parents should feel that
they are an integral part
of the school

Should be invited
individually to attend
the educational class
and

Watch the educational
plan and to

Give each parent full
attention.

Also, among the
suggestions

School should take care
of family activities
Organize a day

School celebrates the
students ’grandmothers
Invite them to attend the
school

Suggest that the family
of students who have
various trades be asked
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307.
308.

3009.

310.

311.

312.

313.

314.

315.

316.

317.

318.

319.

320.

321.

322.

323.
324.
325.
326.

to take advantage of
them in the school and
Invite them

The school becomes an
integral part of the
home

The open day

Sharing dishes from
home

Activities that increase
home and school
collaboration

Special education
teacher | need the full
authority to
communicate with
parents personally.
Any way and at any
time possible.
Communication must be
in an official way and
through the school
administration.
Parents' lack of
response.

Teacher is not allowed
to do and | had to send
the bag to the school
administration
Teacher does not have
the authority and
permission to
communicate with
parents personally.
Give the authority to
special education
teachers

Find the appropriate
ways to collaborate with
parents.

Powers help and
encourage teachers to
find multiple ways to
communicate with
parents.

Working to improve the
student’s academic
level.

Communicating with
the family

Through phone calls.
Periodic meetings.
Held at school building.
Collaboration
contributes to the



327.

328.

329.
330.
331.

332.
333.

334.

335.
336.
337.
338.
339.

340.
341.
342.
343.
344.

345.
346.

347.

348.

349.

350.

improvement of the
student’s level.

Helps both family and
school to know
student’s strengths and
weaknesses in terms of
academic and daily life
skills.

Unfortunately, there is
no collaboration
between the school and
the family.

Several reasons.

Poor family education
Lack of awareness of
the importance of
communicating with the
school in everything
related to their child
with disability.
Reasons

We do not have a
formal agreement in our
school system.
Guarantees
collaboration between
the school and the
family regarding the
side of students with
learning difficulties.
Student counselor.
Calls student's parent.
Official letters.

To invite parents to
Attend school meeting,
and

Hold awareness
meetings to

Educate family about
learning disabilities
program

Signing official papers.
Attending meetings.
Parent can come to
school

Watch their child class.
Help parent to have
some knowledge.
Teaching and dealing
with student with
learning disability.
Contributes positively
Improve student’s
academic level.

Helps parent also to
establish relationships

351.

352.

353.

354,

355.

356.

357.

358.

359.

360.

361.

362.

363.

364.

365.

366.

with the student’s
teacher.
Improve collaboration
between home and
school.
Lack of interest in
attending
developmental meetings
and seminars for special
education teachers.
Regarding students
with learning
disabilities.
No training or
development programs
in the school that
Help families of
students with learning
disabilities
Communicate and
collaborate with the
school.
Unfortunately, parent
do not answer phone
calls.
Do not attend school
meetings about
student’s IEP.
Followed by poor
communication with the
teacher and school.
Field of learning
disability still lacks
awareness of the
methods of
communication and
interaction for both
school and home.
The extent of the benefit
of this collaboration.
Contribute to enhance
student’s academic and
in social life.
There should be an
official agreement
between the school and
the family regarding the
Necessity of
communicating with the
school.
Represented by the
learning disability
teacher,
Student counselor, and
parent.
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367.

368.

369.

370.

371.

372.

373.
374.
375.
376.

377.

378.
379.
380.
381.

382.

383.

384.

385.
386.
387.

388.

389.
390.
391.
392.
393.

394,
395.

The student is not
accepted into the
learning disability
program if this
agreement is violated.
A special program for
students with learning
disability.

Encourage family to
participate in the
activities and attendance
to school.
Establishing a cultural
club for the
neighborhood.
Facilities to exchanged
experiences between
families.

Regarding students with
learning disabilities.
Assign.

Student counselor
Specialist.

In psychology or
sociology.

Special education
teachers need to have
assistant teacher
Organizes workshops.
Meetings.

Phone calls.
Responds to family
inquiries.

Holding training
workshops for families
of students with
learning difficulties.
Helps to develop
technology skills.

The Ministry of
education.

Create

A formal system
Guarantees
collaboration

Between the school and
the family.

Defines the rights.
Duties.

Tasks.

Responsibilities.

Both the family and the
school.

Binding on both parties.
The Education
Department.



396.
397.
398.
399.

400.

401.

402.
403.
404,
405.
406.
407.

408.

4009.

410.

411.

412.

413.

414,
415.
416.

417.
418.

419.
420.
421.

422.
423.
424,
425.

426.
427.

Department of Special
Education.

Hold meetings,
Courses and workshops.
Bring together the
family and the school.
An exchange of
experiences between
families and teachers.
Consultants and
specialists in the field of
learning disability.
Working.

Improve.

Raise.

Level of collaboration
between the school and
the home.
Collaboration by the
family and the school.
In setting goals and
treatment plans.
Choosing the
appropriate educational
method.

Classroom environment
for the student.
Following up the
student from both sides.
Family collaboration is
considered.

An effective element for
the success of the
educational process.
The family is
considered an important
member of special
education team.
Development.
Awareness process.
Importance of the
family’s role.
Participating.

In the educational
process.

Providing all they have.
Benefit of the student.
Improvement of the
learning process.
Ensuring.

School administration.
Encourages.
Communication with
the student

Counselor.

Class teacher.

428.
429.
430.
431.
432.
433.
434.
435.
436.

437.
438.

439.

440.
441.
442.
443.
444,
445,

446.
447.
448.

449.
450.
451.

