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Inclusive education is one modern trend that many countries seek to adopt as an innovative

concept and pursue to practice as an application in conjunction with scientific progress, the

education of people with disabilities, and in order to fulfil and abide by the relevant inter-

national conventions. As a result, this study aims to discover what inclusive education means

among Saudi universities and academics specialising in special education. To achieve the goal

of the study, qualitative research was used by employing semi-structured interviews as the

single elementary tool for data collection by interviewing the study sample, which consisted

of 12 faculty members specialising in special education. Through complete analysis, the study

reached a set of general results, which is the presence of ambiguity in the concept of inclusive

education among the participants, with confusion between the concept of inclusive education

and some other concepts such as “integration,” “mainstreaming,” and “placement.” In

addition, there is a belief that there is a correlation between the concept of inclusive edu-

cation and special education. Finally, the study concluded with some recommendations on

the topic of research.
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Introduction

Inclusive education is one of the recent trends that many
international organisations interested in educating people with
disabilities seek to promote in various educational systems

around the world. Therefore, many relevant international orga-
nisations have urged the need to adopt this concept as a cor-
nerstone in any educational system that seeks to be an integral
part of the global education system and other related human
rights, such as the right to citizenship and the right to belonging.
For example, the Universal Declaration of Human Rights in 1948
stated that education is a human right for everyone (Munongi,
2022). Specifically, with regard to inclusive education, in 1994, the
United Nations Educational, Scientific, and Cultural Organization
(UNESCO) organised its international conference in Salamanca,
Spain, under the title “The International Conference on Educa-
tion for People with Special Needs: Access and Quality,” which
resulted in the 1994 Salamanca statement and framework. This
statement was signed by 92 countries and 25 international
organisations. The main objective of this statement was to pro-
mote and develop inclusive education systems globally (Ainscow
et al. 2019).

Historically, there is no specific starting point for the concept
of inclusive education agreed upon by scholars and specialists in
this field, and several factors contributed to the emergence of this
concept. Factors include questions about special education prac-
tices, medical and psychological practices towards people with
disabilities, the emergence of some social theories, such as critical
and social theory, and the rise of disability studies (Slee, 2011).
However, many scholars agree that the Salamanca statement and
framework of 1994 played a critical role in inclusive education
and was a strong milestone for the concept of inclusive education
globally. (Magnússon, 2019).

Subsequently, many successful efforts contributed to the pro-
motion of inclusive education. One of which was the invitation of
UNESCO in 2000 to the concept of education for all and the
adoption of the Convention on the Rights of Persons with Dis-
abilities by the United Nations (UNCRPD) (Rieser, 2012).
Another was the adoption of procedural evidence for the enact-
ment of laws and legislation for inclusive education in 2009 by
UNESCO. Finally, the adoption of the World Education Forum
included several goals: (a) the right to education, (b) equality in
education, (c) inclusive education, (d) quality education, and (e)
lifelong learning (Madhesh, 2019).

Inclusive education in Saudi Arabia. Despite Saudi Arabia’s
signing of the Salamanca Statement and Framework for Action
on Special Needs Education (UNESCO, 1994), inclusive educa-
tion still faces a great deal of uncertainty in the Saudi context at
both a theoretical and practical level. Madhesh (2019) confirmed
that the Regulations of Special Education Programs and Institutes
(RSEPI) in Saudi Arabia did not adopt the concept of inclusive
education, nor did it provide a clear stipulation, but it does
promote special education and its concepts in all theoretical and
practical aspects. Indeed, many practices of exclusion in Saudi
education are labelled as inclusive, riding the wave of the global
trend toward inclusive education (Madhesh, 2019). However,
some efforts are currently seeking to promote the concept and
practices of Inclusive education in the correct manner compatible
with relevant global philosophies, including the current study.

