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ABSTRACT
“Social skills” is the term used to define a variety of interpersonal skills that enhance the effectiveness of an individual in social situations (Lamont & Van Horn, 2013). Social skills are needed for children to function and communicate in society. People with intellectual disability (ID) and autism (ASD) are more likely to exhibit social deficits such as difficulties with social problem solving, social pragmatics, and social interaction initiation, as well as problem behaviors such as aggression, impulsivity, and inappropriate reactions (Barry et al., 2003; Beidel & Murray, 2008). There are various reasons for these skill deficits. People with ASD who live at home have less reciprocal peer relationships and participate in fewer social and recreational activities than peers without disabilities who live independently (Orsmond et al., 2004). Stronger social skills and functional independence, on the other hand, indicate higher levels of social involvement (Gantman et al., 2012). 
Teachers should use evidence-based instructional strategies to teach social skills. However, teachers' lack of knowledge about these practices may be a barrier to their use. This study investigated 182 special education teachers' knowledge and use of social skills training strategies in Saudi Arabia. This study evaluated the use of visual supports, Social Stories, power cards, video modeling, role play, and self-video modeling which are strategies supported by research for students with ID and ASD. An online self-reported survey measured knowledge and use of evidence-based social skills training strategies. The result indicated Saudi special education teachers used traditional (via paper) methods to deliver these strategies more than with technology. Female participants were more knowledgeable than male participants. Educational level and years of teaching experience were not significantly related to the teachers’ knowledge of social skills training strategies. The results, future research, practical implications, and the limitations of the study are discussed.


















Table of Contents

Chapter One	1
Introduction	1
General Introduction	1
Social Skills	2
Literature Review	3
Visual Supports	4
Social Stories	6
Power Cards	7
Videos Modeling and Self Videos Modeling	9
Role-playing	11
Technology	12
Statement of the Problem	16
Research Questions	17
Organization	17
Summary	18
Chapter Two	19
Methodology	19
Research Design	19
Participants	21
Participant Characteristics	22
Procedures	23
Developing the New Instrument	23
The Components of the Survey	24
Survey Pilot Testing	26
Pre-testing	26
Translating the New Instrument	27
Reliability and Validity of the Survey	28
Reliability	28
Institutional Review Board (IRB)	29
Online Format	30
Introduction page	30
Page 1	30
Page 2	31
Page 3	31
Page 4	31
Page 5	31
Response Rates	32
Video	32
Video Transcript	32
Incentive	33
Modes of Administration	33
Initial Survey Link Distribution	34
Social Media	34
Data Analysis	34
Summary	35
Chapter Three	36
Results	36
Introduction	36
Research Question One	38
Research Question Two	39
Research Question Three	40
Research Question Four	41
Gender	42
Level of Education	42
Years of Teaching Experience	43
Research Question Five	43
Open-Ended Question	44
Summary	45
Chapter Four	46
Discussion	46
Knowledge of Strategies for Teaching Social Skills	46
Use and Delivery of Strategies to Teach Social Skills	48
Use of Strategies	48
Delivery of Strategies	49
Knowledge of social skills training strategies based on teacher characteristics	50
Gender	51
Level of Education	51
Years of Teaching Experience	52
Limitations	53
Research Design	53
Translating and Language of the Survey	54
Participant Demographic	55
Data Collection	56
Practical Implications	56
Preparation and Training	56
Arabic Sources	58
Using Technology	59
Future Research	60
Conclusion	62
Summary	63
References	65
Appendices	80
Appendix A	100
Appendix B	108
Appendix C	118
Appendix D	120
Appendix E	121
Vita	122





















List of Tables
Table 1. Participant demographics	81
Table 2. Participant characteristics of teaching experiences	82
Table 3. Preparation and training survey items	83
Table 4. Reliability statistics	84
Table 5. Analyses used to address research questions	85
Table 6. Percentage of teachers’ (N = 182) ratings of level of knowledge by strategy	86
Table 7. Percentage of teachers’ (N = 182) ratings for frequency of use by strategy	87
Table 8. The mean scores and standard deviation of respondents reporting use of each strategy are reported	88
Table 9. Methodologies used to deliver social skills training strategies	89
Table 10. Percentage of teachers’ (N = 182) ratings of frequency of use by methodology for delivering social skills strategies	90
Table 11. Knowledge of social skills training strategies based on teacher gender	91
Table 12. Knowledge of social skills training strategies based highest level of education	92
Table 13. Knowledge of social skills training strategies based on years of teaching experience	93
Table 14. ANOVA	94
Table 15. Preparation and Training	95
Table 16. Participants’ Responses in the open-ended comments	96

List of Figures
Figure 1.Research Procedure	94
Figure2. Components of the Survey	95
Figure 3.The mean of Saudi special education teachers' reported knowledge of social skill training strategies	96