452.
453.
454.
455,
456.
457.

458.

459,
460.

461.
462.

Special education
teacher

Achieving the principle
of school

Continuous
communication.
School administration
Honoring the family.
Collaboration and
caring for their daughter
Attending educational
meetings and seminars
Attend parent teacher
meeting

Participation in some
activities and events
Exploiting curricular.
Extracurricular
activities.

Enhance collaboration
between the family and
the school.

Lack of interest.
Concern.

Establishing programs.
Promote.

Encourage.

Fulfill the principle of
family engagement.
Lack of interest.
Knowing appropriate.
Varied methods of
teaching students with
learning difficulties.
Applying at home.
Not following up.
Individual educational
plan.

Lack of interest and
follow-up.
Implementation.
Activities

Homework

Lack of parental
collaboration.

Failure in the
educational process.
Student with learning
disabilities urgently
needs to be reminded of
the skills.

Continuous review.
Master the goals of their
IEP.

No collaboration.
Review at home,
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463.
464.
465.
466.
467.
468.
469.

470.
471.
472.
473.

474.

475.
476.
477.
478.
479.

480.
481.
482.
483.
484,
485.
486.
487.
488.
489.
490.

491.
492.

493.
494,

495,
496.
497.

498.
499.
500.
501.

502.
503.

504.

Skills.

Taught in the school.
Desired results.
Periodically.

Honor family.
Collaborating well.
Provide symbolic gifts
for that family.

Moral support.
Awareness support.
Financial support.
Special education
teachers.

Carry out various
activities.

Inside.

Outside the school.
Helps.

Encourages.

Develops the level of
education of students
with learning
disabilities.

Ministry of Education.
Adopt.

Ideas.

Holding competitions
Schools.

Level of the Kingdom.
Stimulate.

Encourage.

Schools.

Establish.

Family collaboration
programs.

Provide.

Valuable prizes to
schools.

Competition.
Everything that is
presented in the school.
Followed up by the
family.

Confirmed.

Family provides
everything school
needs.

Data.

Information.
Facilities.

Achieve the greatest
benefit for the student.
Family.

Contact with the special
education teacher.
Informed



505.
506.

507.
508.
509.
510.
511.
512.
513.
514.
515.
516.
517.
518.
519.
520.
521.
522,
523.
524.

525.
526.

527.

528.
529.
530.
531.
532.
533.
534.

535.

Student plan.

Helps in its
implementation.
Results will be
impressive for the child.
No expected
collaboration.

Aspire

Several reasons.
Educational process.
Delay in the progress of
the students plan.
Assigned

Completing data.
Parent did not respond.
Lack of the awareness.
Quality of learning
outcomes.
Collaboration between
the family and the
school.

Holding.

Group meetings for
mothers.

Finding.

Alternative solutions.
Communicating with
school.

Other than attendance.
Holding.

Individual meetings for
mothers regarding their
daughters.

Honoring mothers who
collaborate well with
the school.

Holding

Meetings.

Praise the
achievements.

Limit the negative
observations.
Attending scheduled
school visits.

Follow up with their
children.

Help with the
homework

Notify the school of any
things happened with
the students.

536.

537.
538.
539.
540.
541.
542.
543.

544,
545,
546.
547.
548.

549.
550.

551.
552.
553.
554,

555.

556.

557.

558.
559.

560.
561.
562.
563.
564.
565.

566.

567.

568.

Effect the educational
process

Talk with their children.

Role of the school.
Importance

Life

Enjoy

Presence.
Extracurricular
activities.

Are among the
strongest.

Areas.

Collaboration between
the family and the
school.

School invitation.
Does not occur in most
cases.

Except.

To list the negative
notes to the student.
Lack of promotion.
Achievements.
Honoring boards.
Only invite the families
of outstanding students.
Dependency on the
school in the
educational process.
The student is
constantly frustrated
Bad comments about

himself and his abilities.

Negligent.

Problems within the
family.

Domestic violence.
Lead.

Student.

Not to learn at home.

School does not inform.

Collaborate with the
family.

Decline in the student’s
academic level.
Important directives
from the school to the
family.

Student’s academic
level.
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569.

570.

571.

572.

573.
574.
575.
576.
577.
578.
579.
580.
581.
582.
583.
584.
585.
586.
587.
588.

589.
590.

591.
592.

Poor communication.
No educational
development at his
level.

Negative psychological
impact.

Families are
collaborating with the
school other than his
family.

Diversity of invitations
topic.

Submitted for the
family.

Encourage family to
attend school

Reduce the amount of
school work.

Sent to the parents to do
at home.

Sending positive
psychological
reinforcement.

Support to the family
Previous collaboration.
The existence of school
leadership.

Aware of the impact.
Importance of

Family and school
collaboration.
Flexibility in dealing
between the family and
the school.

All school members.
Need to collaborate

together.
Build good relations
with families.

Ministry of education.
Assign s a family
counselor.

Every school.

Family window for the
school.
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12.

13.
14,
15.

16.
17.

18.
19.

20.

21.
22.
23.

24,
25.
26.
217.

28.
29.
30.

31.
32.

Necessary.
Fundamental pillar.
Success of the
educational process.
Student with learning
disability.

There must be
continuous
collaboration.
Communication with
the school.

Phone.

Visit to the school.
Student counselor.
General education
teachers.

Special education
teacher.

Discuss any matter
concerning the student.
Educational process.
Succeed.

Know important or
special things.

Health matters.
Known through the
mother.

Rush the results.
Contact with the school
and with all of my
daughter’s.

Presence and my work
as an administrative
assistant in the school.