Definition of inclusive education. Inclusive education does not
have a single, universally agreed-upon definition, as explained by
Roger Slee in his famous book The irregular school: Exclusion,
schooling, and inclusive education (Slee, 2011). Bates et al. (2015,
p. 1929) argue that “there is, as yet, no consensus about what

inclusive education is or how it should be implemented in
schools.” The absence of a unified definition of inclusive educa-
tion was attributed to several reasons. These reasons varied based
on the diversity of each research school that touched on this
aspect. For example, Loreman et al. (2014) attributed this absence
to a fundamental reason, including the lack of a unified definition
of inclusive education approved by relevant international orga-
nisations. On the other hand, Jahnukainen (2015) emphasised
that the lack of a unified definition of inclusive education is due to
the overlap and confusion in the use of various and multiple
terms such as “integration,” “mainstreaming,” and “placement” as
well as the variation in terms from one country to another and
one educational system to another.

In addition, the lack of agreement on a unified definition of
inclusive education may be attributed to the divergence of view. This
perspective has caused several debates regarding the concept of
inclusive education itself in terms of acknowledgment of its
importance or opposition to its generalisation and adoption by
specialists in the field. However, various factors and efforts have
contributed to the emergence of many definitions of inclusive
education that share some of their general concepts. They all aim to
reach a concept that is applied and practiced rather than theorised.

One of the most important factors that contributed to the clear
vision of the concept of inclusive education, the diversity, and the
multiplicity of its definitions is the diversity of international
institutions and research schools. Each sought to create a
definition commensurate with its orientations towards this
concept. In these limited subsequent lines, I will review some
definitions to reach a concept that contains the basics that must
be present for this practice to be called inclusive education. To
begin, one important definition, which was introduced at the
Salamanca Conference in 1994, concluded with the definition of
inclusive education as a process of solving and responding to the
different needs of all students. Society as a whole focuses more on
teaching and learning processes while also accepting different
cultures and societies so that people are perceived to be less
excluded from the education system and society in general. The
process includes changes and treatments of content, curriculum,
structure, and strategy. This process holds a common vision that
includes all children of the same age with the sole and complete
belief that the regular education system is responsible for
educating all children while meeting their diversity and educa-
tional needs (Ainscow et al. 2013).

In 2009, the International Conference on Education included
an additional definition of inclusive education. It was introduced
as a process in which regular schools and all early-year
environments are transformed and adapted so that all children
and students are supported to meet their expectations and
academic and social needs. This includes the removal of all
barriers in diverse environments, communication, and interac-
tion, curricula, teaching, socialisation, and assessment at all levels
(Forlin, 2013). One of the important definitions in this field,
although it may be seen as more general than others, is what
Loreman and Deppeler (2002) tended to, that inclusive education
is a right of all students with disabilities and including these
students in order to obtain the same educational services
provided to non-disabled students in the same classrooms with
celebration and acceptance of difference and diversity. Ainscow
et al. (2006) define inclusive education as the reduction of barriers
to learning, the full participation of all students, and an increase
in the school’s ability to accommodate all students regardless of
their differences. This is an effort to treat them in ways that reflect
that they are of equal value and status.

Indeed, the definitions, as mentioned earlier, are many and
varied, but I must conclude with points mentioned by Loreman
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(2009) as characteristics that distinguish inclusive education as a
distinctive practice from others. These factors can be summarised
in the following:

1. All children can enrol at the closest school to their home.
2. All schools have a “zero-rejection policy” when it comes to

enrolling and educating children at the school closest to
their homes. All students are welcome and appreciated.

3. All children learn in regular and heterogeneous classrooms
with peers of the same age.

4. All children follow substantially similar study programmes,
with curricula that can be adapted and modified if
necessary and teaching methods varied to respond to all
needs without discrimination.

5. All children participate fully in regular educational activities
and events in schools and classrooms with a celebration and
appreciation of diversity in these classrooms.

6. All children are supported to make friends and achieve
social success with their peers.

7. Adequate resources and training shall be provided to all
specialists and stakeholders within the school, classroom,
and educational district to support the proper implementa-
tion of inclusive education.