107

[bookmark: _Toc86744779]Chapter One
[bookmark: _Toc86744780]Introduction
[bookmark: _Toc86744781]General Introduction
Independent living is recognized as a marker of adulthood. It is defined by having independent life skills, the primary skills required for life achievements, such as adaptation, social skills, daily life skills, vocational preparation, and vocational skills (Halpern & Bourbeau, 1985). A primary goal of educating people with intellectual disability (ID) is to improve their life quality by enhancing their independence. People with developmental disabilities, including intellectual disability and autism spectrum disorders (ASD), are more limited to living independently than their same-age peers (Bridges et al., 2019). According to the American Association on Intellectual and Developmental Disabilities (AAIDD), intellectual disability is a disability characterized by significant limitations in both cognitive functioning and adaptive behavior, including three skills: conceptual, social, and practical (AAIDD, 2017). Individuals with autism (ASD) may struggle with communication, academics, social behaviors, and adjusting to changes in routine, according to Benson (2018) of the American Psychiatric Association (APA). 
Individuals with ID and ASD frequently cannot complete a series of tasks individually; they have limited ability to live without additional support requirements in functional living skills related to personal self-care activities across home, school, work, and community settings such as personal hygiene, getting dressed, cooking and mobility. Therefore, failing or neglecting to teach such skills can result in negative consequences that include low self-esteem, learned helplessness, and lower quality of life (Bridges et al., 2019). Moreover, it can have a negative impact on their social skills (Stephenson, 2015). 
[bookmark: _Toc86744782]Social Skills
“Social skills” is the term used to define a variety of interpersonal skills that enhance the effectiveness of an individual in social situations (Lamont & Van Horn, 2013). Social skills are needed for children to function and communicate in society. Acquisition of these skills starts in early childhood and is a lifelong process. Social skills directly influence social interactions and, when these interactions are successful, they are considered "social competence" (Rubin & Rose-Krasnor, 1992).
People with ID and ASD are more likely to have social deficits such as difficulties with social problem solving, social pragmatics, and initiation of social interactions, as well as a demonstration of problem behaviors including aggressiveness, impulsivity, and inappropriate responses (Barry et al., 2003; Beidel & Murray, 2008).  These behaviors exacerbate or lead to problems with friendships, romantic relationships, daily living, and vocational success (Barnhill, 2007; Howlin, 2000). Children with ASD also have increased difficulty understanding and interpreting emotions, body language, and vocal intonation, finding it challenging to interact appropriately with others (Baron-Cohen et al., 2001). For instance, Orsmond et al. (2004) found that young adults with ASD who live at home have fewer reciprocal peer relationships and less participation in social and recreational activities than peers without disabilities who live independently. Higher social engagement was predicted by better social skills and greater functional independence (Gantman et al., 2012). 
Teachers should use evidence-based instructional strategies that lead to expanded postsecondary opportunities while teaching social skills. At the same time, teachers must plan for fading support when choosing instructional prompts and necessary assistance, as students with ID and ASD may become over-reliant on these stimuli and engage in problem behaviors as supports start to fade (Shepley et al., 2018). Bellini and Peters (2008) described social skills training as "instruction designed to enhance or encourage the learning or performance of social skills" (p. 858). Social skills training focuses on three areas: ability acquisition, skill enhancement, and skill generalization across individuals and environments (Bellini & Peters, 2008).
One substantial resource for providing teachers with up-to-date information on identifying evidence-based practices (EBPs) is the National Clearinghouse on Autism Evidence and Practice (NCAEP) at the Frank Porter Graham Child Development Institute. Researchers at this institute conducted a systematic review of the current literature targeting interventions for individuals on the autism spectrum. They published a new report on evidence-based practices (EBPs) in 2020. This report describes a set of practices that have clear evidence of positive effects on individuals with autism. The report covers the literature published from 2012-2017 and the findings are combined with the literature from the previous review from 1990-2011. The report includes 28 practices that met the criteria for the classification of evidence-based practice. EBPs tend to address a wide diversity of outcome categories such as academic/pre-academic, mental health, and vocational skills.
[bookmark: _Toc86744783]Literature Review 
To examine the literature for this study, the researcher listed several practices to teach social skills, including visual supports, Social Stories, power cards, video modeling, role playing, self-video modeling, and other technology that were considered EBPs by the National Clearinghouse on Autism Evidence and Practice (NCAEP). Next, the researcher searched Arabic and English electronic databases to find articles related to these strategies listed above. The researcher scanned the UT Library, Education Full Text, the ERIC database, and Google Scholar for relevant research articles for English resources. The search produced several journals with social skills-focused articles, such as Focus on Autism and Other Developmental Disabilities, Journal of Early and Intensive Behavior Intervention, Psychology in the Schools, Journal of Special Education Technology, Journal of Positive Behavior Interventions and Education and, Training in Autism and Developmental Disabilities, Journal of Research on Technology in Education, etc. Only peer-reviewed journal articles were included. For Arabic resources, the researcher used The Saudi Digital Library (SDL), the most extensive institutional collection of information sources in the Arab world, with more than (310,000) scientific references. SDL has contracted with more than 300 global publishers. The researcher scanned Al-Manhal, Arabic eBook Collection - EBSCO, Dar Almandumah. Because of a lack of publishing, the author included Ph.D. dissertations. The following sections provide a summary of the current literature on these strategies.
[bookmark: _Toc86744784]Visual Supports
Providing visual supports is one of the practices used to teach social skills. Visual supports are visible signs coupled with or used instead of a verbal prompt to reduce adult prompting (Johnston et al., 2003) and give the student knowledge about routines, tasks, or behavioral intentions (Alsheikh,2004; Ganz & Flores, 2008). Visual supports include images, written words, objects, environment arrangements, visible boundaries, schedules, maps, labels, organizational systems, timelines, and scripts. Myles (2005) determined two purposes of visual support. First, visual supports are used to provide motivation by clarifying when preferred activities, tasks, or classes are to occur and by allowing anticipation of future events and activities. Second, they are used to promote time comprehension and the ability to anticipate a transition. 
Numerous studies have been conducted to evaluate the effectiveness of visual support with students with disabilities. Johnston et al. (2003) noted that the advantages of using visual supports with students who have mild to severe disabilities include encouraging students to initiate conversations with others, enhancing understanding of social and behavior messages, and assisting with memorization and information recall (Hodgdon, 2011). Visual supports are used to help students organize materials, make decisions, manage time, transition between activities, strengthen communication, and gain independence. Machalicek et al. (2009) investigated the use of visual activity schedules (VAS) with three students with autism (6, 7, and 12 years old). Their playground intervention, which included an activity plan and graduated instruction, was introduced. The students learned to follow a schedule of activities, which increased their playing time and reduced their undesirable behavior. 
Pierce et al. (2013) evaluated whether the use of visual support schedule (VAS) during tasks and transitions improved the independence of students with autism in the classroom. Four participants were included in the study, ranging in age from 9 to 11 years old. In the self-contained classroom, VAS was used to increase independent transition behaviors during center-time activities. Four localities were classified as "centers”: the kidney table, circular table, private study carrels, and literacy room. The VAS was used to show the location of the transition to the classroom, the task to be completed, and the steps to take after the timer buzzed (i.e., the next transition). Using an A-B-A-B withdrawal design, the researchers found that participants were more independent with activities and transitions while using the VAS. The same findings were observed during follow-up and generalization sessions with a new VAS. The findings showed that visual supports improve time comprehension and the ability to anticipate a transition, as well as the expectation of future events or activities - visual supports are motivating because they indicate when desired activities are available.
[bookmark: _Toc86744785]Social Stories
	Another effective strategy to teach social skills is the use of Social Stories. Gray (2010) created and wrote about Social Stories, describing them as brief narratives that identify and explain the triggers or causes for specific behaviors in particular situations through the action of the principal character. Teachers can use Social Stories to reduce undesirable behaviors or teach new social behaviors or academic skills (Flores et al., 2014). Social Stories are incredibly helpful to students with autism "because they are visual; permanent; written in clear, meaningful language; individualized, and based on a central area of need" (Sansosti & Powell-Smith, 2006, p. 43). Gray identified the following four sentence types that are important for educators to make effective use of Social Stories to curb children’s inappropriate behavior: 1) descriptive sentences to communicate information; 2) perspective sentences to express other people's thoughts and feelings about the child's activity and behavior; 3) explicit directive sentences to outline appropriate behaviors in social situations; and 4) affirmative sentences to reassure the child that others welcome the positive behavior outlined. Social Stories have been used to manage inappropriate behaviors such as tantrums and destructive classroom behaviors, thereby improving positive social interactions and communication, appropriate play, and sharing toys (Abu sabeh, 2007; Sansosti & Powell-Smith, 2006; Spencer et al., 2008; Schneider & Goldstein, 2009). 
Several studies were conducted to evaluate the use of Social Stories. Kuoch and Mirenda (2003) investigated the efficacy of Social Story strategies for three young children with autism. The stories were presented in picture and text format, and the results supported earlier findings regarding the effectiveness of this intervention in reducing target behavior frequency (Kuoch & Mirenda, 2003). Graetz et al. (2009) found that color images in Social Stories were helpful and had immediate effects. Ganz et al. (2012) evaluated the impact of visual scripts on the social interactions of middle school students with autism while working with same-age peers without disabilities. Visual scripts were developed for use during social interactions for two highly desired activities. Four communicative responses were the focus: questions, welcomes, comments, and requests. The peer involved in the activity was advised to use the visual scripts to construct scenarios. When a scenario occurred in which the script was appropriate, the peer would advise the individual to use it for one of the four desired responses. To test the impact of visual scripts on social interactions, multiple baselines across communicative responses were used. During the activities, the participant was able to communicate with peers successfully using the visual scripts. Other findings indicate (a) the Social Story's focus should be on describing appropriate behaviors with adequate social and environmental cues, (b) the Social Story should be presented in a consistent format, and (c) it is more than just a list of tasks.
[bookmark: _Toc86744786]Power Cards
The power card is another technique used to help develop social skills. Gagnon (2001) developed the power card method, which is a visual aid that helps students with autism understand social settings, routines, and language in everyday scenarios. Power cards are more personalized in that they use the child's specific interest as a motivator for teaching desirable social behavior. Power cards usually have a short narrative and are small in size, whereas Social Stories are printed on several pages (Chan et al., 2011). Researchers recommend using the integration of special interest objects or activities into strategies for students with ASD. The power card strategy incorporates reinforcing the importance of a child's specific interest with individualized guidelines to identify acceptable behavior in a challenging situation (Gagnon, 2001). For example, when a student consistently refuses to share toys with peers, the power card can teach the child how to share toys and why it is important. Power cards incorporate the child's special interest/character/hero to provide an example of someone important to the child behaving appropriately, such as SpongeBob (Kuligowski, 2010). The power card strategy has four necessary steps (Gagnon, 2001): 1) A combination of teacher, parent, and/or student interview and direct observation are carried out to define the child's special interest and challenging behaviors, 2) functional behavioral assessment is conducted to analyze the contingencies that underlie the deficiencies in the child's social skills and/or problematic behavior, 3) a brief scenario is written on the power card according to the child's reading level and comprehension skills. The scenario is written in the first person, refers to the hero or special interest of the child, and addresses solutions to the problem(s) faced by the child, 4) the power card summarizes the guidelines outlined in the scenario and includes a picture of the special interest/hero. After the scenario and guidelines have been written on the power card, the intervention is conducted by explaining the materials to the child, discussing how and when to review the materials, and motivating the child to read the scenario with other adults. Before the targeted situation, the power card is reviewed with the student. Data are collected on the targeted behaviors following implementation of the power card. Finally, the strategy is examined for efficacy and modified or stopped as needed.
Several researchers have examined the power card strategy as a tool for enhancing appropriate social skills or reducing the problem behavior of ASD students. These studies have found that the Power Card strategy is effective in teaching a variety of skills such as sportsmanship (Keeling et al., 2003), social skills (Spencer et al., 2008), compliance during transitions (Angell et al., 2011), following directions (Campbell & Tincani, 2013), turn-taking and social commenting (Daubert et al., 2015), and conversational skills (McGee, 2017).
[bookmark: _Toc86744787]Video Modeling and Self Video Modeling
Bandura (1977) introduced the concept of modeling, or observational learning, as an intervention technique in his seminal work on Social Learning Theory. Bandura demonstrated that children learn a wide range of skills by observing others perform the skills rather than through personal experience. Observational learning requires both attention and motivation. If a child does not observe a model, he or she is unable to imitate the model's behavior. Bandura found children are more likely to follow a model they perceive to be competent and similar to them in some way (e.g., physical characteristics, age, group affiliation). Another important aspect of Bandura's Social Learning Theory is self-efficacy. Bandura (1994) defined self-efficacy as people's beliefs about their own abilities and capabilities to achieve predetermined performance levels that exert influence over events that affect their lives. People's feelings, thoughts, motivation, and behavior are all influenced by their self-efficacy beliefs.