Ask about my daughter.

Tests.

Everything related to
her.

Improved

Higher level

Benefits.

High level of the
student’s achievement.
A result of the concern
of the parents.
Increases the student’s
self-confidence.
Student feels.
Someone who cares.
Problem.

33.

34.

35.

36.

37.

38.
39.
40.
41,

42,
43.
44,
45,

46.

47.

48.
49,
50.

51.
52.

53.

54.

APPENDIX E:

PARENT CODES

Benefits of
collaboration.

Helps to form good
relationships with
school officials.
Relationships may
extend outside the
school building.
Everyone collaborates
well.

The school
communicates with
parents about anything
related to the student.
Parents in turn respond
to the school call.
Some mothers are
collaborative.

Others are not.

School is trying to do
everything it can be
done to contact parent.
Phone call.

Send daily messages.
Provide computers.
School is trying to
communicate with the
parents.

Make sure that their
students attend the
education platform
Some mothers do not
respond to the school
call.

The school loves the
collaborative mother.
Helps and supports
them.

Makes contests.
Programs.

Courses outside the
school for those
mothers.

School is trying to hold
school meeting with
parent for each grade
level in different days .
Mother can have the
chance to meet school
administration.
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55.

56.

57.

58.
59.
60.

61.

62.
63.
64.
65.

66.
67.
68.
69.
70.
71.

72.
73.
74.
75.
76.

77,

78.
79.
80.
81.

82.
83.
84.
85.
86.
87.
88.
89.
90.
9L
92.

General education
teacher.

Special education
teacher.

Makes publications for
students.
Competitions.
Programs.

Courses for mothers
outside the school.
Provides a bus for
mothers.

No excuse.
Transportation.
Competitions.

Meant to encourage
students.

Make brochures.
Drawing pictures.
Student is honored.
Workshop.

Topic.

I cannot remember what
exactly was.

Honorees that student.
Courses.

Very important.

Useful for mothers.

I hope that they will be
more throughout the
year.

Majority does not
respond.

Does not accept.

And not attend.
Encourage my daughter.
Participate in the
school’s competitions.
School programs.
Morning presentation.
Challenge competitions.
Reading challenge.
Multiplication schedule.
Results.

Encourage
Development.

Reason.

Notice.

Not doing well in a
certain subject.



93.
94.

95.
96.
97.

98.
99.

100.

101.
102.
103.
104.
105.

106.
107.
108.
100.
110.

111.

112.
113.
114.
115.

116.

117.
118.

119.
120.

121.
122.

123.

124.

125.

126.
127.

I go to her teacher.
Find out what the
reason.

Try to solve it.

Areas.

Encourage
collaboration.
Educational field.
Student counselor
communicates with the
parent of the student.
Necessity to join the
learning disability
program.

Benefit for the student.
Every difficulty.
Solution.

Motivate.

Continue her
educational path.
Financial support.
Level is improving.
Expense card.

Lack of communicate
On from the school with
the parents.
Everything related to
the student.

Academic level.
Level of absence.
Absent.

No contact with the
parents.

Know the reasons.
Absence

Send the alert to the
student’s mother when
noticing that student’s
achievement level is
behind or not
improving.

Not holding meeting
with mother.

Discuss

Concerns

Parents’ lack of concern
in the student’s
academic level.
Studying.

Helping in homework
assignments.

Not responding to
school’s inquiries.
Messages.

Mother did not attend
school meeting.

128.
129.

130.

131

132.

133.

134.

135.

136.
137.
138.

139.
140.

141.

142.
143.
144.
145.

146.
147.
148.
149.
150.
151.

152.
153.
154.
155.
156.
157.
158.

159.

160.

161.

Encourage.

Participate in
competitions.
Activities held by the
school.

Concern in terms of
teachers.

Special education
teacher is not able to
improve the level of the
student alone.
Mother’s role is
necessary.

Improving the level of
the student.

Taking care of her
duties.

Caring for the student.
Health domain
Providing discount
cards for student with
learning disabilities.
Private clinics.
Provide a special
license.

Families of needy
students

Activity classes.
Develop abilities.
English language.
Computer skills for
students with learning
difficulties.
Collaborate with family.
Certificate.
Collaborate.

Invite.

Activity classes.
Lessons in English
grammar.

Computer.

Certificate of thanks.
Field experience.
School administration.
Helps.

Unwelcomed.

Get benefit from the
activity classes.
Strengthen the
relationship between the
family of the student
and the school.
Difficulty in a specific
1subject.

Subject.
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162.

163.
164.

165.
166.

167.
168.

169.
170.

171.

172.
173.
174.
175.

176.
177.
178.

179.
180.
181.

182.

183.

184.
185.
186.
187.
188.
189.

190.
191.
192.
193.
194,
195.

196.
197.

Taught by special
education teacher.
General education class.
Special education
teacher.

Will assign grades.

Set exams for that
student.

Support.

Mothers who have
several children at home
need help in educating
their students.

Distance education.

I hope to increase the
number of special
education teacher in the
school.

Collaboration is
essential.

Does not reinforce.
Support.

Concept.

Considered a
deficiency.

School system.
Communication.
Collaboration between
home and school.
Essential.

Supporting.

Modifying the behavior
of the student.

Not present with the
student in the school.
Identify the student’s
academic level

Grades.

Final exams

Behavior

Skills

Social communication.
Known through
contacting with
student’s teacher.
Benefits

Family collaboration is
very essential

It is important.

It is very beneficial
Family’s dependence on
the school.

Parent to attend her
daughter’s class.

