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Worldwide, 3.0–7.0 percent of school-aged children meet criteria for a diagnosis of Attention-
Deficit/Hyperactivity Disorder (ADHD). In Saudi Arabia, ADHD appears to be more prevalent
than the worldwide average, with estimates of 12.6–16.7 percent. Unfortunately, there is a
relative dearth of research addressing ADHD and related training programs in Saudi Arabia.
We investigated perceptions of teachers in Saudi elementary schools regarding current In-
Service Education and Training (INSET) programs addressing students diagnosed with ADHD.
We interviewed 40 teachers (15 women and 25 men) from public elementary schools in
Jeddah, Saudi Arabia. The findings highlight the need to develop INSET programs specifically
addressing best practices for managing and educating students diagnosed with ADHD.

As defined in the Diagnostic and Statistical Manual of
Mental Disorders, 5th edition (DSM-5; American Psychi-
atric Association, 2013), the key diagnostic features of
Attention-Deficit/Hyperactivity Disorder (ADHD) include
persistent indications of inattentiveness, hyperactivity, and
impulsiveness. Typically, ADHD emerges and is diagnosed
in childhood and continues into the teenage years and then
into adult life, with decreasing severity of symptoms with
age. ADHD is often comorbid with Learning Disorders
(LD). This comorbidity is between 7.0 and 92.0 percent,
subject to the LD classification system employed, with
some scholars postulating that the two conditions represent
overlapping spectra (Mayes et al., 2000), common neuropsy-
chological etiologies (DuPaul & Volpe, 2009), and shared
genetics (Saudino & Plomin, 2007).

ADHD affects individuals worldwide. The DSM-5 sug-
gests that variations in prevalence estimates across countries
and cultures may be attributable, in part, to variations in cul-
tural attitudes about the causes and social acceptability of
childhood inattentiveness, hyperactivity, and impulsiveness.
Of particular relevance to the current research, in Saudi Ara-
bia the prevalence of ADHD is notably high, ranging between
12.6 and 16.7 percent (Al Hamed et al., 2008; Rahim et al.,
1996), compared with the ADHD worldwide prevalence re-
ported in the DSM-5 of 3.0–7.0 percent among school-aged
children.

Research indicates that the structured classroom setting
may present significant challenges for children with ADHD,
because this setting demands substantial self-regulation and
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limits behavior expression to specifically goal-directed be-
haviors (Rief, 2005). In such an environment, academic and
social success depends, in part, on teacher and student expec-
tations that students are able to concentrate, complete tasks,
follow instructions, and adhere to classroom norms while
ensuring minimum disruption (DuPaul & Stoner, 2003).

Instructional quality is one of the most important elements
in provision of high-quality education (Leu & Price-Rom,
2006). The American Institutes for Research reviews and ex-
amines in-service teachers’ professional programs and aims
to develop, maintain, and support high-quality instruction
(Leu & Ginsburg, 2011). Accordingly, the provision of pro-
grams centered on developing high-quality instruction has
become a priority for countries aspiring to fulfill the United
Nations Educational, Scientific and Cultural Organization
(UNESCO) “Education For All” campaign goal of enrolling
all children and young adults in basic education (UNESCO,
2004). The “Education for All” campaign maintains that in-
clusive education settings present the most effective way for
reducing discriminatory stereotypes, promoting inclusivity in
society, and achieving literacy for all. The campaign suggests
that such educational settings can provide valuable education
for a large number of children and improve the efficiency and
cost-effectiveness of the entire system for providing educa-
tion (UNESCO, 1994, p. iv).

High-quality instruction requires significant skill,
knowledge, and training. Teachers often experience special
difficulties in their efforts to provide children diagnosed with
ADHD with suitable attention and management in the learn-
ing environment. Numerous studies document that educators
are provided limited training with regard to instructing
students diagnosed with ADHD (Barbaresi & Olsen, 1998;
Bussing et al., 2002; Jerome et al., 1994). In a study by
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Bussing et al. (2002), for example, half of the respondents
(current educators) reported that they had not received
any formal training for successfully instructing students
diagnosed with ADHD. In another study that examined the
experiences of 44 elementary school teachers, the large ma-
jority of respondents (77 percent) had not received any formal
training for instructing students diagnosed with ADHD
during their undergraduate training. Over 95 percent of these
educators reported that appropriate training would provide
them with knowledge for successfully instructing students
diagnosed with ADHD. These findings make a strong case
for teachers to be afforded pre- and in-service training on
academic and behavioral initiatives for how to successfully
instruct students diagnosed with ADHD (Jerome et al., 1994).