This study implements the above definition as a valid concept
of inclusive education that is used as a criterion for studying and
analysing the responses of the participants in this study along
with the theoretical framework of this study (as discussed below).
A condition for achieving an accurate practice of inclusive
education, in addition to this definition, is the availability of two
methodologies, including the following: The flexible curriculum
strategy, as the definition above clarifies. The need to implement
the differentiation strategy, which entails planning and develop-
ing a variety of inclusionary teaching methods in an interactive
manner by attending to the needs of every student, as well as
assessing each student’s performance according to their study
plan and abilities, but there are no universal assessment standards
for all students.

Indeed, many people who specialise in or are interested in
disability studies have an issue with the idea of inclusive
education since it can be ambiguous or confused with other
ideas. These misunderstandings may have a significant impact on
this concept in several ways. This includes the existence of a clear
and approved definition, advocacy of the importance of activating
it, seeking to enhance its practices and monitoring, and evaluating
these practices in accordance with the scientific research practices
they are based on. As a result, this study aims to eliminate the
confusion and overlap surrounding the idea of inclusive
education while also attempting to provide clear images and
practices that have been developed and clarified by numerous
scholars and specialists in this field worldwide. This is because the
foundation for the validity of any practice in educational systems
is the presence of a clear and accurate definition of such practice.
Slee and Tait (2022) asserted that inclusive education is a global
movement that has no rigid definition and is “contingent-
changing” with the demands of specific aspects such as the
country, politics, economy, time, and culture, despite the fact that
this study is only focused on a Saudi setting. However, despite the
dedication of many nations to inclusive education and the
countless academic studies that have been done in this field since
the Salamanca statement (1994), inclusive education still
encounters the same problems and obstacles in many nations
throughout the world.

Consequently, this study was guided by the following research
question: what does Inclusive Education mean among Saudi
university academics specialising in special education?

The theoretical framework of this study
This study uses Roger Slee’s inclusive education theory (Slee,
2011, 2018b) as a conceptual and philosophical framework. This
framework had an impact on this study in a number of ways,
including how it defined the problem, developed the main question,
analysed the data, and then interpreted and connected it to a related
literature review. This theory highlights a number of ideas, including
the idea that every person has the right to receive appropriate and
adequate educational services in public classrooms at the closest
school to their house, regardless of their needs or ability. This
concept also resists all forms of segregation and discrimination in
educational organisations. One of the ideas in this theory is the
ambiguity in the definition of inclusive education and how it over-
laps with other ideas like “integration,” “placement,” and “accom-
modation.” Through this process, some special education practices
are coloured and made to feel more like inclusive education, leading
to practices that are carried out under the name of inclusive edu-
cation but do not actually fit into it. Another concept that was
adopted by this study is that inclusive education and special edu-
cation are opposites to each other, and their practices are inversely
related and not, as some portray it, as part of a whole.

Methodology
The method used in this study is the qualitative approach. This
approach was employed due to the researcher’s quest to reach a
deeper understanding of the concepts of inclusive education
among the participants. Denzin and Lincoln (2017) emphasised
that qualitative research has the greatest potential to provide a
deep understanding of the issues surrounding the topic of
research. Moreover, qualitative research allows the researcher to
hear directly from participants’ experiences and perceptions
about their personal experiences without going through other
data collection methods (Merriam and Tisdell, 2015). Finally, this
study seeks to allow hearing from the participants directly and to
give them the opportunity to express all of their opinions without
directing or determining their responses or being influenced by
the limited responses, as sometimes happens in questionnaires.

Study tool. Semi-structured interviews were used to collect data
in this study for several reasons. The researcher will summarise
the discussion here on the most important reasons. First lies in
the interview feature as a tool that provides a deep knowledge of
the investigated phenomenon that goes beyond the researcher’s
current assumptions about this phenomenon (Josselson, 2013).
Second, because different people have different perspectives and
backgrounds, conducting interviews is a highly effective method
that can be used to collect a lot of information that is interesting,
useful, and pertinent to the research phenomenon. As a result, the
information gathered through the interviews contributes to the
researcher’s knowledge and insight. Third, it supports under-
standing alternative perspectives on this phenomenon (Brennen,
2021).