Gain some knowledge
Experience



198.

199.

200.
201.

202.
203.

204.

205.

206.
207.

208.
209.
210.

211.
212,
213.
214,
215.
216.

217.

218.

219.
220.
221.
222.

223.

224,

225.
226.
2217.

228.
229.

Teaching her daughter
at home.

I knew this is very
important,

I don’t have time to go
Teacher will welcome
me

Volume
Responsibility for my
own work is very large,
It is very important for
parents to attend the
class

Knowledge of how to
teach students with
learning disabilities.

It is necessary

Should be periodic
meetings,
Communication,
Attendance,

Full awareness of
mothers.

A report cards

Sent on a weekly basis
Student’s family
Inform

Students’ progress.
Did not know what is
the meaning of the
learning disabilities.
What it means that my
daughter has learning
disabilities.

Needs to attend a
learning disabilities
classroom.

Delay in reading.
Private

Contacted me

Told me that my
daughter has a delay in
reading

Needs to join the
learning disabilities
class,

Something unknown to
me,

Did not know the reason
How this is happened.
Always contact the
special education
teacher

Not with the school.
My daughter’s teacher
is very nice

230.
231.
232.
233.

234.

235.

236.

237.

238.
239.

240.
241,
242,
243.
244,
245.

246.

247.

248.
249.
250.

251.
252,
253.
254,
255.

256.
257.

258.

259.
260.
261.
262.

263.
264.

265.
266.

Always contacts
WhatsApp

Tells me

My daughter’s
progress.
Collaboration in the
sense of the word
collaboration
Continuous
collaboration

Did not see in my
daughter’s school.
Contact through
WhatsApp only.
School invited me
See the progress of the
plan,

Sign it,

My approval,

Special education day
Participate

I don’t have time

| am are very busy in
my work,

I don’t have any
initiatives for the
school,

School asked me
anything,

Invited me to the school
I respond quickly
Even if they asked me
to attend,

Do not initiate any
communication.
Things that encourage
parents to collaborate
Youtube channels,
Telegram channels,
Audio or clips of
student reading.
Gives me enthusiasm
Interact with my
daughter.

I do not know what is
going on in school.
No evaluation

No interaction,

No competition,

Or exchanging
experiences
Neighborhood club,
Used in developing
students” skills
Interact with mothers.
Mothers are invited
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267.
268.

269.
270.
271.
272.
273.
274,

275.

276.

277.
278.
279.
280.

281.

282.

283.
284.

285.

286.
287.
288.
289.
290.
291.
292.

293.
294.

295.
296.

297.
298.
299.
300.
301.
302.
303.
304.
305.
306.

Asked to give lectures
Share experiences with
other parents

Improve knowledge
Among parents.

Online classes

Chance to observe

My daughter’s class

I do not know about
anything.

Parents do not do
anything.

Do not know what is
happening in the classes
of learning disabilities.
Ignorance.

Prevents.

Active in the school.
Parents do not know
what learning disability.
Why their children are
receiving a special
education program.
Working on one side
will not give the desired
result.

Working

Teaching students with
learning disabilities.
Anything starts at the
school will end at the
school

Student learns in school.
End in school

Ask

Homework

Role of the school.
Ends

Teacher asked for
anything,

Read a story,

Sit with my daughter
and read the story.
Telegram channels,
Facilitate direct contact
with the school

Groups are possible
WhatsApp.

The neighborhood clubs
Needs to be activated
Evening

Suitable time

All parents to attend.
Brochures

Workshop.

Valued.



307.

308.
309.
310.
311.
312.
313.

314.
315.
316.
317.

318.

319.

320.
321.

322.
323.
324,
325.
326.
327.

328.
329.

330.
331.
332.

333.
334.

335.

336.
337.

338.

339.

Spread awareness in the
community
Awareness,

Cultural

Cogpnitive support
Feel the competition
Love of initiative

The Ministry of
Education

Setting up

Center

Every neighborhood
Helps students of
special education to
improve their learning
skills

Using differentiated
methods of learning
Different than the one
used in the school.
The resource rooms
Does not differ from
any class of school,
Tables

Chairs

Notebook

Pen,

Raising awareness
About the issue of
special education in our
society is very
necessary.

Important process
Benefit student with
learning disability
Helps to improve the
learning process,
Develop capabilities
Skills

Expand awareness
There must be
collaboration between
the family and the
school.

Collaboration helps in
achieving teaching.
Learning goals.

Leads to continuous
improvement for
student with learning
disabilities.

There is contact
between the family and
the school.

Through phone calls.

340.

341.

342.
343.

344,
345.

346.
347.
348.
349.
350.

351.
352.

353.
354,

355.
356.

357.
358.
359.
360.
361.
362.
363.
364.
365.
366.
367.

368.
369.

370.

Inviting parent to attend
meetings for the student
with learning disability.
Meeting is held for
mothers of students
with learning
difficulties.

Asks them to attend
school events.

Send text messages.
Attending the school.
Asking about the
appropriate method for
teaching my daughter.
Help with homework.
Attend events.
Activities that take
place in the school.
Extracurricular
activities.

Help find multiple ways
to improve cooperation.
Lack of interest.
Concern in holding
meetings.

Seminars.

Workshop.

Help spread awareness.
Importance of family
participation in the
education process.
Reinforce.

The importance of the
family’s role.
Completing the
educational process.
Caring.

Returning from school.
Do not attend school’s
meeting.

Do not answering phone
calls.

Rely on the school to
educate their children.
Make educational
decisions.

General education
teachers.