Jerome et al. (1994) reported that over 95 percent of educa-
tors in their study report a strong interest in additional training
after their undergraduate education to more effectively in-
struct students diagnosed with ADHD. Yet Jerome et al. also
reported that just 20 percent of respondents reported having
been recruited to participate in any form of professional
development following their undergraduate graduation.
Consequently, it is likely that such professional development
opportunities are limited, despite the reported interest and
demand. These findings demonstrate that teachers may have
few opportunities to learn about ADHD and instructional
techniques appropriate for educating students diagnosed with
ADHD, both during their undergraduate training and after
graduating.

As reported by Sciutto et al. (2000), an important element
of instructional success is the teacher’s understanding of the
diagnosis and symptomology of ADHD. Sciutto et al. pro-
vide evidence that educators prefer the workshop approach
to learning about ADHD over less interactive instructional
methods. Indeed, in a 2005 study by West et al. (2005) and
colleagues, the researchers documented that professional de-
velopment substantially improves educators’ understanding
of ADHD. Specifically, educators who participated in the
workshop training scored significantly higher on the Knowl-
edge about Attention Deficit Disorder Questionnaire than did
educators who did not participate in the workshop training.

In-service teacher education (INSET) is widely regarded
as an important means for enhancing educator development
(Saiti & Saitis, 2006). INSET programs can have important
and positive implications for addressing domains that are
essential for effective teaching, such as improving educator
knowledge, skills, and attitudes; supporting educators’ ef-
forts to maintain currency of knowledge (Bolam, 1982); and
facilitating educators’ efforts to adjust instructional meth-
ods with changes in educational provisioning policy (Fullan,
2007). These important functions of INSET programs have
motivated research to investigate the success of INSET pro-
grams. These studies have reported some conflicting find-
ings regarding the effectiveness of INSET programs. Grieve
and McGinley (2010), for example, have shown that INSET
programs successfully promote teaching skills, and research
by Guskey (1986) found that these programs improve stu-
dent achievement. Other researchers, such as Çimer et al.
(2010), report that some INSET programs have failed to pro-
duce the desired outcomes. These opposing views suggest
that offering effective INSET programs may be difficult in

some contexts, and also point to the complexity of profes-
sional development. These opposing views also suggest the
utility of developing a standardized framework for effective
professional development to serve as a guide for designing
and implementing INSET programs, especially in domains
where INSET programs have previously failed to produce
the desired outcomes. Finally, the opposing views suggest
the potential value of investigating and improving the ef-
fectiveness of INSET programs. Listening carefully to input
provided by educators is one way of identifying the bene-
fits and challenges of designing and implementing INSET
programs. Therefore, we designed the present study to di-
rectly secure teachers’ input on the effectiveness of INSET
programs deployed by the Saudi Ministry of Education.

As noted previously, the estimated prevalence of ADHD
among school-aged children is higher in Saudi Arabia than
in many other countries (Al Hamed et al., 2008; Rahim et al.,
1996). It may be especially important and impactful, there-
fore, to provide ADHD training to teachers in Saudi Arabia
(Abed et al., 2014). Indeed, teachers who have participated
in such training programs are subsequently more knowledge-
able about and better able to manage and educate students
with ADHD (Barbaresi & Olsen, 1998).

In Saudi Arabia as elsewhere, teachers are provided very
little ADHD-specific training. They often are required to
complete modules on educating children with special educa-
tional needs as only one aspect of an undergraduate degree
in special education. Saudi teachers do participate in profes-
sional development, but there is a need to address ADHD
and similar concerns in the context of their professional
development.

The current research investigates INSET programs regard-
ing ADHD in Saudi Arabia from the perspective of those
enrolled in such programs. We operate on the presumption
that participating teachers are able to comment thoughtfully
on the utility and quality of these programs, as well as high-
lighting potential shortcomings that might be rectified in
future INSET programs. This study addresses the following
research question: What are the assessments of teachers in
Saudi elementary schools in relation to the present and future
INSET programs addressing ADHD?