The modeling technique has been further investigated and implemented using video technology, which provides a vehicle for modeling the desired behavior. Video modeling is a technique for showing desired behaviors using a video representation of the behavior (Bellini & Akullian, 2007). Video modeling is an evidence-based practice (NCAEP, 2020) that entails an individual watching a video demonstration and then imitating the model's behavior. Video modeling can be used with peers, siblings, adults, or oneself (video self-modeling) to teach a variety of skills.
Video self-modeling is a type of learning in which students watch themselves performing a behavior effectively on video, and after that, imitate the target behavior (Bellini & Akullian, 2007). Video self-modeling permits people to view themselves as being fruitful, acting suitably, or performing new undertakings (Gardner & Wolfe, 2013). To create a video using self-modeling, Rao et al. (2012) defined these six steps:
[First] step is to identify the target skill or behavior (e.g., reading fluency, how to share). [Then,] develop a plan for filming a short 2-3-minute video; the plan can be a storyboard or script in some cases. [After that,] is determined what the "scaffolds" are (e.g., coaching provided by the teacher/tutor). [The next step] is that videotape the student performing the target skill or behavior with scaffold; for some behavioral interventions, such as a video on "how to share," it is appropriate to involve peers in the video in order for the student to be in an authentic interaction. [Then,] edit the video, cutting out the portions with the scaffold. The final step is having the student view the edited video in which the target behavior is being successfully performed (p. 8).
Several researchers have revealed the effectiveness of VSM in a variety of fields, including academic skills (Burton et al., 2013; Schmidt & Bonds-Raacke, 2013), task engagement (Schatz et al., 2016), language production, vocational tasks (Van Laarhoven et al., 2012; Cullen et al., 2017), social skills and desired behaviors (Hitchcock et al., 2003; Dowrick et al., 1995; Taylor et al., 1999).
Many factors support a teacher's decision to use video models rather than live models. Repeated practice with live models strains the models' ability to produce consistent topographical models (Schatz et al., 2016). In addition, variability in modeling may inhibit skill acquisition if students see models performing skill sequences in different ways. Furthermore, video-based instruction has been proposed as a powerful teaching tool for individuals with autism because it can narrowly focus the instructional environment on a television screen or computer monitor (Ayres & Langone, 2007). Based on a review of the literature, Thelen et al. (1979) identified three advantages of video-based modeling over in-vivo modeling: (a) video-based instruction allows for the creation of scenarios that would be difficult to create in a classroom setting; (b) the instructor has greater control over the delivery of stimuli in video-based instruction, and (c) the video can be recycled and can be viewed multiple times.
The research described above encourages teachers to use VM and VSM with their students.VM and VSM assist teachers in teaching new skills or behaviors to students with autism. Additionally, using VM and VSM for students with ID and ASD motivates them to achieve their goals because these strategies force educators to focus on what the child can do rather than what the child cannot do (Ayres & Langone, 2007).
[bookmark: _Toc86744788]Role-playing
	One of the most common methods to teach social skills is role-playing (Bielecki & Swender, 2004). Role-playing is an evidence-based strategy in which skills are practiced by acting out a social situation. It is effective when used for improving social skills. Role-playing is similar to video modeling in many ways. However, rather than using video, the behavior is modeled in real-time with the participants. The participants act out scenarios representing the desired actions (Dixon et al., 2010; Lohrmann & Talerico, 2004). Students are expected to carry out particular roles by saying, doing, and sharing during role-playing (Altun, 2015). Role-playing exposes students to a range of scenarios they may face later in life (Shankar et al., 2012). The tenets of a role-playing state that knowledge of other members, beliefs, or motivations in the past is strewn together and tinged with emotion. Also, the spontaneity of reaction is critical when using the role-playing technique. As a result, the role-playing participants in a scenario should not be aware of the real outcome ahead of time. Such information stifles spontaneity and pre-condition observations (McCalib, 1968).
Role-playing can be used to meet a wide range of objectives including self-management (Gear et al., 2011), vocabulary (Aliakbari & Jamalvandi, 2010), safety skills (Dixon et al., 2010), and social skills (Lohrmann & Talerico, 2004). Role-playing enhances students' motivation, self-confidence, empathy, and critical thinking skills (Alabsi, 2016). Role-playing also teaches students to wait. Role-playing is an important way to teach people with ASD about emotions. This does not necessitate the use of words. Often just hearing something is enough. Role-playing has also been shown to be effective to improve eye contact, increase speech duration, and lead to behavior changes (Foy et al., 1979). Role-playing aids daily tasks, according to Bella and Sipsa (2020), and the opportunity to educate both children with ASD and teachers could contribute to enhanced independence. Role-playing is the most flexible of the techniques described above because it requires no special tools. Therefore, teachers who have it at their disposal may satisfy a wide range of students' needs with appropriate and efficient role-play activities. In summary, role-playing is a strategy that puts students to explore actual scenarios by engaging with others in a controlled environment to gain experience and try out alternative plans.
[bookmark: _Toc86744789]Technology
"When matching person and technology, you become an investigator, a detective. You find out what the different alternatives are within the constraints" (Scherer, 2005, p. 269). Assistive technology (AT) has grown in importance in the field of special education. Assistive technology is a method of instructing students with ID and ASD (Ploog et al., 2013). The Individuals with Disabilities Education Act, 20 U.S.C. § 1400 (2004) defines an 'assistive technology device' as “any item, piece of equipment, or product system, whether acquired commercially off the shelf, modified, or customized, that is used to increase, maintain, or improve functional capabilities of a child with a disability” (20 USC 1401(1)). Assistive technology is used to support learning a variety of skills for children with IDD (Ploog et al., 2013). AT can foster academic learning (Zisimopoulos et al., 2011) and help users monitor appropriate behaviors (Cihak et al., 2010). Moreover, technology can improve functional skills, including community skills (Ayres et al., 2006; Cihak et al., 2006; Mechling & O'Brien, 2011), leisure skills (Hammond et al., 2010), vocational skills (Cihak, 2008; Ellerd et al., 2006), and to make communication easier (Browder Soer & Mims, 2011; Downing, 2011). According to Douglas and Uphold (2014) and Stephenson (2015), applying technology as alternative support for students with moderate and severe disabilities can help them to learn and complete their daily tasks independently.
One goal of having and designing technology devices and interventions for people with disabilities to reach the highest functional level in specific life roles. According to the International Standards Organization (ISO), "usability of a product is defined in terms of its effectiveness, efficiency, and satisfaction in a specified context of use" (Arthanat et al., 2007, p. 235). Conceptualization of usability for assistive technology includes understanding the relationships between the four elements: the user of the assistive technology device, the assistive technology device, the activity, and the context. Palmer et al. (2011) found that children and adolescents with ID who used or were exposed to technology had improved quality of life and better long-term results. The technology involves practices, devices, and programs designed to support people with disabilities (Cook & Hussey, 2007). Individuals with disabilities often are more motivated to use mobile, computing, and simple handheld technology than low-tech options (Gulchak, 2008).
Several researchers have indicated that visual supports and Social Stories can be offered by different means, including traditional printed stories and devices. Mancil et al. (2009) evaluated a technology-based intervention for three elementary students with autism who exhibited different behaviors such as pushing, grabbing, touching, and shoving other students. The researchers used pictures and text in a PowerPoint format and a more traditional paper format to deliver Social Stories. According to Mancil et al. (2009), the computer-assisted delivery of social stories was more successful than the paper format in decreasing the targeted inappropriate social behaviors. Cihak et al. (2010) implemented static-picture self-modeling prompts to encourage self-monitoring for students with ASD in a general education classroom using a handheld computer. The researchers evaluated the impact of offering picture prompts using a handheld computer on in-class engagement levels in three fully integrated middle school students with ASD. Using a multiple-probe across-settings design with an embedded reversal in each setting, the researchers showed that all three students had significantly increased engagement levels and decreased the number of teacher-given prompts to stay on task when the picture prompts were presented.
Lee et al. (2013) reported that using an iPad for teaching students with autism was associated with less challenging behavior and more academic engagement than various picture cards. The researchers used the A-B-A-B method to test the effect of having the participant choose between an iPad for picture prompts and picture cards. All students with autism selected the iPad when given a choice. Additionally, when using the iPad, they spent more time on task and exhibited less inappropriate behavior.
        	Halle et al. (2016) investigated the influence of teaching peer-interactive greeting behaviors to four students with autism in middle school using social story videos. The research was carried out within the general classroom. Halle et al. (2016) found that once the video-based social stories were introduced, greetings to peers from the target students increased.
Helle et al. (2016) utilized a multiple probe design across participants to examine using tablets to deliver Social Stories. Kim et al. (2014) offered social narratives to three students with severe developmental disabilities who demonstrated target problem behaviors. The target behaviors were turning the head away from the teacher and leaving the classroom without permission. The stories were created on Prezi, a cloud-based presentation tool and the students accessed the Prezi -based stories via Quick Response codes using the Galaxy Tab smart tablet. Before the intervention, the students received a training course focused on the use of tablets, QR codes, and Prezi. The findings showed a decrease in targeted behavior and an increase in academic participation in all three students.
For students with disabilities, acting according to social rules and standards is crucial to the success of schools and society. Rule-based interventions such as visual supports, Social Stories, and the power card strategy are potentially beneficial, as they circumvent ineffective social effects and elicit acceptable social responses. One of the benefits of using technology is building a learning experience that can move beyond the classroom. When using technology as an instructional tool, dependence on teachers can decrease, thereby increasing students' independence. Teachers need interventions that do not take much time and show immediate results (Sadler, 2019). Furthermore, the use of AT can improve academic performance, social participation, minimize stigma, and enhance inclusion (Halle et al., 2016).
Overall, using technology in classrooms has many advantages for both teachers and students in teaching various skills for students at different levels. Technology is one approach that allows students a more independent way to learn skills (Coleman et al., 2015). However, integrating technology into a student's educational plan requires an understanding of the student's strengths and weaknesses, awareness of the student's needs, and comprehension of available technology. Technology-based interventions cannot replace high-quality teacher instruction but may help to increase motivation and learning opportunities (Coleman et al., 2015). Using technology assists students in improving their learning abilities, mastering new knowledge, and developing new skills. As a result, it is vital to emphasize the necessity of continual teacher training and improvement, as well as understanding new knowledge and developing new abilities.
[bookmark: _Toc86744790]Statement of the Problem 
A preliminary review of related literature in Saudi Arabia was conducted (published in English and Arabic journals) related to the use of evidence-based social skills practices (EBP), especially in Arabic journals. From 2001 to the present, most Saudi researchers have utilized EBPs for autism and specific learning disabilities, including positive reinforcement (Mohammed, 2001; Bakhsh, 2002; Alghamdi, 2003), visual schedules (Alsheikh, 2004; Abdulqawi, 2016), Social Stories (Abusabeh, 2007), differential reinforcement of other behaviors (Mahfouz, 2012), and behavioral contracting (Bunyan, 2018). 
At present, studies have not informed enough about Saudi special education teachers' knowledge and use of social skill strategies supported by research (e.g., visual supports, Social Stories, power cards, video modeling, role playing, and video self-modeling) that are supported by research (Altamimi et al., 2015). In the present study, the researcher developed a survey instrument to address this gap in the research. This survey instrument includes more detailed demographic information, teachers' level of training, and how these strategies are delivered to students with intellectual disability and autism (through traditional instruction or via technology). This survey allows the researcher to evaluate Saudi teachers' knowledge and use of social skills training strategies. The data collected from this study could lead to improvements in the quality of Saudi special education teacher preparation and performance by targeting the professional development needs of these teachers.
[bookmark: _Toc86744791]Research Questions
	The purpose of the present study is to address the following research questions:
1. What is Saudi special education teachers' reported knowledge of social skill training strategies for students with intellectual disability and autism?
2. What do Saudi special education teachers report about the frequency of use of social skills training strategies for students with intellectual disability (ID) and autism (ASD)?
3. What methodologies do Saudi special education teachers report using to deliver the social skills strategies training (i.e., traditionally or via technology)?
4. Are there significant differences in teachers' reported knowledge of social skills training strategies for students with intellectual disability and autism based on teacher characteristics, including gender, educational level, and years of teaching experience?
5. To which institution do teachers credit their knowledge on teaching social skills: their teacher preparation program or their employer?
[bookmark: _Toc86744792]Organization
This study is organized into four chapters. The first chapter introduces the study and includes a literature review on social skills training strategies as well as the study's statement of the problem. Chapter 2 discusses the methodology and study design used to conduct the research and collect data. An analysis of findings is presented in Chapter 3. Finally, Chapter 4 covers the most critical findings, their current relevance, and future research directions in this field.
[bookmark: _Toc86744793]Summary
Chapter 1 introduced the topic, presented general background information about the present study, and conducted a literature review on social skills training strategies (e.g., visual support, Social Stories, power cards, video modeling, role-playing, and video self-modeling) supported by research. This was followed by a thorough discussion of the study's need, statement problem, and research questions.
	