Tolerating.
Understanding.

The presence of a
student with learning
disabilities in their
classroom.

Affects the student.
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371.

372.

373.

374.

375.

376.
377.

378.

379.

380.

381.
382.

383.

384.
385.
386.
387.

388.
389.
390.

391
392.
393.
394.

395.
396.
397.
398.

399.
400.
401.
402.
403.

404.

Affects the learning
process.

Achievement of the
principle of
communicating with
parents.

Lack of understanding
to this case.

Constant contact with
the school.

Attending school
meetings.

Answering phone calls.
Telling the school
everything related to the
student.

Helping with
homework.

Not hesitating to ask for
help.

Psychological support is
very important.
Frustrated.

My daughter is unable
to do her homework on
her own.

Needs my help in
everything.

Ministry of Education.
Contributes.
Participates.
Partnership between
home and school.
Process of

Educating.

Teaching students with
learning disabilities.
Holding conferences.
Seminars.

Level of the Kingdom.
Specialists in special
education.

Participate.

Both parties.
Understand their roles.
Present new
developmental ideas.
Enhance.
Collaboration concept.
Means.

Follow up.

Share important
information between
mothers and the school.
Exchange of dialogue
on all important things.



405.
406.
407.
408.

409.
410.

411.
412.
413.

414,
415.

416.
417.
418.
419.
420.
421.
422.

423.
424,

425,

426.
427,
428.
429.
430.
431.

432.

433.
434,
435.
436.
437.
438.
439.
440.
441.

442.

443,

444,

445,
446.

Beneficial for students.
Parents.

School itself.
Educating students with
learning difficulties.
Benefits.

Reduces the burden on
the school.

Following up.
Focusing on this child.
Helps the child to be or
feel.

Normal person.

No difference between
her and her friends.
Family collaboration.
Reinforce morale.
Self-confident person.
Serious in learning.
Methods.

Useful in studying.
Understand the
educational curricula.
Love of learning.
Interest and confidence
from family.

Raises the child’s
confidence in himself.
Psyche becomes high.
Beneficial to society.
Skills.

Talents.

Benefit society.
Benefit the student
himself.

School is collaborating
well with all the
families.

Always follow-up.
Ask.

Absent.

Problem that occurred.
I go the school.

Meet the principal.
The consoler.
Welcome me.

School is so far from
my house.

Registered my daughter
in the same school.

| asked about the
school.

Everyone praised the
principal.

The teachers.

The consoler.

447,
448.
449,

450.

451.

452.

453.

454,

455.

456.
457.
458.
459,

460.
461.
462.
463.
464.

465.

466.

467.

468.
469.
470.
471.
472.
473.

474,
475.

476.
477.

Main reason.

Same school.

School staff are very
collaborative with
family.

Make you feel
concerned and
important.

Always ask why your
daughter is absent
today?

Where are you, and why
you did not attend the
mothers ‘council.
Always on the way to
the school.

School is very
committed in
communicating with the
family.

All means of
communication.
WhatsApp.

Phone.

Calling father.

Calling the student’s
grandmother.

Absence or delay in
attending the school.
Activities.

National Day.

Ask students and their
family to participate.
Activities for learning
disabilities classes.
School request from
students to bring a cake
to the school.
Participate on the open
plate day.

Follow-up from my
daughter school.
Continues.

Permanent.

Personal interest.

I call the school.

Did not answer my call.
I go to the school
directly.

Ask about everything.
I am mainly concerned
about my daughter.
Anything happened.
Misunderstanding.
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478.

479.
480.
481.
482.
483.

484.
485.

486.

487.

488.

489.
490.

491.

492.

493.
494,

495,

496.

497.

498.

499.

500.

501.
502.
503.

504.
505.
506.

507.

My daughter has a
problem with her
friends.

Did not understand the
lesson.

I go to her teacher.
Ask what is the reason.
What can | offer.

| also contact the
teacher.

Ask about participation.
Problem with a certain
subject.

Teacher is not able to
deliver the information
well.

I go to the school.

| speak with the
director.

School consular.

Ask them to talk to the
teacher.

Ask them to take care of
my daughter.

Anything that I am not
comfortable with.

I always go to school.
Never leave any topic
without asking question
or inquire about my
daughter.

Most important fields is
the educational field.
Special education
teacher in the school.
Communicates with
mothers.

Issue of their daughters
‘presence in the
resource rooms

Extent to which they
can benefit from them.
School’s lack of interest
to contact with the
home in any way
possible.

Late.

Absent.

Did not meet her
educational goals.
Mother’s side.

Was not collaborating.
Or not respond to
school calls.

Not concerned about
her daughter.



508.
509.

510.

511.

512.

513.
514.

515.

516.

517.

518.

519.
520.
521.
522.

523.
524.
525.
526.
527.

528.
529.
530.

531.
532.

533.
534.

535.

536.

Reflect in the school.
Uninterested in
communicating with
this family.

A great lack of
understanding of this
topic.

The word learning
disabilities is very scary
for parent.

Black mark in the
student’s file.

They don’t understand.
Special education
classes are beneficial
than having a privet
teacher at home.

Give more confidence
to the student.

Help her to understand
the lessons easily.
Focusing on the
understanding of
people.

Understanding of
parents to this concept.
Help.

Eliminate.

Fear.

Barriers about this
subject.

Most important reasons.
Lack of collaboration.
Lack of understanding.
Awareness of the topic.
The importance of the
classes of learning
disabilities.

Benefits for the student.
Prevent failure.

Help students to
overcome difficulties.
Failure in core subject.
Students and their
family need to clearly
understand this
sentence.