METHOD

An exploratory, qualitative case study design was used to as-
sess the views of Saudi teachers concerning ADHD-specific
INSET programs that are available to them, and in which
they have participated. The qualitative case study design, as
applied in the current research, affords a focus on teach-
ers’ experiential awareness of and attention to the impact of
political, social, and cultural variables relevant to instructing
children diagnosed with ADHD in the Saudi Arabian context
(Stake, 2005).

Participants

Forty instructors were selected by convenience sampling.
We recruited participants from several public elementary
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TABLE 1
Participant Demographics (n = 40)

Variable Frequency

Gender
Male 25
Female 15

Teaching experience (years)
1–10 22
11–20 13
21–30 5

Qualifications
Bachelors 37
Masters 3

Attended previous ADHD training
Yes 8
No 32

schools serving different parts of Jeddah, Saudi Arabia. A
comparable cultural and educational background assisted
the senior author in establishing and maintaining trust and
rapport with participants. The senior author shares with
the participants a language, identity, and experiential base,
allowing him to function jointly as a researcher and “in-
sider.” Table 1 presents available demographic data for the
participants.

The current study observed best practices with regard to
several ethical considerations, as informed by the British Ed-
ucational Research Authority (Ozturgut & Murphy, 2009).
The study observed informed consent, voluntary participa-
tion, the option of withdrawal, confidentiality, proper data
maintenance techniques, discretion, and the availability of
transcribed interviews for further analysis, upon request of
the senior author. Before initiating the study, school adminis-
trators and teaching staff were provided an information sheet
detailing the study objectives and the potential benefits of
participation. The study was reviewed and approved by the
University Research Ethics Committee of the university that
houses the senior author.

Interviews

Semistructured interviews were conducted in the office of
the researcher, or at the school where the participant taught,
if preferred by the participant. Each interview took about 70
minutes, and was audiotaped. Use of a semistructured inter-
view design allowed each participant to respond to the study
questions, but also afforded the opportunity for the researcher
and participant to discuss particular issues or concerns in
greater detail, as needed or as appropriate. Use of this study
design therefore afforded the opportunity to investigate issues
that may not previously have been addressed in the literature
(see, e.g., Reinharz, 1992). Interviews were conducted in
Arabic, transcribed from audio recording, and then translated
into English using a standard translation and back-translation
method. Notes and reflections of the researcher were recorded
and retained for comparison with interview transcriptions.

Here, the researcher records, for example, changes in the
respondent’s physical and psychosocial state, or changes in
the researcher’s own feelings toward the respondent. Accom-
plished qualitative researchers become more knowledgeable
in identifying patterns in the responses with rigor and in-
sight. Qualitative researchers must not become attached to
respondents, or to expectations about the flow of an inter-
view, but must remain flexible throughout to produce valu-
able data on the phenomena that can be replicated in a similar
context.

Measures

The research interview was guided by three questions: (1)
“To what extent do you think the INSET programs regarding
ADHD are important?”; (2) “What is your opinion of the
current INSET programs regarding ADHD?”; and (3) “What
are the elements that enhance INSET programs regarding
ADHD?”

RESULTS

An inductive technique was implemented for evaluation of
the qualitative data, and thematic analysis was implemented
to recognize, evaluate, and report themes expressed by par-
ticipants’ responses (Galloway & Jenkins, 2005). Response
codes were developed and organized into themes, given that
responses (and, therefore, response codes) could overlap. A
thematic map was applied to facilitate identification of re-
lationships among responses (Probertson et al., 2000). A
thematic map demonstrates the organization of the con-
cepts according to the varying levels and potential inter-
actions between concepts. Transcripts were coded system-
atically and independently by two researchers (the senior
author and a trained research assistant). Routine meetings
with the research team were held to deliberate on key is-
sues. The analysis team deliberated on the coding and in-
terpretation approach in detail, and any coding differences
were discussed and resolved to streamline codes. We trans-
lated into English the quotes used to elucidate the con-
cepts and sub-concepts. Additionally, we reviewed interview
notes to identify evidence of extraneous circumstances that
might have affected the researcher’s interpretation of con-
cepts. This inductive technique permitted the emergence
and identification of themes expressed by participants in re-
sponse to the study questions (Liu, 2011; Probertson et al.,
2000).