[bookmark: _Toc83258813][bookmark: _Toc86744794]Chapter Two
[bookmark: _Toc83258814][bookmark: _Toc86744795]Methodology
Chapter 2 describes the methodology utilized to collect data, including the research design, participants, development of the new instrument, components of the survey, pilot testing, and procedures for data collection and data analysis.
This study considered the following research questions:
1. What is Saudi special education teachers' reported knowledge of social skill training strategies for students with intellectual disability and autism?
2. What do Saudi special education teachers report about the frequency of use of social skills training strategies for students with intellectual disability and autism?
3. What methodologies do Saudi special education teachers report using to deliver the social skills strategies training (i.e., traditionally or via technology)?
4. Are there significant differences in teachers' reported knowledge of social skills training strategies for students with intellectual disability and autism based on teacher characteristics, including gender, educational level, and years of teaching experience?
5. To which institution do teachers credit their knowledge on teaching social skills: their teacher preparation program or their employer?
[bookmark: _Toc83258815][bookmark: _Toc86744796]Research Design
The present study utilized an online self-reported survey to collect data. Survey has been and continues to be a common tool for data collection in the social, behavioral, and consumer sciences (Caetano & Noel, 2018). It is intended to collect self-reported knowledge from the targeted sample and to investigate behaviors and/or views that are not readily apparent (Rea & Parker, 2005). 
Since the researchers are not affecting the results, survey data collection is likely to be accurate, and the risk of human error in coding and data entry is reduced. Surveys are simple to administer thanks to an advanced survey solution that analyzes data and assesses reliability, validity, and statistical significance using advanced statistical techniques such as descriptive statistics and inferential statistics (Rea & Parker, 2005; Weber & Bradley, 2006). Weber and Bradley (2006) argued that the benefits of moving away from pencil-and-paper surveys as the sole form of gathering survey data outweigh the disadvantages. Web-based surveys can be completed more quickly and at a lesser cost than traditional methods including personal interviews (Caetano & Noel, 2018). The average time it takes to complete an online survey is two-thirds less than it takes to complete a traditional survey using paper and pencil. Another benefit of web-based surveys is to limit sensitive risk factors or behaviors, resulting in more accurate estimations. So, there is a lower possibility of persuading a respondent to adopt the more socially desirable response. While face-to-face methods might result in persuasion because the researcher is visible in the room. Other advantages of web-based administration include the reduction of scanning errors, the elimination of multiple responses, the availability of data in an electronic format immediately (even for free-text fields), and the ability to insert skip rules for irrelevant questions (Heiervang & Goodman, 2011).
 Despite widespread acceptance, online survey studies have advantages as well as disadvantages and limitations. If respondents are in difficult-to-reach regions where they do not have access to the internet, an online survey may not be the best or most suitable data collection method (Bethlehem & Biffignandi, 2012; Rea & Parker, 2005). Since the researcher cannot explain certain things such as scientific terms, strategies, etc. Using web-based surveys can result in less reliable results than in-person surveys where the researcher was present to provide clarification if needed. Also, participants may provide responses that lead to ambiguous data. Such response choices may be misinterpreted as a result of the lack of a researcher. There are possible cooperation issues that can arise when some respondents fail to complete the survey or do not feel motivated to provide truthful and/or correct answers. Another flaw that draws back the reliability and validity of web-based surveys is low response rates or non-responses. Therefore, researchers may use various techniques to enhance response rates and generalize the findings to a broader population. For example, to increase the percentage of participants, researchers may make follow-up calls, send written notes, provide email reminders, or send follow-up cards and incentives (Bethlehem & Biffignanadi, 2012). 
For the current study, the web-based format was a useful method because it allowed for simple data entry and interpretation, as well as the use of multiple response scales, branching, and flexibility over the order in which respondents completed the survey (Evans & Mathur, 2003). Furthermore, the web-based format was essential in being able to distribute the survey to participants who were in Saudi Arabia. It is a country in Western Asia that is formally known as the Kingdom of Saudi Arabia. With a land size of around 2,150,000 km² (General Authority for Statistics, 2021). Saudi Arabia is the largest country in the Middle East and the Arab world's second-largest country. There are 13 administrative regions in the Kingdom of Saudi Arabia (KSA) further divided into 118 governorates (General Authority for Statistics, 2021). To distribute the survey in person, the researcher would have to travel at a considerable expense and take a far longer time period for data collection.
[bookmark: _Toc83258816][bookmark: _Toc86744797]Participants
The study population comprised two nonprobability sampling techniques, namely, a mix of purposive and convenience sampling (Etikan et al., 2016). Purposive sampling, also known as judgment sampling, is the purposeful selection of a participant based on the participant's characteristics. The researcher determines what information is required and sets out to locate persons who can and will offer that information based on their knowledge or experience (Etikan et al., 2016). Convenience sampling is a nonprobability or nonrandom sampling technique in which members of the target population who meet specific practical criteria are selected. This is the most widely used sampling method because it is quick, low-cost, and simple, and the subjects are easily accessible (Etikan et al., 2016).
 The survey was self-report and was available to all Saudi special education teachers who work in both public and private special education programs, serving areas encompassing all administrative regions of KSA (i.e., Riyadh, Mecca, Madinah, Qaseem, Eastern region, Asir, Tabuk, Hael, Northern borders, Jazan, Najran, Al-Baha, Al-Jouf). Distribution of the survey is discussed in detail below.
[bookmark: _Toc83258817][bookmark: _Toc86744798]Participant Characteristics
 	Data were obtained from 182 Saudi special education teachers. Findings showed that 151 participants were female (83%) and 31 male (17%). (See Table 1 for participant demographics; all tables and figures are located in the appendix). 
	In Saudi Arabia, at the age of 22, the majority of teachers complete a bachelor’s degree in their area of teaching. The official retirement age for men and women is 60; one third of Saudi teachers retire early after 25 years in the private sector or 20 years in government service (Bureau of Experts at the Council of Ministers, 1973). In this study, most of the participants (70%) were between the ages of 25 and 34. The participants’ highest levels of education were as follows:  79.9 % of those who responded had a bachelor’s degree in special education and 20.9% had a graduate degree in special education.
Table 2 demonstrates the frequencies and percentages of participants’ placement, length of teaching experience, and types of disabilities participants have taught. (See Table 2 for participant characteristics of teaching experiences).
Participating teachers’ teaching experience ranged from less than five years to more than 15 years, with the majority of participants (45.1%) with less than five years of teaching experience.  Most of the respondents (60.3%) work in a public school (i.e., schools that are free of charge from preschool to high school, supported by the government), 34.6% work in private schools (i.e., schools that charge a specific fee for the service), and 5% work in charity schools (i.e., schools supported by charitable bequests or contributions). Regarding population served, the respondents reported that they have worked with students with a variety of disabilities: 30% taught students with ID, 35% taught students with ASD, and 35% worked with both students with ID and ASD.
[bookmark: _Toc83258818][bookmark: _Toc86744799]Procedures 
[bookmark: _Toc83258819]The procedures that shaped the current research are depicted. (See Figure 1 for research procedure). The research procedures are shown in the order in which they occurred. More information about specific procedures is provided in the following sections. 
[bookmark: _Toc86744800]Developing the New Instrument
	The researcher designed a new online self-reported survey to investigate the special education teachers' perceived knowledge and use of social skills strategies for students with ID and ASD. To create the survey, the researcher looked through the current literature to see already existing measures used for similar studies (Al Hussein, 2016; Khodari, 2019). The research found one study that investigated Saudi teachers' knowledge of students with emotional and behavioral disorders (Alhossein, 2016). The other looked at teachers' knowledge of evidence-based practices (EBPs) in general for students with ASD (Khodari, 2019). None, however, addressed teachers' knowledge of social skills strategies supported by research for students with ID and ASD.
	Because the researcher was unable to locate existing instruments addressing the research questions, other items were added to the instrument to address teachers’ knowledge and use of specific social skills strategies (visual supports, Social Stories, power cards, video modeling, role playing, and self-video modeling). Additional questions to assess how teachers' characteristics, including gender, educational level, and years of teaching experience, influence their knowledge of social skills training strategies. Also, on the survey topics, several teachers were consulted and informally interviewed. Information was included in the survey from these conversations. This resulted in additional items being added to the survey (e.g., preparation program and training). 
[bookmark: _Toc83258820][bookmark: _Toc86744801]The Components of the Survey
The components of the self-reporting survey were divided into five sections. (See Figure 2 for the components of the survey). More details are provided below in separate sections detailing each section of the survey. (See the English Version of the Survey in Appendix A and the Arabic Version in Appendix B).
First Section of the Survey: Preparation and Training. The first section consisted of four statements related to preparation with knowledge of strategies for teaching social skills to students with intellectual disability and autism. Respondents were asked to indicate their level of agreement with statements that related to their preparedness and training to teach social skills to students with ID and ASD. (See Table 3 for preparation and training survey items).
	 Two survey items asked about preparation from their formal teacher preparation program (i.e., at a college or university or other alternative teacher programs), including all coursework experiences (e.g., practicum and student teaching placements); one question asked about knowledge in general while the other asked about knowledge of implementing technology for social skills. The other two questions were similar but related to preparation provided through training or support from their school or school system. The response format followed a Likert-type survey scale of five responses: strongly agree=5, agree=4, uncertain=3, disagree=2, and strongly disagree=1 (Morrow, 2018).
	Second Section of the Survey: Knowledge of Strategies for Teaching Social Skills: In the second section, there were six items. Participants were asked to indicate how knowledgeable they were about specific social skills strategies (visual supports, Social Stories, power cards, video modeling, role playing, and self-video modeling). Next to each listed strategy, there was a question mark symbol the participants could click if they needed more information about the strategy. The responses were given in a Likert-type Scale: Extremely extensive=5, Somewhat extensive=4, Medium=3, Somewhat minimal=2, Extremely minimal=1 (Morrow, 2018).
	Third Section of Survey: Use and Delivery of Strategies to Teach Social Skills:  The third section contained 10 items. Participants were asked to what extent they use specific strategies (visual supports, Social Stories, power cards, video modeling, role playing, and self-video modeling) to teach social skills with their students. They also were asked what methodologies they used to deliver these strategies: traditionally or with technology. Participants were told that technology involved any devices, desktop computers, laptop computers, tablet computers, mobile phones (applications), and e-readers. Next to each strategy question, there was a question mark symbol the participants could click if they needed more information about the strategy. These items were formatted in a Likert of five scale: Always =5, Often= 4, Sometimes=3, Rarely=2, Never=1 (Morrow, 2018).
	Fourth Section of the Survey:  Demographic Questions. The purpose of this section was to collect basic information about respondents to understand their backgrounds and characteristics better. The researcher asked demographic questions after respondents had completed all other questions in the survey for two reasons:  to avoid the so-called "stereotype threat" (Davis & Silver, 2003) and to increase engagement with the participants. The stereotype threat is when some respondents are apprehensive about demographic questions that might be used to stereotype them. If such questions are asked at the start of the survey, it can alienate respondents, cause them to be alarmed, or make them feel uncomfortable when answering the remaining questions. 
	Final Section of the Survey: For the last section of the survey, respondents were provided with a single open question. If the participant wanted to add additional information, comments, or questions concerning the study, they could do so in this section. The instructions to participants stated that this item was optional. 
[bookmark: _Toc83258821][bookmark: _Toc86744802]Survey Pilot Testing
[bookmark: _Toc83258822][bookmark: _Toc86744803]Pre-testing
 	Educational professionals. Pre-testing was conducted to ensure the survey questions measured all facets/aspects of the content areas (e.g., constructs). The researcher obtained written and oral feedback from various educational professionals: Dr. Mari Beth Coleman, Dr. Cate Smith, Dr. Tara Camille Moore, Dr. Chris Skinner, and Dr. Jennifer Morrow at the University of Tennessee. The researcher received a few comments regarding the content of the survey questions, especially in the first section, Preparation and Training, and the length and layout of the survey.
	UT doctoral programs. Students in educational doctoral programs at UT also provided oral input on the wording/layout/format of the questions survey instrument.
	PNU professionals. After translating the survey language to Arabic (the participants' first language), the survey was sent via email to two educational professionals who speak Arabic in the Department of Special Education at Princess Nourah Bint Abdulrahman University (PNU) for their input.
In general, the majority of comments focused on the layout and format of the survey questions. Their suggestions were considered, and it was determined that they helped make the question more relevant and precise.
[bookmark: _Toc83258823][bookmark: _Toc86744804]Translating the New Instrument
The participants' first language, as well as the researcher's, is Arabic. The survey was originally written in English so that UT professors and doctoral students could contribute to the development of constructs and concepts.
To guarantee linguistic comprehensibility, the survey was translated into the participants' first language (Arabic). This assured that weak English proficiency would not be a limitation to participation in the research. After that, the researcher made all appropriate changes to the context and layout/format. Finally, the researcher used the back-translation approach to translate the survey from the original language (English) to the target language (Arabic) since she was familiar with the survey's aims, constructs, and terms and could provide a translation closely resembling the original. Since the language of the survey needed to be in Arabic for distribution to Saudi teachers, the researcher asked for Arabic and Saudi experts to assess the survey after translating it. The researcher sent the survey to Dr. Sharefa Alzubairi, an Arabic specialist, a professor of special education at PNU. She evaluated whether the reader understood the purpose of the survey and the research questions were addressed, sentence structure, appropriate style, and format (See Appendix c). 
[bookmark: _Toc83258824][bookmark: _Toc86744805]Reliability and Validity of the Survey
[bookmark: _Toc83258825][bookmark: _Toc86744806]Reliability 
For internal consistency reliability, Cronbach's alpha was conducted after receiving responses to determine how consistent the results are for different items on the same measure (Bordens & Abbott, 2011). Cronbach's alpha tests are used to determine the reliability of multiple-question Likert scale surveys. These questions assess latent factors or hidden or unobservable qualities, such as a person's conscientiousness. In addition, Cronbach's alpha indicates how closely a group of test items are related (Tavakol & Dennick, 2011). (See Table 4 for reliability statistics).
	First Section. In the First Section (Preparation and Training), The Cronbach’s alpha value of the first Section was α = .713. This is fairly acceptable and indicates that the items in the scale are reliably related as a group.
	Second Section. The Cronbach’s alpha value of the second section (Knowledge of Strategies for Teaching Social Skills) items was acceptable (α = .75) indicates that the items in the scale are reliably related as a group too. 
	Third section. Cronbach's alpha value of the third section (Use and Delivery of Strategies to Teach Social Skills) items was good (α = .80).
Validity
 	Validity refers to the survey instrument's efficiency and is intended to ensure that it evaluates the constructs it is designed to measure (Robinson & Leonard, 2019). The six social skills strategies (Social Stories, power cards, video modeling, role-playing, and self-video modeling that the researcher used in the survey as research-based strategies. According to the National Clearinghouse on Autism Evidence and Practice (2020), these six meet the criteria for the classification of evidence-based practice, thus providing face validity for the selection of strategies.
	The face validity is the most informal and subjective method of determining a test's validity (Connell et al., 2018). The primary method for determining the instrument's validity was expert judgment. The research committee members, Dr. Mari Beth Coleman, Dr. Cate Smith, Dr. Tara Camille Moore, and Dr. Chris Skinner were consulted to validate the new instrument. The pretest procedure described earlier helped examine the face validity of the survey. Based on the feedback the researcher obtained from peers and professors, several improvements were made in order to increase the instrument's overall validity.
[bookmark: _Toc83258826][bookmark: _Toc86744807]Institutional Review Board
 	The Institutional Review Board (IRB) is a body charged with ensuring human research participants’ rights, safety, and well-being for all research activities. The researcher sought IRB permission prior to recruiting participants and engaging them in the study to verify that ethical standards were followed.
	First UT Permission. Considering the researcher is a doctoral candidate at UT, the researcher submitted the research application in February 2020. She gained the approval letter in April 2021 (See Appendix C). The IRB reviewed the proposal research, consent form, English and Arabic version of the Survey, and the recruitment Video (see recruitment section for more detail) under the response rates heading. 
	Second PNU Permission. The researcher began obtaining Institutional Review Board (IRB) approval from PNU after receiving IRB approval from UT because the researcher is a member of the PNU faculty. This was done in order to get permission to conduct the research in Saudi Arabia (See Appendix D).  The PNU approval letter was required for the researcher to be able to contact the Saudi Arabian Ministry of Education. The Ministry of Education is in charge of primary, secondary, and postsecondary education. The Ministry of Education aided in the recruitment of special education teachers across all regions of Saudi Arabia.
[bookmark: _Toc83258827][bookmark: _Toc86744808]Online Format
[bookmark: _Toc83258828]The survey was converted to an electronic version using the QuestionPro website https://www.questionpro.com/. Web-based formats are useful because they allow for simple data entry and interpretation, as well as the use of multiple response scales, branching, and flexibility over the order in which respondents complete the survey (Evans & Mathur, 2003). The survey is six pages based on the sections described above. At the bottom of each page, there are two rows. They assist the participant in navigating the survey's pages. The survey took approximately 7 to 10 minutes to complete. It was active for four weeks. Each page of the survey is described below.
[bookmark: _Toc86744809]Introduction page
	When participants clicked the survey link, they were first taken to the introduction page. On this page, participants were informed that the survey's completion constituted consent for participation in the study. The researcher explained on the introduction page the study's goal, risks and benefits, confidentiality, and contact information.
If participants decided to engage in the study and answered the survey, they needed to answer the initial question: “Are you a Saudi Special Education Teacher?” and respondents were requested to affirm that the survey's inclusion criteria were completed in order to obtain access to the survey. 
[bookmark: _Toc83258829][bookmark: _Toc86744810]Page 1
After participants indicated that they met criteria to be in the study, they were taken to the first page of the survey. This page had four statements under the preparation and training heading, and each statement had multiple choice answers: strongly agree=5, agree=4, uncertain=3, disagree=2 and strongly disagree=1. This section allowed participants to select one answer, and the response was required.
[bookmark: _Toc83258830][bookmark: _Toc86744811]Page 2
The next page had six questions about the participants’ knowledge of strategies for teaching social skills. Under each question, there were multiple-choice answers: Extremely extensive=5, Somewhat extensive=4, Medium=3, Somewhat minimal=2, Extremely minimal=1. This section allowed participants to select one answer, and the response was required. Next to each listed strategy, there was a question mark symbol the participants could click if they needed more information about the strategy (See Appendix E).
[bookmark: _Toc83258831][bookmark: _Toc86744812]Page 3
On the third page of the survey, participants were asked how often they utilize specific strategies to teach social skills to their students (visual supports, Social Stories, power cards, video modeling, role play, and self-video modeling). There were 10 questions on this page, each with five multiple-choice answers: Always =5, Often = 4, Sometimes = 3, Rarely = 2, Never = 1. This section also allowed participants to choose one answer, which they had to provide.
[bookmark: _Toc83258832][bookmark: _Toc86744813]Page 4
 The fourth page contained seven demographic questions, including gender and age, the participant's highest educational level, length of teaching experience, school types, students' ages, and types of disabilities of the students he or she has taught. This was an optional section.
[bookmark: _Toc83258833][bookmark: _Toc86744814]Page 5
The final survey page contained one optional question. This was a place for the participants to submit additional information, comments, or questions about the study. If a participant chose to provide their contact information, such as an email address, it was moved to a separate page of the survey by the end. Participants were shown a thank you page for finishing the survey and then exited out of the survey.
[bookmark: _Toc83258834][bookmark: _Toc86744815]Response Rates
To increase the response rate, the researcher made a short animation video and provided an incentive gift card (Bethlehem & Biffignanadi, 2012). These elements are explained in the following sections. 
[bookmark: _Toc83258835][bookmark: _Toc86744816]Video
The researcher made a short animation video (about one minute) to introduce the researcher (name, a position as a lecturer in PNU, and doctoral candidate at UT), provide information about the survey purpose, state the time commitment to complete the survey, and announce the incentive (i.e., that by entering a drawing, there was a chance to win a $25 Amazon gift card). At the end of the video, the link to the introduction page of the survey was included. An English translation of the video transcript follows.  The video was posted and sent via social media as explained in the recruitment section below. 
[bookmark: _Toc83258836][bookmark: _Toc86744817]Video Transcript
 Are you Saudi? Are you a teacher of intellectual education or autism students?
Hello, I am Amani Al-Shehri, a lecturer at Princess Nourah bint Abdulrahman University and a doctoral researcher in special education at the University of Tennessee.
I am working on a study to measure the extent of knowledge of special education teachers in Saudi Arabia and use technology to teach social skills to these students.
And in appreciation of your time, you will be able to enter the drawing for vouchers worth 500 Saudi riyals.
I welcome you to give your opinion ... The link is below the video ... It will direct you to the questionnaire ...
Would you please share the video with other teachers?
* If you have questions about the study, please, contact me, aalsheh9@vols.utk.edu.
Thank you for your response, and keep on giving
Best wishes
Video link: https://youtu.be/8UYkNatEo0Y
[bookmark: _Toc83258837][bookmark: _Toc86744818]Incentive
 If the participant chose to provide their contact information on the last page of the survey, his or her email was entered into a drawing to win a $25 Amazon gift card. Five emails were drawn from the pool of respondents who provided contact information (n= 129). The winners were notified via email and confirmed receipt of the notification email in order to receive any prize awarded. Following informed consent, the researcher added the following option selection for individuals to choose: “I do not agree to participate in the study, but I would like to be entered into the raffle.” Participants were then led to the survey's raffle section only. This was required in order to avoid the drawing being classified as a gaming activity by Tennessee State Law.
[bookmark: _Toc83258838][bookmark: _Toc86744819]Modes of Administration
After receiving IRB approval from both UT and PNU in spring 2021, the survey was converted through QuestionPro and the webpage survey link was distributed. 
[bookmark: _Toc83258839][bookmark: _Toc86744820]Initial Survey Link Distribution
	After receiving authorization from the Director of the Ministry of Education, according to the Education Ministry, all Saudi special education teachers who work in public schools received an invitation to participate in the study by email. The video was emailed along with the link to the QuestionPro survey. After one week following the initial invitation email, the researcher requested an email reminder, which was sent.
[bookmark: _Toc83258840][bookmark: _Toc86744821]Social Media
Social media was also used to reach participants. The researcher used her own page on Twitter (@Alamamni7) and WhatsApp to distribute the video and survey link. An invitation to participate in the study tweet activity was 17,379 people saw the tweet. There were 37 retweets, 25 likes, and 18 replies. The total number of direct messages the researcher sent via Twitter was over 90. Also, the researcher asked for some specific Twitter accounts to post the video and link on their pages such as Saudi Association for Special Education (@Gester_kSU), Saudi Association for Exceptional Children (@Excechildren), Children with Disability Association (@Cwda_sa), and others who work in the special education field, such as faculty at universities in SA. Participants were also encouraged to share or forward the video and the survey link to other teachers they knew. This is known as snowball sampling when respondents or gatekeepers produce additional responses through referrals (Fricker, 2008). Snowball sampling is an option to increase distribution when it is hard to locate or identify targeted individuals.
[bookmark: _Toc83258841][bookmark: _Toc86744822]Data Analysis
As an important first step, before conducting statistical analyses, the survey data were cleaned. This is the process of detecting elements of data that are incomplete, erroneous, inaccurate, or irrelevant, and then changing, amending, or removing the dirty or coarse data (Morrow & Skolits, 2017). The researcher used Twelve Steps of Data Cleaning (Morrow & Skolits, 2017) to prepare the data for analysis. After entering the data into The Statistical Package for the Social Sciences (SPSS) Windows Version 28, the data were double-checked to ensure that no data were missing or incorrect. For each variable, the maximum percentage of missing data allowed was 5%. Group means were used to fill in for missing data cells. SPSS was used to run descriptive statistics (i.e., mean scores and standard deviations [SD]) were used to answer the research questions. The mean scores were used to find the knowledge and use of social skills for students with ID and ASD. The goal was to assess the differences between two groups (male vs. female; bachelor's degree vs. graduate degree) using two independent sample t-tests. The ANOVA test was used to see the differences in education levels and years of teaching experience. The specific analyses run to address research questions are included. (See Table 5 for the analyses used to address research questions).
[bookmark: _Toc83258842][bookmark: _Toc86744823]Summary 
Chapter 2 discussed the current study's methodology. The research design and participants' characteristics were described in the chapter. In addition, there was a detailed description of the survey's components, translation, and pilot testing of the new instrument. The chapter also covered data collection and analysis procedures. The results and a more detailed description of the data analysis process will be illustrated in Chapter 3. 