To carry out the interviews, the researcher followed specific
steps. First, the participants determined the time of the interview.
All interviews were conducted remotely using the Google Meet
application. The researcher recorded the interviews after notifying
the participants of this intention and also took notes during the
interview. Each interview took between 45 and 60 min. The main
interview questions focused on the following:

1. How do you define inclusive education?
2. Can you give me some examples of inclusive education

practices?
3. Is there a difference between inclusive education and special

education?
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4. Do you think there are inclusive education practices in the
Saudi context? Can you mention some examples?

Study sample (participants). This study used a purposive sam-
pling strategy to select the participants. This strategy allows the
selection of a participant who can provide the required data that
adds the required quality, credibility, and rationality to the study
(Padgett, 2016). As a result, there was a set of inclusion criteria
for selecting participants, namely: (a) to have a doctorate, (b) to
be a specialist in the education of people with disabilities, (c) to be
a facility member in the special education department at any
Saudi governmental university. The number of participants
reached was 12 facility members from 7 universities. The varia-
tion in years of experience and discipline among the participants
did not affect the responses. The collected data showed no var-
iation that might be attributed to this diversity.

Table 1 shows some demographic information about the
participants in this study so that the following coding (FM:
Faculty Member) was used in the sense of a faculty member in
order to preserve the privacy and confidentiality of the
participants and in line with the ethics of the research:

Data analysis
The thematic analysis (TA) procedures and validation. The
researcher employed the deductive approach in dealing with the
collected data using the Thematic Analysis (TA) six-phased
method (Braun and Clarke, 2006). The researcher read all tran-
scripts severally to familiarise himself with the data while
simultaneously evoking the theory and definition that the
researcher adopted in this study, Roger Slee’s inclusive education
theory (Slee, 2011, 2018b). Loreman (2009) definition, in addition
to the availability of the two strategies, is a flexible approach and
differentiation in assessment. In this regard, Braun and Clarke
(2012, p. 58) argued that a deductive approach to data coding and
analysis is a top-down approach, where the researcher brings to
the data a series of concepts, ideas, or topics that they use to code
and interpret the data.

During the reading circle phase, the researcher highlighted and
coded all the meanings of inclusive education, whether explicitly
or implicitly mentioned. After that, the researcher classified the
highlighted codes, generated three experiential themes, and
named them: identical definition, the ambiguity of definition,
and relationship conception. Wiltshire and Ronkainen (2021)
pointed out that experiential themes are created by describing

participants’ viewpoints and beliefs about the phenomena being
studied.

For validation, the three experiential themes were sent to three
academics and seven participants for their opinions (Scharp and
Sanders, 2019). After collecting their feedback, the first theme was
changed by adding the word “close” to become ‘identical or close
definition.’ They argued that some definitions do not fully
coincide with the concept of inclusive education but are
close to it.

Findings
After applying the procedures for analysing the collected data
according to what was explained above, the study reached a set of
results that will be presented according to the previously classified
themes:

Identical or close definition. By analysing the manuscript of all
interviews (12 interviews), the participants did not appear to have
a concept of inclusive education completely identical to the
definition adopted in this study, but there were only two
responses that were reasonably close to this definition. FM8
emphasised that inclusive education “is the inclusion of the child
with disabilities in the general classification with his normal peers
of the same age, with the necessity of having an individual plan
for his education while providing all the capabilities he needs, and
that this classroom is close to the child’s home” (FM8, line 9–10).
On the other hand, FM10 stated that inclusive education “means
integrating the student in the regular classroom in the neigh-
bourhood school with students of the same age and providing all
the services needed to participate effectively” (FM10, line 6).