Each interview was guided by three questions (see Mate-
rials, above). We identified several themes in the responses
provided by teachers. These included the significance of IN-
SET programs, the nature of current INSET programs, as-
pects of the training, opportunities for additional training,
elements that might enhance the standard of training, and ad-
vantages of this training. We address each issue, in turn, and
with reference to specific comments and suggestions offered
by participants.
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Significance of INSET Programs

All participants recognized the importance of INSET pro-
grams for providing and supporting the education of chil-
dren diagnosed with ADHD. Participants unanimously ex-
pressed support for ADHD-specific INSET programs, noting
that these programs could “Improve ADHD-related knowl-
edge and understanding, specifically the needs of students
with ADHD” (Participant 39), “Offer guidance for bet-
ter management of ADHD behaviors” (Participant 8), “En-
hance teacher practices with regard to students with ADHD”
(Participant 5), “Help to eradicate negative views about
students with ADHD” (Participant 15), “Increase confi-
dence in teaching students with ADHD” (Participant 27),
and “Support the need to focus on practical considera-
tions with immediate advantages for teaching and learning”
(Participant 22).

Current INSET Programs

Thirty-eight of the participants (95 percent) were disap-
pointed and reported frustration and lack of knowledge
about how to instruct students diagnosed with ADHD in
the mainstream learning environment without suitable train-
ing and preparation for managing ADHD-related behaviors.
The training time, the qualifications of the trainers, failure to
listen to teachers’ needs, failure to follow up with teachers,
and the theoretical orientation of the training were some of
the elements of existing INSET programs criticized by the
participants. Thirty-two participants (80 percent) highlighted
that “the programs mostly involved theoretical information
rather than more useful practical information.” Thirty-six of
the participants (90 percent) reported that “The primary fo-
cus of these programs was centered on the nature of ADHD
and not the general methods for guiding treatment and in-
tervention.” Therefore, the majority of participants reported
that these programs did not facilitate or even address effec-
tive teaching and management of students diagnosed with
ADHD.

Participants also criticized the Saudi Ministry of Educa-
tion for providing INSET opportunities nearly exclusively
for special education teachers, and expressed a strong
interest in participating in ADHD-specific INSET programs.
One participant (Participant 23) stated that, “Teachers
looked for courses other than that provided by the Ministry.”
Importantly, the lack of ADHD-specific INSET programs
was frequently highlighted as the main reason for their
stress and their negative views on teaching in a classroom
with students diagnosed with ADHD. Therefore, and as
expressed by many teachers (45 percent) in the current
study, these approaches to INSET programs are unlikely to
be suitable in terms of content and process. One participant
stated that “The teacher training does not take into account
the knowledge level of the teachers and is essentially more
concerned with content delivery” (Participant 14). Another
participant added that “It should be recognized that teachers
can adopt roles far more valuable than that recognized by
such courses” (Participant 2).

Elements Enhancing the Standard of Training

The participants have several suggestions for future INSET
programs related to ADHD, as following: Gaining an under-
standing of the educational requirements and characteristics
associated with children diagnosed with ADHD (32 partici-
pants, 80 percent); practical approaches to managing students
diagnosed with ADHD (34 participants, 85 percent); ways of
differentiating the lessons to better serve students diagnosed
with ADHD (24 participants, 60 percent); the importance
of encouraging the school principal and other administrators
to require teachers to attend such programs (28 participants,
70 percent); integrating these programs within the teacher’s
workload, to afford appropriate time for attending (36 par-
ticipants, 90 percent); linking attendance at these programs
to annual financial bonus or job bonus, and to nomination
for various positions (28 participants, 70 percent); address-
ing teacher misconceptions about ADHD (18 participants,
45 percent); and changing teacher attitudes toward children
diagnosed with ADHD (18 participants, 45 percent).