[bookmark: _Hlk82138783][bookmark: _Toc86744824]
Chapter Three
[bookmark: _2brjteoawng0][bookmark: _Toc86744825]Results
[bookmark: _1qwm51ll4sxw][bookmark: _Toc86744826]Introduction
Prior to this study, researchers have not provided adequate information about Saudi special education teachers' knowledge and usage of social skill strategies. To fill this gap in the literature, the researcher created a survey instrument for this study examining teachers’ knowledge and usage of social skill strategies including visual supports, Social Stories, power cards, video modeling, role-playing, and video modeling. More specific demographic information, teacher training, and how social skill strategies (through traditional instruction or via technology) are used with students with intellectual disability and autism are included in this survey instrument. 
The researcher used this online self-reported survey to assess Saudi special education teachers' knowledge and application of social skills training strategies. By focusing on the professional development needs of these teachers, the data gained from this study could contribute to improvements in the quality of Saudi special education teacher training and performance.
The current study's target addressed the following research questions:
1. What is Saudi special education teachers' reported knowledge of social skill training strategies for students with intellectual disability and autism?
2. What do Saudi special education teachers report about the frequency of use of social skills training strategies for students with intellectual disability (ID) and autism (ASD)?
3. What methodologies do Saudi special education teachers report using to deliver the social skills strategies training (i.e., traditionally or via technology)?
4. Are there significant differences in teachers' reported knowledge of social skills training strategies for students with intellectual disability and autism based on teacher characteristics, including gender, educational level, and years of teaching experience?
5. To which institution do teachers credit their knowledge on teaching social skills: their teacher preparation program or their employer?
A total of 182 Saudi special education teachers provided quantitative data via an online self-reported survey during the second semester of the school year (2021). The data were analyzed using the Statistical Package for the Social Sciences software (SPSS) Windows Version 28. For each question, the following procedure was explained (Sue & Ritter, 2012).
1. To answer Question One, descriptive statistics (i.e., mean scores) were computed to determine Saudi special education teachers' reported knowledge of social skills training strategies for students with ID and ASD. 
2. For Question Two, descriptive statistics (i.e., mean scores and percentages) were 	calculated to define which social skill training strategies Saudi special education 	teachers used most to least. 
3. Question Three was answered using descriptive statistics (i.e., mean scores) to 	determine how Saudi special education teachers delivered social skill training			 strategies (traditionally or via technology). Technology involved any devices, 	desktop computers, laptop computers, tablet computers. mobile phones				 (applications) and e-readers. 
4. For Question Four, multiple regression (i.e., T-test and ANOVA) analyses were 	computed to examine the differences in teachers' reported knowledge of social			 skills training strategies for students with ID and ASD based on teacher	 	characteristics, including gender, educational level, and years of teaching experience. 
5. Question Five was analyzed using descriptive statistics (i.e., mean scores and standard deviation) which were computed to define which institution teachers credited their knowledge of teaching social skills training: their teacher preparation program or their employer.
[bookmark: _Toc86744827]Research Question One
What is Saudi special education teachers' reported knowledge of social skills training strategies for students with intellectual disability and autism? 
Participants were asked to score their knowledge of specific social skills training strategies: visual supports, Social Stories, power cards, video modeling, role play, and self-video modeling. The responses were given using a Likert-type scale: Extremely extensive (score = 5), Somewhat extensive (score = 4), Medium (score = 3), Somewhat minimal (score = 2), Extremely minimal (score =1). A score of 5 (Extremely extensive) reflected a high level of knowledge, while a score of 1 (Extremely minimal) reflected a low level of knowledge. To answer Question One, the researcher computed descriptive statistics (i.e., mean scores and standard deviation) to determine Saudi special education teachers' knowledge of specific social skill training strategies for students with ID and ASD. 
In general, the average knowledge score across these six strategies for the population was 3.25 with a standard deviation of .79 indicating that respondents slightly leaned towards agreeing that they received adequate and significant knowledge in social skills training strategies.
The bar graph in Figure 1. illustrates the Saudi special education teachers' knowledge of specific social skill training strategies in the order of extremely extensive knowledge to minimal knowledge. (See Figure 1 for the mean of Saudi special education teachers' reported knowledge of social skill training strategies). The majority of participants reported knowing these social skill training strategies: visual supports, Social Stories, power cards, video modeling, role play, and self-video modeling. The participants scored their knowledge between medium and somewhat extensive for visual supports strategy (M = 3.90, SD = 1.0), role playing strategy (M = 3.85, SD = 0.97), video modeling (M = 3.72, SD = 1.05), Social Stories (M = 3.63, SD = 1.09), power cards (M = 3.49, SD = 1.19), and self-video modeling (M = 3.21, SD = 1.17). Table 6 shows the percentage of teachers' rating their level of knowledge by strategy. (See Table 6 for percentage of teachers’ (N = 182) ratings of level of knowledge by strategy). A high percentage of teachers reported to be somewhat extensive and to the medium of the knowledge of all strategies.
[bookmark: _Toc86744828]Research Question Two
What do Saudi special education teachers report about the frequency of use of social skills training strategies for students with intellectual disability and autism?
The researcher aimed to determine how often Saudi special education teachers used the various social skill strategies (visual supports, Social Stories, power cards, video modeling, role play, and self-video modeling) with their students. The researcher calculated descriptive statistics (i.e., mean scores and standard deviation) to identify which social skill training strategies Saudi special education teachers frequently used. The response format followed a Likert-type survey scale of five responses: Always (score = 5), Often (score = 4), Sometimes (score = 3), Rarely (score = 2), Never (score = 1). A score of 5 (Always) reflected a high level of the use of social skills training strategies, while a score of 1 (Never) reflected a low level of the use of social skills training strategies.
Participants reported using the strategies between Sometimes and Often. (See Table 7 for percentage of teachers’ (N = 182) ratings for frequency of use by strategy). The strategies’ mean scores were video modeling strategy (M = 3.87, SD = 1.10), visual supports (M = 3.66, SD = 1.09), power card strategy (M = 3.45, SD = 1.11), role-playing (M = 3.43, SD = 1.05), self-video modeling (M= 3.24, SD = 1.03) and Social Stories (M = 3.23, SD = 1.72). (See Table 8 for the mean scores and standard deviation of respondents reporting use of each strategy are reported).
[bookmark: _Toc86744829]Research Question Three
What methodologies do Saudi special education teachers report using to deliver the social skills strategies (i.e., traditionally or via technology)? 
Participants answered whether they used traditional (paper) or technological methods to deliver social skill strategies (visual supports, Social Stories, power cards, and role play) to their students. Video and self-video modeling were not included in this question because technological methods are required to deliver these strategies. Technology was defined for participants as “desktop computers, laptop computers, tablet computers, mobile phones (applications), and e-readers.” The response format followed a Likert-type survey scale of five responses: Always (score = 5), Often (score = 4), Sometimes (score =3), Rarely (score = 2), Never (score =1). A score of 5 (Always) reflected a high level of use of the targeted methodologies to deliver the social skills training strategies (traditionally and via technology) to their students while a score of 1 (Never) reflected a low level of use of the methodologies to deliver the social skills training strategies (traditionally and via technology) to their students.
Descriptive statistics (i.e., mean scores and standard deviation) were used to determine how frequently Saudi special education teachers delivered social skill training strategies traditionally or via technology. When compared, the mean of how each social skills training strategy was delivered (traditionally or via technology) revealed that Saudi special education teachers slightly higher used traditional (paper) methods. (See Table 9 for methodologies used to deliver social skills training strategies).
For example, they used traditional methods to deliver visual supports slightly higher (M = 3.66, SD = 1.00) and they used traditional methods to deliver visual supports slightly higher (M = 3.23, SD = 1.10). The percentage of teachers’ who reported they always use traditional methods to deliver visual supports was 22.87% and the teachers who reported they use technology methods to deliver visual supports was 17.55%. (See Table 10 for percentage of teachers’ (N = 182) ratings of frequency of use by methodology for delivering social skills strategies).
[bookmark: _Toc86744830]Research Question Four
Are there significant differences in teachers' reported knowledge of social skills training strategies for students with ID and ASD based on teacher characteristics, including gender, educational level, and years of teaching experience?
One of the main goals of this study was to gather information about the characteristics of a large number of individuals of Saudi special education teachers quickly (Ponto, 2015). The information was used to describe the respondents and compare groups within the sample (Sue & Ritter, 2012). The demographic data also aided in identifying the needs of a specific population of special education teachers in Saudia Arabia, their professional development, and the teaching approaches they used to teach social skills. A total of 182 participants provided their demographic information (gender, age, highest level of education). 
A multiple regression analysis was conducted using two independent sample t-tests and ANOVA testing was calculated to examine the differences in Saudi special education teachers' reported knowledge of social skills training strategies for students with ID and ASD based on teacher characteristics, (Ponto, 2015) including gender, educational level, and years of teaching experience. Those findings are reported below. 
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A total of 182 participants provided their demographic information: 151 participants were female (83%) and 31 male (17%). The researcher used two independent sample t-tests to investigate the differences in teachers' reported knowledge of social skills training strategies for students with ID and ASD based on teacher gender. The results are significant and indicate differences in social skills training strategies knowledge between men and women. The female participants (M = 3.70, SD =.69) and the male (M= 3.30, SD=.65), demonstrated a significant difference in knowledge (t [180] = 2.952, p = .004). (See Table 11 for knowledge of social skills training strategies based on teacher gender).
[bookmark: _Toc86744832]Level of Education
The researcher analyzed the differences in Saudi special education teachers' reported knowledge of social skills training strategies for students with ID and ASD based on teachers’ levels of education using two independent sample t-tests. All participants either had a bachelor’s or graduate degree in special education. Participants’ highest levels of education were as follows:  79.9 % of those who were certified had a bachelor’s degree in special education and 20.9% had a graduate degree in special education. 
The results are not significant and indicate no difference in knowledge of social skills training strategies based on teachers’ levels of education. (See Table 12 for knowledge of social skills training strategies based highest level of education). The participants who had a bachelor’s degree in special education (n=144, M =3.6, SD = .66) and the who had a graduate degree in special education (n= 38, M =3.7, SD =.84), demonstrated no difference in knowledge (t [180] = -1.18, p = 0.239).
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As there was no difference in implementation of social skills training strategies based on education level, it is crucial to examine whether years of teaching experience are significantly related to knowledge of social skills training strategies (i.e., visual supports, Social Stories, power cards, video modeling, role play, and self-video modeling). The researcher used ANOVA testing to examine the differences in Saudi special education teachers’ reported knowledge of social skills training strategies for students with ID and ASD based on teaching years of experience.
Participating teachers’ teaching experience ranged from less than five years to more than 15 years, with the majority of participants (45.1%) with less than five years of teaching experience. (See Tables 13 and 14 for knowledge of social skills training strategies based on years of teaching experience). A one-way analysis of variance showed that the effect of teachers’ teaching experience was no significant, F (2,179) = 1.078, p = 0.342.
 These outcomes indicate that teachers with little or no teaching experience and teachers with a lot of teaching experience both exhibited similar knowledge of social skills training strategies.
[bookmark: _Toc86744834]Research Question Five
To which institution do teachers credit their knowledge of teaching social skills: their teacher preparation program or their employer?
To answer Question Five, descriptive statistics (i.e., mean scores and standard deviation) were computed to determine to which institution teachers credit their knowledge of teaching social skills training strategies. The response format followed a Likert-type survey scale of five responses: Strongly Agree (score = 5), Agree (score = 4), Uncertain (score =3), Disagree (score =2), and Strongly Disagree (score =1). A score of 5 (strongly agree) reflected a high level of knowledge, while a score of 1 (strongly disagree) reflected a low level of knowledge. The participants' knowledge of social skills training strategies received from their education preparation program is (M = 3.1, SD = .94) and their knowledge of teaching social skills obtained from job training is (M = 3.39, SD = .99). Again, the scores are in the area of neutral with a slight leaning toward agreeing. the difference between the two groups is minimal. (See Table 15 for preparation and training results).
[bookmark: _Toc86744835]Open-Ended Question
	It is important to report that the survey's final section consisted of a single open-ended question. Participants had the option to add additional information, comments, or questions concerning the study. Out of 182 respondents, 60 participants (32.96%) answered the open-ended question. The researcher received positive comments about the topic of the study and the way of organizing the survey. Some participants added their emails and indicated they are interested to know the result of the study. Moreover, in the open-ended question, most of the participants stated they were unmotivated to use technology. They also reported having difficulties accessing technology and finding an appropriate context. According to some participants, they would like to receive the appropriate technology training. About 6-8 of the participants mentioned that they avoided using technology, but because of their school's rules and the Covid-19 pandemic, they now use technology. (See Table 16 for Participants’ responses in the open-ended comments). In the next chapter, I will go over these instances in detail. 
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Chapter 3 provided an analysis of the data obtained from the online self-reported survey to assess Saudi special education teachers' knowledge and application of social skills training strategies. descriptive statistics were used to determine how Saudi special education teachers delivered social skill training strategies (traditionally or via technology).  Further, multiple regression (i.e., T-test and ANOVA) analyses were computed to examine the differences in teachers' reported knowledge of social skills training strategies for students with ID and ASD based on teacher characteristics, including gender, educational level, and years of teaching experience.
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[bookmark: _Toc86744838]Discussion