Different methods.
Reach each of these
children and their
parents.

Word is explained
better.

Gives greater
confidence in the
child’s psyche.

537.
538.
539.
540.

541.
542.

543.

544,
545.

546.

547.
548.

549.

550.
551.

552,
553.
554,

555.

556.
557.
558.
559.

560.

561.
562.
563.
564.
565.
566.

567.
568.
569.
570.
571.
572.
573.
574.
575.

Parents.

Afraid.

The name.

The name frankness is
very strong.

What it means.

What people
understand.

| expect changing the
name will be better.
Shocked.

My daughter has
learning disability.
Assign her to attend
learning disability class.
Topic.

Sentence shocked any
mother.

Mothers did not accept
this word at the
beginning.

Classify.

Asking her about her
teacher.

Able to understand.
Instruction.

Can’t understand from
that teacher.

Issue of disability all
along.

School to be mistaken.
Not a defect.

Possible.

The general education
teacher.

Not using various
methods.

Deliver the information.
Cause.
Misunderstanding.
Student only.
Facilitate collaboration.
Facilities the way for
communication between
the family and the
school.

Activity classes.
Activities classes.
Used.

A good way.
Activities classes.
Lost.

Students.

Sitting cleaning.
Decorating the
classroom.
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576.

577.

578.
579.

580.
581.
582.

583.
584.

585.

586.

587.
588.
589.

590.
591.
592.
593.
594,
595.
596.
597.
598.

599.
600.
601.
602.
603.

604.
605.

606.

607.

608.

6009.

Wonder why we do this
while our students need
more skills than this?
Activities outside the
school.

Community volunteer.
Working in public
library.

Volunteer work.

Idea.

Students benefit from
these works.

Gain credit.

Activities outside
school.

Help family to be
engaged.

Sports activities in girls
‘schools.

Attract parents.

Apply in our schools.
School is the second
home for the child.
Find safety.
Encouragement.
Support.

Shows talents.

Skills.

School activities.
Sports.

Volunteer work.

Help parents to
collaborate more with
the school.

Benefitting the students.
Improve their skills.
Gain more experiences.
Educational files.
Financial support is
very important for poor
families.

Indeed.

Not able to provide their
children with school
supplies.

Cognitive support for
parents.

Training workshops for
mothers on the issue of
understanding learning
disabilities.

Mothers who are not
able to attend the
workshop.

Receive a copy of the
workshop.



610.

611.

612.

613.

614.

615.
616.
617.
618.

Help spread the
knowledge and
awareness.

Mothers who are
illiterate.

Fathers whose
education is not so
much.

School send the
abstracts of the seminar.
Help parent to
understand what the
matter is.

Ministry of education.
Intervenes.
Establishment.
Educational program for
parents of students who
receive special
education services.

619.

620.

621.

622.

623.
624.

625.
626.
627.
628.

629.

Helps parents
understand the topic of
learning disabilities.
Care of this child.
Organize trips
throughout the year.
Families of students of
special education.
Take their numbers.
Priority of Ministry of
Education.

Educate.

Develop this category.
Know their requests.
Engage them in
educational decision.
Invite them to attend
conferences and
seminars.
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630.

631.
632.

633.
634.

635.
636.
637.

The Ministry of
Education.

Creates.

Special education
curriculum.

Taught in schools.
Helps students
understand the
challenges they face.
Know their strengths.
Help.

Overcome challenges.



APPENDIX F:

SUMMARY OF THE FOUR THEMES AND THEIR RELATIONSHIP TO THE THEORETICAL FRAMEWORK

Theme Cluster Code Finding Studies
Cognition Integration A true o Help parent to feel concerned, an Elementary and Secondary Education Act
integrated integral part of the school, and « Title I to develop systematic parental involvement policies to

partnership

cannot be separated.

An important member of special
education team.

Include them in the educational
decision.

Parents feel honored to be involved.

Appreciation of one another.
Acknowledgment of their help.
Both parties exchange information.

ensure that parents continue to play an integral role to assist
their children in the learning process.

Regulations of Special Education Programs and Institute

« Tasks the schools and the school districts with the responsibility
of encouraging parents to be involved in the planning and
implementation of IEPs.

Community
partnership

Working together as a team and in
the same line.

All school members, parents, and
community need to work
collaboratively.

Education process should be
implemented under the principle of
community partnership.
Everything presented in the school
is followed up by the family and
confirmed.

Work together in setting goals and
treatment plans.

Choosing the appropriate
educational method and classroom
environment.

Epstein’s (1992) theory of overlapping spheres of influence

o Identifies three critical spheres, namely the family, school, and
local community.

e These spheres overlap, giving rise to different outcomes in
child development.

Anfara & Mertens (2008)

¢ Working together needs a strong system.

o The law stipulates the establishment of “school-family
compacts.”

o Outlines how the various stakeholder groups work together to
boost student achievement.
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Theme Cluster Code Finding Studies
Relationship Relationship is the way for Bull, Brooking, & Campbell (2008)
collaboration. o Collaborative relationships between schools, families, and
It is continuing. communities.
Needs to be built over time through | e Benefits students’ learning and social-emotional development.
consistent communication, Bronfenbrenner’s (1979) theory
collaboration, creative problem ¢ The interaction between families and schools is important in
solving, a common goal and, most the overall development of children.
importantly, trust. Ferrara (2017)
Establishing a strong parent-teacher | e Invest resources such as money, time, and advice to promote
relationship can be difficult or even practices that are effective in increasing the relationship
intimidating. between home and school.
Parents want the best for their e U.S. legislation and policy have focused on creating an
children. ongoing collaboration method.
Volume of their work prevents them | e« Work together towards a common goal in a collaborative
from establishing such relationship. partnership.
e Overcome any difficulty they encounter in this relationship.