Teachers reported that most weaknesses or challenges as-
sociated with current INSET programs could be addressed
by modifying these programs. For example, “In these courses
you can easily become bored when attending such activities
for the sheer purpose of listening” (Participant 13, with sim-
ilar comments by Participants 32 and 38)—consistent with
the fact that complaints among teachers are frequent with
regard to the theoretical (rather than the practical) aspects of
training. Indeed, participants noted with dismay that “Practi-
cal courses are more limited” (P8). Another issue highlighted
is the “shortcoming of instructors, who are not qualified to
establish links between theory and practice” (Participant 1,
with similar comment by Participant 16)—a shortcoming that
participants noted could be addressed by providing INSET
instructors with better training.

DISCUSSION

As with other studies, teachers in the study recognized the
potential importance of INSET programs and expressed a
strong desire to participate in additional training address-
ing ADHD (see Jerome et al., 1994). These teacher reports
indicate that there may be a significant lack of professional
development opportunities. These results further suggest that
the teachers may have had few opportunities to learn about
ADHD, both in the context of their educational program and
subsequent to graduation. In line with the work of Sciutto
et al. (2000), participants reported that lack of education is
a key factor limiting their effectiveness at instructing stu-
dents diagnosed with ADHD. West et al. (2005) also found
that professional development can and does increase teach-
ers’ knowledge about ADHD: Teachers who completed an
ADHD-specific INSET program scored significantly higher
than teachers who did not participate in an ADHD-specific
INSET program (West et al., 2005). Other reports of the
participants are consistent with the results of Jerome et al.
(1994) and Kos et al. (2004), who documented that teachers
with specialized training in ADHD were more knowledge-
able about ADHD than those without such training.
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The teachers in the current study also recognized an im-
portant issue that requires careful examination and needs to
be resolved in the provision of INSET programs. This is-
sue concerns the nature of INSET programs and the degree
to which teachers’ preference for practical knowledge, with
immediate effect on everyday practice, should determine the
overall content and structure of such programs. The empha-
sis of teachers, as expressed in this study, on the practical
sphere accords with the findings of Symeonidou and Phtiaka
(2009). The teachers in the latter study reported a preference
for practical applications when questioned about their priori-
ties for future INSET programs. Teachers in the current study
offered several suggestions also reported by participants in
Symeonidou and Phtiaka regarding priorities for future IN-
SET programs related to ADHD.

All teachers in the current research described a lack of
training with regard to ADHD (and see Jerome et al., 1994).
The teachers also noted that special education teachers are
afforded additional training, including ADHD-specific train-
ing, and expressed disappointment that they also were not
afforded this training. Overall, estimates suggest that be-
tween 12 and 17 percent of Saudi Arabian students may have
ADHD (Al Hamed et al., 2008; Rahim et al., 1996), and
these students are instructed in mainstream classes (Reid
et al., 1994)—suggesting that mainstream classroom teach-
ers should be provided with ADHD training.

The potential efficiency of on-the-job training (in the form
of INSET programs) may also be linked with the perspectives
of teachers toward such training: if the teachers hold positive
attitudes, they may be more open to learning. Importantly,
a positive attitude is considered fundamental to in-service
training arranged by schools: attitudes toward education, in-
service training, and philosophy affect responses to the train-
ing delivered (Shkedi, 1996). As has been highlighted by
Chiang (2008), it is not sufficient merely to provide novice
teachers with lesson planning and classroom management
theories. Initiatives for teacher development need to be cen-
tered on ensuring that teachers are afforded opportunities to
learn, develop, and maintain reflective teaching practices—
and these opportunities should include instruction of students
diagnosed with ADHD.

The work of McMorrow (2007) suggests that a “one size
fits all” instructional plan or attitude—in other words, a pre-
packaged solution—does not properly consider issues such
as contextual diversity. Evans (1993) has outlined a number
of limiting aspects for school INSET programs, such as time
and funding constrains. Educators in the present study ex-
pressed similar limiting aspects. In line with the results of
Abed et al. (2014), the participants in the current study of-
fered several comments and suggestions that might improve
ADHD-specific INSET programs: INSET programs should
focus on more wide-ranging knowledge areas and should ad-
dress misconceptions and gaps in knowledge about ADHD,
and these programs should direct attention not only to ac-
quiring skills and knowledge but also to facilitating more
positive perspectives about students diagnosed with ADHD.

Research conducted by Dilaver (1994) suggested that
most elementary school teachers consider INSET program
length to be adequate, but the majority of teachers report that
such programs do not provide or address the professional

skills and knowledge required to enhance the overall
efficiency of in-school teaching.