Through the analysis of the two definitions above, it is clear
that the concept of inclusive education among the participants
(FM8 and FM10) is somewhat close, with the absence of
mentioning some specifications and requirements to fully con-
form to the inclusive education concept, such as the following:
applying the flexible curriculum, promoting the full participation
of all students, affirming that every student is valued, celebrating
difference and diversity while using differentiation in student
assessment.

Ambiguity of definition. It became clear through the analysis of
the collected data that there is ambiguity and confusion in the
definition of inclusive education among 10 out of 12 participants,
i.e., 83%. This ambiguity appeared through the response of the
participants, as it was represented in two basic forms. The first is
the lack of clarity on the concept of inclusive education among
some participants. For example, FM7 stated that inclusive edu-
cation is “giving an opportunity to all students that they have the
right to education and to overcome all difficulties for their aca-
demic success in the least restrictive environment that the student
can fit in” (FM7, line 5–7). In addition, both (FM3) and (FM6)
emphasised that inclusive education means the least restrictive
environment. Through these responses, it became clear that there
is ambiguity in the concept of inclusive education among some of
the participants in this study.

On the other hand, it became clear that there is great confusion
between inclusion and integration among the participants, as this
was evident in the responses of 6 participants, they are (FM2, FM
4, FM5, FM9, FM11, FM12). Here are some examples of these
responses: FM2 mentioned that inclusive education “is the
integrating of students with disabilities into the regular classroom,
taking into account the capabilities of the student before this
integrating in terms of the degree of his/her disability, whether it
allows him/her or not” (PM2, line 5–7). In addition, FM4 defined
inclusive education as “integrating students with disabilities

Table 1 Participants’ demographic information.

Participant Specialty Working
Experience

Gender

FM1 Behavioural Disorders 17 years Female
FM2 Gifted Education 6 years Female
FM3 Communication

Disorders
3 years Male

FM4 Intellectual Disability 8 years Male
FM5 Intellectual Disability 5 years Female
FM6 Learning Difficulties 3 years Female
FM7 Learning Difficulties 3 years Male
Participant Specialty Years of

Experience
Gender

FM8 Deaf Education 11 years Male
FM9 Deaf Education 8 years Male
FM10 Autism Spectrum 6 years Female
FM11 Autism Spectrum 4 years Male
FM12 Visual Disability 9 years Female

ARTICLE HUMANITIES AND SOCIAL SCIENCES COMMUNICATIONS | https://doi.org/10.1057/s41599-023-01802-y

4 HUMANITIES AND SOCIAL SCIENCES COMMUNICATIONS |          (2023) 10:278 | https://doi.org/10.1057/s41599-023-01802-y



whose abilities allow them to be with ordinary students so that
they are closer to the education of ordinary students” (FM4, line
3–4). Participant FM5 stated that the concept of inclusive
education “is placing people with disabilities in the regular
classroom, in short” (FM5, line 3). The previous examples are
sufficient in this study to illustrate a situation that is widespread
among some specialists in special education departments, which
is the confusion between some concepts such as “inclusion,”
“integration,” “mainstreaming,” and “placement.”

Relationship conception. Analysing all the participants’
responses about the nature of the relationship between inclusive
and special education, it became clear that most participants (11
out of 12 participants) confirmed the existence of a relationship
between these two concepts. For example, 7 participants
emphasised that inclusive education is a part of special education,
as this was evident in the responses of each of them (FM1, FM2,
FM3, FM5, FM6, FM9, and FM12). On the other hand, FM4,
FM7, FM10, and FM11 confirmed the exact opposite. They
believe special education is part of inclusive education and falls
under its umbrella. The necessity of the presence of a special
education teacher in inclusive classrooms justified this. Indeed,
only one participant (FM8) confirmed that these two concepts are
contradictory in the philosophical and practical aspects.