During the second semester of the school year in 2021, 182 Saudi special education teachers completed an online self-reported survey. The study's purpose was to collect data about Saudi teachers' knowledge of research-backed social skill strategies, the frequency with which Saudi teachers used specific strategies, and the methodologies by which they delivered specific strategies (e.g., visual supports, Social Stories, power cards, video modeling, and role playing) for students with ID and ASD through an online self-reported survey. In addition, the researcher examined teachers' knowledge of social skills training strategies for students with ID and ASD based on teachers’ characteristics, including gender, educational level, and years of teaching experience. This chapter includes the research study's primary findings in terms of (a) knowledge of social skills teaching strategies, (b) use and delivery of social skills teaching strategies, (c) knowledge of social skills training strategies based on teacher characteristics, (d) limitations, (e) practical implications, and (f) areas of future research.
[bookmark: _Toc86744839]Knowledge of Strategies for Teaching Social Skills
While teaching social skills, teachers should adopt evidence-based instructional practices that lead to increased postsecondary opportunities. One of the survey's goals was to have respondents report on their knowledge of social skills teaching strategies. Additionally, participants were asked to score their knowledge of specific social skills strategies (visual supports, Social Stories, power cards, video modeling, role-playing, and self-video modeling). Their average score of perceived knowledge was between medium (score = 3) and somewhat minimal (score = 2). The participants’ mean scores of their knowledge about social skills strategies fell in the following order from highest to lowest:  visual supports strategy (M = 3.90, SD = 1.0), role playing strategy (M = 3.85, SD = 0.97), video modeling (M = 3.72, SD = 1.05), Social Stories (M = 3.63, SD = 1.09), power cards (M = 3.49, SD = 1.19), and self-video modeling (M = 3.21, SD = 1.17).
  Previous research conducted has shown the effectiveness of using visual supports (Alsheikh,2004; Ganz & Flores, 2008), Social Stories (Flores et al., 2014), power cards (Spencer et al., 2008), video modeling (Bellini & Akullian, 2007), role playing (Bielecki & Swender, 2004), and self-video modeling (Dowrick et al., 1995; Hitchcock et al., 2003; Taylor et al., 1999) to teach social skills. Limitations in knowledge may result in wasted time and effort on both the teacher and the student. Furthermore, if teachers are unfamiliar with research-based social skills training strategies, they may employ unproven practices, resulting in unexpected outcomes.
Because of the emphasis on teaching academic skills during education preparation programs, participants may have limited knowledge and capabilities in teaching social skills. (Bradley & West, 1994). The content of the future training programs is the other vital factor to consider when analyzing the results related to teachers' knowledge. Other possible explanations for teachers' lack of knowledge about social skills training is a lack of research on these practices in the Arabic language. The majority of the participants in this study received their training in Arabic in Saudi Arabia. As a result, they may have missed out on reading and reviewing current research on social skills training. Most of published articles are written in English, which makes it difficult for Saudi special education teachers who want to learn about new social skills training.
The results of the present study suggest it is possible that special education teachers still need more knowledge and training on these specific strategies, particularly on Social Stories, power cards, and self-video modeling. Therefore, organizing local workshops and conferences on a regular basis could be an approach to improve teachers' knowledge of social skills. These workshops should be centered on social skills strategies that are supported up by research: how to choose and implement appropriate social skills strategies for their students. Furthermore, discussing and demonstrating multiple examples of social skills strategies in diverse situations.
[bookmark: _Toc86744840]Use and Delivery of Strategies to Teach Social Skills
[bookmark: _Toc86744841]Use of Strategies 
The research also examined how frequently Saudi special education teachers used various social skill strategies with their students (visual supports, Social Stories, power cards, video modeling, role play, and self-video modeling). In summary, participants’ score of the frequency of use of the strategies was between Often (score = 4) to Sometimes (score = 3). The strategies’ mean scores for frequency of use fell in the following order: video modeling strategy (M = 3.87, SD = 1.10), visual supports (M = 3.66, SD = 1.09), power card strategy (M = 3.45, SD = 1.11), role-playing (M = 3.43, SD = 1.05), self-video modeling (M= 3.24, SD = 1.03) and Social Stories (M = 3.23, SD = 1.72). Notably, participants reportedly gained adequate knowledge of Social Stories (M = 3.63, SD = 1.09), but they only reported occasionally use of Social Stories (M = 3.23, SD = 1.72) with their students.
However, numerous studies support these two strategies (Bellini & Akullian, 2007; Bellini & McConnell, 2010; Flores et al., 2014; Gray, 2010; Sansosti & Powell-Smith, 2006; Schneider & Goldstein, 2009; Spencer et al., 2008). There is an important need to explore the reasons for the limited use of self-video modeling and Social Stories. One possible explanation is that participants only use social skills strategies that they are familiar with and have experienced success with their students. Thus, the outcomes may not accurately reflect actual knowledge and use of these strategies. The participants reported to know and use social skills strategies when, in fact, they may have misunderstood them and only use them with their students at rare times. Participants, for example, reported good knowledge of visual supports (M = 3.90, SD = 1.0) but had a slightly lower mean of reported use (M = 3.66, SD = 1.09). Furthermore, participants may be aware of social skills strategies and employ them, but they may be employing them incorrectly.
As a result, when participants apply social skills strategies with their students, the fidelity of the strategy is questioned. In the open-ended question, several participants mentioned the limited use of these strategies due to a lack of appropriate materials in Arabic. Limited resources, such as scenarios, photographs, and sounds impacted the ability of teachers to use these strategies. Furthermore, participants may not be knowledgeable of how to create, modify, or customize new content. According to the participants, the limited ability to address the demands of the students also influenced the implementation of these strategies.
[bookmark: _Toc86744842]Delivery of Strategies 
Researchers support the use of technology to deliver the selected social skills strategies. Several studies confirm the effective use of technology with students with ID and ASD (Ayres et al., 2006; Cihak et al., 2006; Cihak et al., 2010; Coleman et al., 2015; Halle et al., 2016; Lee et al., 2013; Mechling & O'Brien, 2011; Sadler, 2019). In addition, many studies point to the increased effectiveness of technology as opposed to other delivery methods. For example, according to Mancil et al. (2009), the computer-assisted delivery of Social Stories was more successful than the paper format in decreasing the targeted inappropriate social behaviors.			 However, Saudi special education teachers support slightly higher preferred traditional (paper) methods to offer these strategies over the use of technology, according to the findings. Several challenges may face Saudi special education teachers when using technology to deliver social skills strategies.
According to Banas (2010), teachers may face the following challenges when using technology: (a) a lack of knowledge and skills to use, (b) a lack of confidence to use, (c) a lack of resources and /or access, (d) a lack of time to train, (e) students who are too young or inexperienced, (f), and non-supportive administration. In addition, some survey respondents mentioned in the open-ended question, they felt unmotivated to use technology. According to a study by Bitner and Bitner (2002), a teacher's attitude toward adopting technology in the classroom is a key element in successful technology integration in the classroom. Students can improve their learning abilities, master new knowledge, and build new skills by using technology. As a result, it is critical to understand the significance of ongoing teacher training and development, as well as learning new skills and developing new abilities (Coleman et al., 2015). Professional development is needed for more than only assisting teachers in becoming acquainted with the fundamentals of technology. It necessitates an ongoing program to encourage, support, and inspire teachers to explore the opportunities of technology. Teachers should be given additional opportunities for technology-related professional development. It is extra vital for less experienced teachers to gain confidence in using technology. Professional development training can allow teachers to explore new technologies and practical methods to obtain support and guidance in using them. 
[bookmark: _Toc86744843]Knowledge of Social Skills Training Strategies Based on Teacher Characteristics
In this study, collecting demographic data was essential for answering the research questions. First, it is critical to pay attention to the teacher's development and learning. A previous study also stated that the effectiveness of training programs is more likely to occur if the content is chosen based on the needs, interests, and expectations of teachers (McNamara et al., 2009; Sexton et al., 2006). Demographic data could also show whether certain groups are more or less likely to receive more social skills training strategies training. Additionally, demographic data may help researchers identify the kind of teachers who should be focused on in the future.
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The results of the group comparisons on social skills strategy knowledge revealed that female teachers (n= 151, 83%) were more informed than male teachers (n= 31, 17%). This result is significant since Saudi Arabia has a single-gender education system, with female teachers attending separate universities and teaching in separate schools. This could indicate that female teacher education programs are more involved in social skills strategies, with in-service programs dedicated to helping female teachers improve in this area.
Saudi Arabia's educational policies dictate that all public education, including high school, be single sex. The single-sex education refers to school systems in which boys and girls have separate courses and attend different schools. Due to religious and cultural beliefs, single-sex education is considered the norm in Saudi Arabia. It is noteworthy that, according to the Saudi Ministry of Education (2019), female teachers could only educate female students previously. A significant change for female teachers in Saudi Arabia occurred in 2019, as part of a government initiative to enhance the country's education system. They are allowed to teach male students in the youngest school years (until 3 grade) in public elementary schools, classes are not combined, and separate classrooms are used. Male teachers, on the other hand, are only permitted to teach male students beginning in first grade.
[bookmark: _Toc86744845]Level of Education
The findings indicate that the participants' educational level had no effect on their knowledge of social skills strategies (e.g., visual supports, Social Stories, power cards, video modeling, and role playing). This was an unexpected outcome. The researcher assumed that teachers with a higher degree of education would be more knowledgeable about social skills strategies. One explanation for this could be those social skills strategies and how to implement them with students are addressed in both undergraduate and graduate programs. If teachers with a graduate degree had the same knowledge as teachers with a bachelor’s degree, then either such graduate programs are unnecessary, there is a different focus in those specific graduate programs. It is possible that the topic of social skills strategies is be missed or limited in graduate study plans. It could also be inappropriate methods of teaching social skills strategies to students enrolled in these graduate programs. It is also possible that older teachers were unaware of the strategies, whereas newer teachers were vice versa since older teachers are more likely to have graduate degrees.
[bookmark: _Toc86744846]Years of Teaching Experience
Years of teaching experience were not significantly related to teachers’ knowledge of social skills training strategies. Teachers with more years of experience were no more knowledgeable about social skills training strategies than those with fewer years of teaching experience. This was likewise an unexpected outcome. Teachers with more years of teaching experience are generally thought to be more knowledgeable than teachers with fewer years of teaching experience. More years of teaching experience means more years in the classroom and more time to work with students. In addition, they have a history of receiving in-service training as well as attending multiple workshops and conferences.
According to the results, their expertise is similar. Years of experience in the classroom may not improve teachers' knowledge of social skills strategies unless they have received training in this area and have used some social skills strategies and found them beneficial in improving student performance. A possible cause of this could be that older teachers do not always continue to enhance their knowledge. As a result, older teachers are more likely to become exhausted, burned out, and demotivated in their work (Schwab, 1983). They may not be interested in attending a social skills training course. Another reason for this could be that older teachers place more emphasis on improving their performance in teaching academic skills than on other skills. The final consideration is that some strategies have only recently been established, and older teachers may not have learned about them in their teacher preparation programs. It will be important to conduct further research to establish why older teachers do not develop their knowledge of social skills teaching. There is also a need to figure out how to help older teachers overcome the obstacles that have hampered their progress during the teaching.
[bookmark: _Toc86744847]Limitations
The current study had some limitations, including research design, survey translation and language, participant demographics, and data collection. Further information is provided in the sections that follow.
[bookmark: _Toc86744848]Research Design
As in all research, survey research has the potential for a range of types of error, but there are several ways to minimize this risk (Ponto, 2015). First, the survey was completed voluntarily by the participants. This may have resulted in more teachers responding who already knew and used social skills strategies with their students than teachers who did not complete the survey. 
Second, the results of this survey were based on self-reporting. Responses, like any self-reporting, may include bias and may not accurately reflect the genuine nature of the response. It is possible that survey answers were influenced by social desirability. In the case of social desirability, respondents may have selected responses based on what they thought was beneficial to the researcher when the survey was completed (Rea & Parker, 2005; Weber & Bradley, 2006).  For these reasons, the results of this study may or may not correctly reflect real knowledge and strategy use.
Additionally, websites and social media may have impacted the results. Twitter was used to recruit Saudi special education teachers. As a result, those who did not match the study's inclusion criteria may have received access to the survey. To avoid this, actions were taken including gatekeepers that were utilized for recruiting, and respondents were requested to affirm that the survey's inclusion criteria were completed in order to obtain access to the survey (Fricker, 2008). On the introduction page, if participants decided to engage in the study and answer the survey, they were required to answer this question, “Are you a Saudi Special Education Teacher?” Despite these steps, it is possible that persons who did not match the inclusion requirements accessed the survey. 
[bookmark: _Toc86744849]Translating and Language of the Survey
The second limitation was that the survey's language needed to be in Arabic for distribution to Saudi special education teachers. To assure that weak English proficiency would not limit participation in the research and eliminate any concerns about filling out the survey due to language barriers, the researcher asked for Arabic and Saudi experts to assess the survey after translating it into the participants' first language (Arabic). In addition, next to each listed strategy on the survey, there was a question mark symbol the participants could click if they needed more information about the strategy. Except for the power cards strategy, all of the social skills strategies indicated on the survey use the same terminology when translated to Arabic. Additionally, the researcher also added the power card strategy, the nearest Arabic translation, and English terminology. However, there is still a potential risk that the strategies questions could have been misunderstood or could have confused some of the participants. Thus, to the results may not correctly reflect real knowledge and strategy use.