INSET programs can be valuable in terms of expanding
teachers’ knowledge concerning the importance of their role
in the adoption of inclusive practices. These programs also
can provide teachers with the necessary positive educational
perspective and, accordingly, the skills needed to satisfy that
perspective, including skills that would facilitate them in
making changes to their current approach or perspective in
comprehensive, inclusive ways (Avramidis et al., 2000). Re-
sponses of participants in the current research indicate that
it is important that teachers’ knowledge of ADHD, as well
as their understanding of children diagnosed with ADHD
and perspectives about their inclusion in mainstream teach-
ing environments, is carefully guided and facilitated through
undergraduate and INSET programs (Doukanari, 2015)

Moreover, as has been reported regarding INSET pro-
grams globally, teachers in the current research indicated
that INSET programs were provided as “one shot programs,”
lacking additional consultation opportunities or services and
containing virtually no postprogram follow-up with partici-
pants. A number of scholars (e.g., Weiss et al., 1998) have
expressed their own negative view of this approach, empha-
sizing that follow-up assistance to teachers is crucial for their
success. In addition, INSET programs must be subject to sys-
tematic assessment and planning, with the aim of achieving
behavioral change among staff (e.g., Weiss at al., 1998).

Implications for Practice

The present study has several implications for both theory
and practice, and should be considered by the Saudi Min-
istry of Education, by schools, and by other relevant insti-
tutions. With this context in mind, we offer the following
recommendations:

(1) The number of INSET programs offered should be
increased. Regarding the strengths of existing pro-
grams, highlighted in the present study, this change
could contribute to the career and personal devel-
opment of more in-service teachers with respect to
instructing students diagnosed with ADHD. INSET
programs thus could serve one of their primary pur-
poses: enhancing educators’ professional competen-
cies (Veenman et al., 1994), and facilitating their
efforts to cope with changing conditions.

(2) A reasonably short training program will be more
effective than a lengthy or extensive program. This
change is important given the increasing emphasis
in education centers on state-mandated testing of the
basic elements of the curriculum—educators have
limited time to attend lengthy training on specific
disorders that might affect only a small percentage
of the students in the classroom.

(3) The benefits of the collaboration between teachers
and the relevant educational authorities can be se-
cured by a better balance between theory and practice
in future INSET programs addressing ADHD. Edu-
cators’ preference for the practical approach must
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be respected, while also addressing the theoretical
underpinning of the program. An INSET program
that provides, in addition to practical approaches,
opportunities for educators to reflect on and develop
understanding of the ideals and benefits of inclusive
education is more likely to inspire shifts in attitudes
(Koutrouba et al., 2006).

(4) INSET program trainers should be experienced,
competent, and knowledgeable in matters of train-
ing teachers to overcome instructional hurdles that
they may encounter in the classroom.

(5) Given that most educators expect to learn new ideas
that can inform their teaching practice, INSET pro-
grams ought to be focused on classroom teaching
practice.

(6) The structure of INSET programs should be de-
signed to effectively impart knowledge. Teacher-
centered (rather than, e.g., lecture-based) approaches
should be used to enhance teachers’ involvement in
the training process. This change could also help
teachers apply new ideas in the classroom, and thus
could increase the possibility of changing classroom
practice. As noted by Lou and Chen (2016), educa-
tors may regard INSET as yet another burden.

(7) The time and place of INSET programs should be
carefully considered. As noted by Hung (2016),
teachers’ work schedules should be considered when
planning INSET programs.

CONCLUSIONS

The findings of the current research highlight Saudi Ara-
bian teachers’ perceptions of the need to ensure that they
are provided with appropriate opportunities to increase their
knowledge and improve their professional capacity and skills
to better serve students diagnosed with ADHD, specifically
in the form of INSET programs. Our findings have also iden-
tified inadequacies in existing INSET programs, as well as
teachers’ expectations for such programs. Many of the partic-
ipants in the current research communicated negative view-
points regarding existing INSET programs, but also noted
several strengths of such programs. The current research
contributes to the international literature with data on per-
ceptions of INSET programs on the part of teachers in Saudi
Arabian elementary schools.
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