Discussion
As previously mentioned, this study aimed to answer the main
research question: what does Inclusive Education mean among
Saudi university academics specialising in special education? As a
result, this study adopts Loreman’s (2009) definition of inclusive
education in addition to Roger Slee’s (Slee, 2011, 2018a) inclusive
education theory as a lens and philosophical framework through
which the results are analysed and discussed. By analysing the
above results, they will be discussed according to the main themes
that the researcher classified the participants’ responses.

First, regarding the identical or close definition of inclusive
education, the results indicated a complete congruence between
the adapted definition and concept of inclusive education in this
study. Throughout the participants’ responses, it became clear
that no single response matches the definition and concept of
inclusive education in all its required aspects and characteristics.
This absence of congruence indicates and is attributed to the
absence of a unified, approved, and comprehensive definition in
the Saudi field for inclusive education. This is in complete
agreement with what Florian (2014) stated; there is no agreement
on a unified definition of inclusive education, and there is a need
for studies seeking to find a solution to this. Although there is no
formal and internationally approved definition of inclusive edu-
cation (Loreman et al. 2014; Slee, 2011), the various definitions
have common concepts and characteristics. All of them agree in
rejecting any practices of exclusion for students with disabilities,
whether from the general classroom, curriculum, teaching
methods, or evaluation.

On the other hand, there was a closeness between what the two
participants mentioned about the concept of inclusive education
with the adopted definition in this study, which is Loreman’s
definition (2009). Where some important characteristics emerged
in these two responses that characterise inclusive education.
These characteristics were represented in the child’s presence in
the general class, in the closest school to their home, and with
same-age peers while providing all the required services to
enhance participation in full effectiveness. This reflects that there
are individual attempts to seek a correct definition of inclusive
education that produces a correct practice of this concept.
However, these individual attempts do not dispense the need for

organised work by all relevant authorities to adopt a unified and
operational definition of inclusive education (Qvortrup and
Qvortrup, 2018). Nor do they present all existing and future
practices to this concept in order to judge each practice clearly
and impartially. In short, Ainscow (2020) emphasised that unless
there is a unified and shared understanding of inclusive educa-
tion, progress in the correct practices of this concept will be
difficult and challenging. So, there is a need to work towards
unifying this definition.

Second, by analysing the above results, it became clear that
there is an ambiguity in the definition of inclusive education
among some faculty members in Saudi universities. For instance,
two participants linked inclusive education to the Least Restric-
tive Environment (LRE). Indeed, inclusive education is a broader
and more comprehensive concept than LRE and linking it to this
theory reduces it to mere accommodation or placement only
(Maciver et al. 2018). In this context, Skilton-Sylvester and
Slesaransky-Poe (2009) emphasised that a Least Restrictive
Environment (LRE) is based primarily on the principle of pla-
cement as a priority differs from inclusive education as a broader
and more complex concept.

Furthermore, there is confusion between inclusive education
and the concept of integration, which was evident in the
responses of 50% of the participants. The confusion between
these two terms is a worldwide phenomenon among those con-
cerned, including specialists and others, in the field of inclusive
education. Loreman et al. (2014) assert that there is confusion and
overlap in the use of many terms such as “integration,” “main-
streaming,” and “inclusion” as synonymous with one practice
meaning inclusive education. Such confusion was a consequence
of some reasons, such as the use of the two terms “inclusion” and
“integration,” as synonymous in many studies related to inclusive
education (Hassanein, 2015). Indeed, there is a difference and
disparity between these two concepts in many respects.

First, integration comes from outside the school, so the focus is
on the student and their abilities to include him/her in the Least
Restrictive Environment, whether in the general classrooms or
self-contained classes (Dash, 2006). Meanwhile, inclusion comes
from inside the school in terms of creating all needed environ-
ments from all sides to be suitable for welcoming and valuing all
students with disabilities (Nunez and Rosales, 2021). Second,
“integration” considers the school as a partner in the accom-
modation and placement process. At the same time, the full
responsibility for the success of this practice lies on the student
with the disability (Frederickson and Cline, 2015). While the
concept of “inclusion” views the school as an essential and
important part of the preparation and initialisation process to
implement inclusive education practices. This means it bears the
responsibility to adapt curricula, teaching methods, and services
that must be prepared to include students with disabilities
(Madhesh, 2019) successfully. Third, “integration” does not mean
restructuring school environments to accommodate students with
disabilities. On the contrary, “inclusion” means restructuring
these environments to suit the needs of all students regardless of
their diversity (Obrusnikova and Block, 2020).