Finally, the researcher did not ask the participants about their ability to read English special education resources, which could have been critical for gaining information about social skills. In future studies, researchers should ask participants if they can read and access information in English. Because of their English language proficiency, participants have access to large amounts of online and print special educational resources in English. It may have an impact on their knowledge of social skills.
[bookmark: _Toc86744850]Participant Demographics
Gender. The demographic information of 182 participants was evaluated. A gender imbalance was observed among the participants with only 17% male participants. One explanation, in general, is that female teachers in Saudi Arabia who work in public schools outnumber male teachers. According to the Saudi Ministry of Education (2018), there are 28,873 female teachers and 20,615 male teachers. Another possible explanation is that, at Saudi Arabian schools, genders are separated, limiting communication and contact to male participants. Because the male teachers work in separate schools, the researcher used Twitter to find and contact them.
Age. There were only six participants (3.4%) over 45 years old. This may be due to the fact that, as mentioned in Chapter 2, the official retirement age for men and women is 60. A third of all workers retire early after 25 years in the private sector or 20 years in government service (Bureau of Experts at the Council of Ministers, 1973). Another reason could be due to the research design (online survey). An online survey may not be the best data collection method for participants who are over the age of 45 (Bethlehem & Biffignandi, 2012; Rea & Parker, 2005). Teachers who did not have access to social media (either due to a lack of technology or inability) may not have participated in the survey, so a percentage of teachers' perspectives were not reported in this study. It is critical to address this issue in the future, as additional recruitment methods can make a significant difference in the final result.
[bookmark: _Toc86744851]Data Collection 
There were 573 Saudi special education teachers who started the survey and only 182 finished and provided their demographic information. The researcher spent a significant amount of effort obtaining IRB approval from two different institutions (UT and PNU). This took a longer time than expected and had an impact on the survey's launch. The survey was sent out in the last month of the school year, which is a hectic period for teachers who are assessing students, grading papers, and compiling year-end reports, among other things. In the future, the researcher recommends choosing an appropriate time to send the survey and mail reminders to those who have not completed the surveys. This could enhance response rates.
[bookmark: _Toc86744852]Practical Implications 
Considering the findings, this section discusses the practical implications for teachers and other stakeholders, including the Saudi Arabian Education Ministry and universities. Preparation and training, Arabic sources, and the use of technology may lead to development of Saudi special education teachers' use of social skills for students with ID and ASD.
[bookmark: _Toc86744853]Preparation and Training 
The findings indicate that the participants reported knowing these social skill training strategies: visual supports, Social Stories, power cards, video modeling, role playing strategy, and self-video modeling. The participants scored their knowledge between medium and somewhat extensive for visual supports strategy (M = 3.90, SD = 1.0), role playing strategy (M = 3.85, SD = 0.97), video modeling (M = 3.72, SD = 1.05), Social Stories (M = 3.63, SD = 1.09), power cards (M = 3.49, SD = 1.19), and self-video modeling (M = 3.21, SD = 1.17).
This may emphasize the need for pre-service and in-service teachers to learn more about social skills strategies, especially male teachers. In addition, this finding indicates more information regarding social skills strategies should be included in male teacher preparation programs so that male teachers' knowledge and use of these strategies improve. Teachers who are more knowledgeable about social skills strategies use them with their students. Therefore, the findings indicate that directors of teacher preparation programs should evaluate their courses and syllabi to ensure that social skills are covered and that appropriate training in how to apply them in the real world is provided. Additionally, students should be trained in these strategies throughout the program, with input from a teacher with experience teaching students with ID and ASD as well as social skills expertise. Conducting in-field experiences with real students or using video examples are two approaches that could be used to train these teachers.
Although teachers get training courses in their education programs, they need the specific knowledge and experience required to teach social skills and manage behaviors for students with disabilities (Bock & Carter, 2017). Teacher training keeps them up to date on current educational concerns, improves their professional efficiency, and improves their capacity and knowledge to use social skills with their students (Oche, 2012). Schools should further organize additional training workshops for teachers to learn about social skills strategies and learn how to use them.
Teachers who receive enough training are more motivated, have more self-efficacy, and are more committed to their responsibilities (Oche, 2012). Because of that, high quality professional development is critical. Schools should ensure hiring professional development providers who have extensive teaching experience to guarantee high-quality training. Schools should consider collaborating with universities to enhance training quality.
[bookmark: _Toc86744854]Arabic Sources 
Another improvement could lead to development of Saudi special education teachers' use of social skills for their students is availability in Arabic. According to Burns and Ysseldyke (2009) when teachers lack easy access to research, they may prefer informal sources of information research and identify instructional practices. Besides pre-service and in-service training programs, there are other possible training opportunities that may be offered to increase knowledge and use of social skills strategies for both male and female participants. Professionals and authorities can use the Internet to create reliable Arabic websites that promote social skills strategies, bridging the gap between research and practice. Teachers' knowledge and usage of social skills strategies can be improved by visiting trustworthy websites. Websites with a good reputation should have both basic and extensive information regarding social skills strategies. This would support teachers in choosing and implementing these strategies. Using photographs and YouTube videos to explain how to use social skills strategies could make it easier for teachers to do so with improved fidelity. Teachers can also use discussion boards on websites to speak about their experiences using social skills strategies with their students and offer each other support. In addition, teachers may need materials or samples from the websites to implement social skills strategies.
Furthermore, manuals for social skills strategies should be available to support teachers in implementing these strategies. These manuals should identify each strategy, explain why it is important to use it, and list the material that teachers will need to apply it. At the same time, teachers should be familiar with the most recent developments in special education, by accessing journals from reputable organizations and websites such as the Council for Exceptional Children (CEC) and the National Clearinghouse on Autism Evidence and Practice (NCAEP).
[bookmark: _Toc86744855]Using Technology
The researcher's final practical recommendation is for teachers to implement more technology-based social skills strategies with their students. Several researchers have investigated the effectiveness of employing technology-based interventions to help individuals with ASD improve their social skills (Hopkins et al., 2011; Tanaka et al., 2010). Thus, determining how teachers are utilizing technology has become increasingly complex due to the wide variety of developed uses. Given all of this information, it appears that technology training programs are required to ensure fidelity of use. Skills and knowledge of the use of technology should be provided for in-service teachers through professional development programs and as courses for student teachers and pre-service teachers in Saudi Arabia (Aldabas, 2015). Professional development programs can provide teachers with not just the opportunity to learn about new technology, but also practical ways to get help and direction in putting them to use (Oncu et al., 2008). Moreover, the Saudi Ministry of Education should encourage teachers to use technology with their students for academic goals as well as other skills such as social and vocational skills. This may include taking action to address the constraints that limit teachers from using technology, particularly those tied to educational policy, such as a lack of time and technology access. It is additionally proposed that schools be provided with adequate, helpful, and recent technology. Creating a database of technology media and materials that are appropriate for Saudi curriculum and culture is a necessary step. Universities should devote more resources to prepare future teachers for using technology in classrooms. In addition, the technological curriculum should be taught in teacher education programs, and the requirements that must be met should be reviewed and enhanced. Among the qualifying pre-requisites should be basic technical and pedagogical skills in technology.
The link between beliefs and use, as well as the link between exposure and beliefs, suggests that exposing teachers to the applications of technologies can help modify their attitudes about how best to use technology in the classroom. Teachers entering the field today are more familiar and confident with technology than earlier generations (Russell et al., 2003). This self-belief, however, will not be sufficient to bring about educational transformation. New teachers should have a positive attitude toward technology and the ability to use it in many ways. For example, establishing opportunities for teachers in training to observe and experience the benefits of technology on teaching and learning can boost teacher preparation. In addition, it is critical to expose teachers to real-world examples of how technology is being used in the curriculum and classrooms.
[bookmark: _Toc86744856]Future Research
Despite these limitations, the study's findings highlight the need for more research into Saudi teachers’ knowledge and the use of social skills training strategies. There is a demand for more investigation into the causes of limited knowledge and use of social skills training strategies. Another area for future research could be examining the relationship between reported knowledge and reported use of strategies.
 In addition, more in-depth qualitative data on teachers' knowledge and use of social skills training strategies could aid in developing training that is tailored to the needs of special education teachers. Future research should investigate the impact of pre-service and in-service training programs on social skills strategy knowledge and use.
As a result, because each region has an individual training office, the researcher suggests that the study be replicated, focusing on single regions in Saudi Arabia, to identify which regions needs more training than others and define teachers' needs better. In addition, it could help to locate which region in Saudi Arabia has excellent knowledge and implementation of social skills training strategies and could serve as a model training system for other regions. Other ways to identify teachers' needs could include comparing studies between education preparation programs in Saudi universities. That would help define the strengths and weaknesses of each Saudi university curriculum and provide appropriate training based on these results.
Since the results of this survey were based on self-reporting, future research might use different methods to collect data from participants. For example, some participants may have rated a high level of strategy use, but in reality, rarely utilized the strategies. Future research might use classroom observations to determine what strategies are implemented correctly and how often participants use the strategies. 
Based on the findings, the female teachers were more knowledgeable on social skills strategies than male teachers. In Saudi Arabia, education is divided by gender, which could explain the differences in knowledge of social skills strategy based on gender. The impact of demographic characteristics on social skills teaching is an important topic that requires additional investigation. Examining the similarities and differences in teacher education programs depending on gender is another exciting area to investigate. There is a demand to analyze and determine what the differences are between male and female education programs in terms of course content and teaching style. Conducting more training development courses can help male teachers gain a better understanding and application of social skills strategies.
This research depended on survey data, which reflects only the perceptions of Saudi special education teachers and does not necessarily demonstrate actual use of technology or competence levels of Saudi special education teachers. Observational and interview studies could be used in future research to gain a better understanding of actual practices rather than relying on self-report. Further research is required to explore teachers' and other stakeholders' attitudes toward technology education for students with disabilities and the factors (specifically public agencies) that influence these attitudes (e.g., school districts, colleges, etc.). Future research should investigate the challenges that teachers encounter when it comes to employing technology. Interviews with participants may reveal limitations to their students' usage of social skills strategies. In particular, future research should investigate the key issues related to teachers reporting they feel unmotivated to use technology to teach social skills. According to Bandura (1997, 2001), exposure to technology alone will not result in differences in degrees of efficacy; instead, it is the cognitive capacity to reflect on and motivation, ability, beliefs, and experience with technology that will contribute to technology efficacy. 
Participants from various fields will be included in future research that replicates the current study. It may, for example, be productive to look into parents' understanding of and use of social skills approaches for their children with ID and ASD. 
[bookmark: _Toc86744857]Conclusion
Previous research indicates social skills are critical for life success. Indeed, it is essential for researchers and practitioners to work together to conduct more studies on special education teachers' knowledge in social skills teaching. There is a need to increase intervention-based research to inform instructional practices (Altamimi et al., 2015). Despite a rising amount of experimental studies that provide clear and strong scientific evidence on the effectiveness of social skills strategies in developing and supporting adaptive behavior, researchers who have worked to determine the extent to which teachers possess social skills strategies are rare (Al Harthi, 2015).
The world is rapidly changing and high-tech technologies and supports are becoming a more important part of the daily routines and life. Exposing teachers to real-world examples of how technology is used in the curriculum and classrooms, as well as teaching the mechanics of technology, is crucial. In addition to providing teachers with the opportunity to learn about new technologies, professional development programs can also give teachers practical means to acquire assistance and direction when putting technology-based interventions to use.
In general, Saudi Arabia's development has increased significantly in recent decades, therefore advances in special education programs are being made quickly. These recommendations could serve to strengthen special education services for students with disabilities. Finally, addressing any educational difficulties that may occur necessitates a well-informed strategy and positive attitudes on the part of both parents and teachers. The influence on children's learning is significant when families are informed, cooperated with, and supported in extending what their children learn at school.
[bookmark: _Toc86744858]Summary
The primary findings of the current study were summarized and discussed in Chapter 4: (a) knowledge of social skills teaching strategies, (b) use and delivery of social skills teaching strategies, and (c) understanding of social skills training strategies based on teacher characteristics. The chapter also presented possible practical implications that could lead to increased knowledge and application of social skills teaching practices. This study included various recommendations for improving the quality of Saudi special education teacher preparation and performance by focusing on these teachers' professional development requirements.
In conclusion, students with ID and ASD can interact and connect with others if they have a solid set of social skills. This is necessary for building friendships and driving their way through life with more happiness and fewer challenges. It is essential that teachers are equipped with knowledge, skills, and supports to teach these important skills to their students with ID and ASD.
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[bookmark: _Toc83165501][bookmark: _Toc87015507]Table 1. Participant Demographics
	Variable
	Levels
	N
	%