Quality of Fundamental Collaboration is very necessary and | Almoghyrah (2015); Alobaid (2018); Alothman (2014);

learning pillar is a fundamental pillar for the Alyahya (2018); Somaily et al. (2012)

outcome learning process. ¢ Collaboration between home and school makes a significant

Collaboration helps parents and
teachers to share a common goal.
Binds people together in their work.
Enables them to achieve positive
learning outcomes for the child.
Helps to reduce the problems that
confront general education teachers
and special education teachers.
Helps parents to understand the
needs of their children with learning
disabilities.

difference in educational achievement.

Lerner & Johns (2011)

e The needs of children with LDs place a greater demand for
parents and teachers to work collaboratively in the education of
those children.
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Theme Cluster Code Finding Studies
Student Sense of continuous communication | Oswald, Zaidi, Cheatham, & Brody (2018)
improvement between home and school leads to o Positive correlation between parental involvement and
the advancement of the student’s academic achievement in children across all levels of
level in all aspects of health, social, education.
and academic development. Wang & Sheikh-Khalil (2014)
Helps to develop the student’s level | e Direct parental involvement in children’s education can
psychologically and academically. positively influence adolescents into performing better in
Support a child’s positive school and enhance a child’s readiness for school.
engagement in the learning and Kumar, O’Malley, & Johnston (2014)
social aspects of school life. o Parental engagement in children’s academic performance helps
Children’s competence, promote positive behavior in school.
participation, positive learning, and | McBryde (2019)
social behaviors require active e Parent engagement helps to creates a stable foundation for
partnerships with families. success.
Increases the student’s self-
confidence and reinforces morale.
Continuous Main benefit of collaboration is to Cortiella & Horowitz (2014)
improvement help the student be aware of her o Students with LDs experience challenges that manifest in
for students difficulty. deficits in social skills, emotional difficulties including
with learning Discover their strengths and struggles with self-concept, greater levels of anxiety, and
disabilities weaknesses. reduced peer acceptance.

Be able to practice their lives
naturally.

Sormunen, Tossavainen, & Turunen (2011)

e Students with LDs are in deep need of mutual collaboration
between home and school to support their learning and healthy
growth and development.

Wong (2011)

e Collaboration involves the responsibility and commitment of
all stakeholders, and the child can emerge from the school year
academically, emotionally, and socially, as well as be prepared
for future challenges.
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Theme Cluster Code Finding Studies
Connection | Connectedness | Communication Ongoing and frequent, through a Dyson (2010)
methods broad spectrum of modalities. o Explored the ways parents would like to communicate with

Different methods of
communication were used to ensure
that teachers and parents
communicated frequently.
Communication occurred when
teachers noticed a delay in the
students’ progress.

Mandatory parent-teacher meetings
or events in the school.

When parent had concerns about
child’s education, teaching
methods, placement decision, or to
respond for invitation about school
activities.

teachers.

¢ Highlights the need for better coordination and more efficient
and effective means of communicating information among
parents and school staff members involved in education of the
child.

o This is an essential element that encourages the development
and delivery of appropriate services for children with LD.

Participation

Interaction among teachers and
parents was structured and
unstructured.

Interviewees valued participation.
Personal relationships and deep
connection often developed through
engagement in school activities and
participation in school or home
events.

The activities were valuable for
both parent and teachers, as they
can have a chance to have open
dialogue and listen to each other,
create trust, and open new window
of relationship.

Participation helped to find new
strategies of communication and
collaboration.

Alobaid (2018)

e Seven out of eight parents did see the value of their
participation.

IDEA (2004) and RSEPI

o Participation is required and is not voluntarily and specific to
the school activities.

o Require family members of children with LDs to actively
participate in the creation of 1EPs.

Anfara & Mertens (2008)

e Elementary and Secondary Education Act Includes the
definition of parent involvement to govern the extent of
parental participation in academic activities and other school-
related activities.

e Encourages parents to take an increasingly central role in their
child’s education at school.

o Parents are expected to become highly engaged in their child’s
education.

o Must actively participate in policymaking at school level.

Mangan (2015)
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Theme

Cluster

Code

Finding

Studies

¢ Enabled them to care more about
their children, understand their
strengths and weaknesses, and be
more effective in raising their
children.

e Extracurricular activities in the
schools need to be exploited and
harnessed to encourage
collaboration between home and
school.

o Raising child with LD can adversely affect a parent’s mental
well-being.

Sanchez (2010)

o Parents should explore specific ways to foster their children’s
development, including increased involvement in school
education.

Alothman (2014)

o Creating diverse types of relationships between school faculty
and parents is essential to the advancement of inclusive
education.
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Theme

Cluster

Code

Finding

Studies

Engagement

Roles and
responsibility

Teachers were trying to facilitate
communication with parents.
Teachers initiated contact with
parent by using different methods.
Inform parents about how their
child is doing in learning.

Invite parent to school activities.
Share important directives from the
school to the family.

Send reminders to parents or to
specific individuals to attend
meetings for the student an LD.
Responds to family inquiries and to
build a classroom community.
Parents concerned about the
education of their children.

Parents were committed to
prioritizing their child’s educational
goals.

Asked about child progress in the
school.

Helped in school homework, attend
meeting, respond to school inquiry.
Provide information on the child’s
strengths, weaknesses, and
background information.