Additionally, with regard to the analysis of the results that
clarify the relationship conception between inclusive education
and special education from the point of view of the faculty
members in Saudi universities, it was evident that the majority
affirms the existence of a correlation between these two concepts
(11 out of 12 participants) so that 7 participants confirmed that
inclusive education is part of special education. On the contrary, 4
participants confirmed that special education is part of inclusive
education. Indeed, only one participant emphasised that this
relationship is inverse and that inclusive education is the opposite
of the concept and practice of special education. This is accurate,
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so many relevant studies agree that inclusive education is a phi-
losophy and practice that is completely opposite to special
education.

For example, special education stems from the ontological stance
of the medical model of disability, which believes that disability is a
pathological structure in the individual that must be treated and
reformed to suit the surrounding environments (Dirth and
Branscombe, 2017; Slee, 2011). At the same time, inclusive education
stems from the ontological concept of the social model of disability,
which affirms that disability is a product of the obstacles and barriers
that exist in society and the surrounding environments, which
causes the individual with a disability to be hindered from exercising
his life appropriately and naturally (Barnes, 2019; Oliver, 2013).

Moreover, the concept of special education is based on the
classification and labelling of each individual with a disability in
order to distinguish them. In contrast, inclusive education seeks
to resist any practices of classification or labelling that result in
discrimination between individuals (Kauffman and Hornby,
2020). Additionally, one of the key distinctions between these two
ideas is that special education frequently offers educational ser-
vices to students with disabilities in their available educational
settings, such as private institutions, separate classrooms affixed
to public schools, or partially in general classrooms. These
function with the reliance on the student’s ability as a criterion to
choose the appropriate educational placement (Madhesh, 2019).
On the contrary, the concept of inclusive education resists all
forms of segregation and the practices of providing educational
services in isolated and private environments and believes only in
the option of the general classroom in the nearest school to the
student’s home, which supports active and full participation
(Dovigo, 2017).

Conclusion and recommendations
This study concluded several vital outcomes. First, there is no
approved and unified definition of inclusive education in the
Saudi context to be adopted or referred to by specialists in this
field. Second, there is confusion and ambiguity about the concept
of inclusive education among Saudi university faculty members
specialising in special education, in addition to great confusion
and overlapping between the concept of inclusive education and
other concepts such as “integration”, “mainstreaming” and “pla-
cement”. Third, there is a deep-rooted understanding of an
interrelated relationship between inclusive education and special
education among these faculty members. This is contrary to
reality as each concept carries an agenda and practices that are
completely opposite to the other. From the foregoing, this study
leads to some recommendations:

1. The necessity to seek, by the authorities related to the
education of people with disabilities in the Saudi context, to
adopt a comprehensive and unified definition of inclusive
education. Then apply and evaluate all related practices in
line with it to avoid ambiguity and discrepancy in practice.

2. Promoting correct concepts about inclusive education
among academics and stakeholders through seminars,
conferences, and various scientific and social events.

3. Supporting scientific studies that examine the reasons for
this conceptual and applied shortcoming about inclusive
education among Saudi university faculty members specia-
lising in special education and the consequences thereof.

4. Enact laws and legislation that are based on the correct
concept of inclusive education and strive to
implement them.

5. Evaluate current practices according to the correct and
previously approved definition of inclusive education.

Data availability
The collected data of this study is interview transcripts in Arabic
language and is not possible to share publicly for participants’
confidentiality.
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