Lerner & Johns (2011)

e The needs of children with LDs place a greater demand for
parents and teachers to get more involved in the education of
those children.

Olmstead (2013)

¢ Involvement vs engagement.

o When parents are actively involved, their role is sometimes
limited to routine tasks.

o The concept of family engagement is concerned with the
rationalization of parent involvement on their children’s
development.

Bronfenbrenner’s (1979) theory)

e The development of children is affected not only by factors
within the child but also by their family and surrounding
environment.

Epstein’s (1992) theory

o Family engagement encompasses collaboration and support
from multiple providers: the family, the school, and the
community.

Mapp & Kuttner (2013)

o Parents should further play a leading role of being major
decision-makers for their children’s education choices.

o Families must always collaborate with school staff and other
members of the community on issues of school improvement
and reform.

Almoghyrah (2015)

¢ The causes for poor parental engagement include failure of the
schools to invite parents to activities.
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Theme Cluster Code Finding Studies

Encouragement Strategy to improve collaboration Almoghyrah (2015)

and motivation between home and school. ¢ Institutions need to reach out to parents and encourage their
Encouragement of family participation by either making it easier for them to get involved
engagement depends on unique or highlight the value of their engagement on the progress that
characteristics and individual the learners may make.
comfort levels and understanding of | Alothman (2014)
each family. o Creating diverse types of relationships between school faculty
Family engagement can look and parents is essential to the advancement of inclusive
different and take on many forms if education.
schools adopted new ideas other ¢ Valuing and respecting the input of each entity in such
than regular school routine. collaborative relationships is necessary for greater levels of
Parents show willingness to adopt involvement by both groups.
change that focuses on improving
additional methods for engagement.

Confidence | The Barriers for The volume and the responsibility Mapp & Kuttner (2013).

challenges of
collaboration

collaboration:
teacher,
parents, and
school system

in the class.

The number of students and
shortage of staff.

Deficit mindsets about collaboration
with family.

Need to receive training program
that focuses on partnerships and
improve teachers’ perspective about
collaboration.

Parents faced with many personal,
cultural, and structural barriers to
engage in productive partnerships
with teachers.

School system is not functional in
ways that equitably support a
collaboration approach.

o Policies of engagement between schools and families must
primarily focus on building the capacities of all stakeholders.

National Standard for Family-School Partnership (Ferrara,

2017)

o Epstein’s framework encompasses six dimensions of parental
engagement that foster a multidimensional environment for
involvement that is inclusive of not just parents but also
teachers and students.

Sanchez (2010)

e Parents care about their children’s educational progress and
want to be involved in school activities, and they view schools
as gateways to better life.

o Parents need to be empowered because they are a strong
advocate for their children.

219




Theme Cluster Code Finding Studies
LD and Most prominent barriers to IDEA, ESEA, and RSEPI
teachers’ and effective family-school ¢ Require schools to develop systematic family engagement
parents’ attitude partnerships. policies that covers aspects related to special education and

Shaped by historical forces in related services for children with disabilities.

public education and society at o Emphasizes the responsibilities of schools and school districts

large. in educating students with disabilities.

Educating students with LD is a o QOutlines their roles in interacting with parents and guardians.

very large responsibility. o Tasks the schools and the school districts with the

Shortage of staff and lack of a team- responsibility of encouraging parents to be involved in the

teaching approach. educational process.

Differences in parental acceptance Al-Herz (2008)

and perceptions of LD o Inefficiencies in the multidisciplinary teams in Saudi Arabia.

identification. Somaily et al. (2012)

Cultural issue. o Parents of children with LDs held the view that the status of
their children would be hampered by joining the resource
room.

o Parents’ understanding of resource rooms and LDs was rather
limited.
e This cultural issue needs to be addressed when creating
development program for parents.
Capability | Empowerment | Help and Effective collaboration is Mapp & Kuttner (2013)
support impossible without sufficient o Both parents and teachers need to be provided with the

support and resources.

Deficiencies within the education
system such as lack of professional
preparedness, available resources,
sufficient orientation, and specialist
assistance.

Lack of material and resources that
enhance parents’ attitudes positively
and affect their willingness to
collaborate with teachers.

necessary capabilities and skills that make them able to
understand each other and accept the differences between them
and make them able to carry out the responsibilities they are
obligated to.
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Theme Cluster Code Finding Studies

Communication | e Teachers and parents valued Al-Herz (2008); Almoghyrah (2015); Alobaid (2018);
commitment working collectively rather than Alothman (2014); Alyahya (2018); Somaily et al. (2012)
separately. e Concurred that collaboration systems that promote the sharing
e Believe that they will take pride in of experiences between school and home are important.
their efficiency of collaboration if ¢ Did not concur with family low engagement, lack of interest,
they were committed in their work or negative attitude.

and avoid fragmentation of efforts
and blaming each other.

e Teachers and parents believe that
even with challenges and limited
resources, they can enhance their
work if they empower the sense of
communication commitment.

Awareness and | e Establishing and adopting Sanchez (2010)
development awareness and development o Help students understand the challenges they face and know
programs programs for both parents and their strengths and weaknesses and help expand awareness
teachers. among the family regarding LD issues.
o Different development domains can | Davies (2010)
be exploited and harnessed in e The characteristics of development for each stage.

encouraging collaboration between | e Help parents understand the needs of their children.
home and school, such as health
domains; educational domains; self-
development domains; and
recreational domains.

e Emphasized the roles of the
Ministry of Education to intervene
in the establishment of educational
program for parents and teachers.
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