	Gender
	Male
	31
	17

	
	Female
	151
	83

	Age
	22 -25
	14
	7.8

	
	25-34
	127
	70.9

	
	35-44
	32
	17.9

	
	45 +
	6
	3.4

	Highest Level 
of Education
	Bachelors
	144
	79.1

	
	Graduate Degree
	38
	20.9

	
	Total
	182
	100













[bookmark: _Toc83165502][bookmark: _Toc87015508]Table 2. Participant characteristics of teaching experiences
	Variable
	Levels
	N
	%

	Years of Experience
	1-5
	82
	45.1

	
	6-10
	64
	35.2

	
	11-15
	36
	19

	Type of School
	Public School
	108
	60.3

	
	Private School
	62
	34.6

	
	Charity School        	
	9
	5.0

	
	Missing System
	3
	1.6

	Type of Disability
	ID
	53
	29.6

	
	ASD
	63
	35.2

	
	ID and ASD
	63
	35.2

	
	Missing System
	3
	1.6

	
	Total 
	182
	100



Note: Intellectual Disability (ID) and Autism (ASD).





[bookmark: _Toc83165503][bookmark: _Toc87015509]Table 3. Preparation and training survey items
	Statements

	1. My university coursework and school-based practice experiences sufficiently prepared me with knowledge of strategies for teaching social skills to students with intellectual disability and autism.

	2. My university coursework and school-based practice experiences sufficiently prepared me with knowledge of strategies for implementing technology to increase social skills for students with intellectual disability and autism.

	3. Training and/or support from my school or school system sufficiently prepared me with knowledge of strategies for teaching social skills to students with intellectual disability and autism.

	4. Training and/or support from my school or school system sufficiently prepared me with knowledge of strategies for implementing technology to increase social skills for students with intellectual disability and autism.









[bookmark: _Toc83165504][bookmark: _Toc87015510]Table 4. Reliability statistics
	The Reliability Value of The Items Measuring
	N of Items
	Cronbach’s Alpha

	Preparation and Training Section
	  4
	.71

	Knowledge of Social Strategies Section
	  6
	.75

	Use and Delivery of Strategies to Teach Social Skills
	10
	.80

















[bookmark: _Toc83165505][bookmark: _Toc87015511]Table 5. Analyses used to address research questions
	Analysis 
	                                 Question

	Descriptive statistics (i.e., mean scores and standard deviation [SD])
	What is Saudi special education teachers' reported    knowledge of social skill training strategies for students with intellectual disability and autism?

	Descriptive statistics (order of most used to least used)
	What do Saudi special education teachers report about the frequency of use of social skills training strategies for students with intellectual disability (ID) and autism (ASD)?

	Descriptive statistics (order of most used to least used)
	What methodologies do Saudi special education teachers report using to deliver the social skills strategies training (i.e., traditionally or via technology)?

	Two independent sample t-test for gender and educational level
ANOVA testing year of experience
	Are there significant differences in teachers' reported knowledge of social skills training strategies for students with intellectual disability and autism based on teacher characteristics, including gender, educational level, and years of teaching experience?

	Descriptive Statistics (i.e., mean scores and standard deviation [SD])
	To which institution do teachers credit their knowledge on teaching social skills: their teacher preparation program or their employer?


[bookmark: _Toc87015512]Table 6. Percentage of teachers’ (N = 182) ratings of level of knowledge by strategy
	Strategy 
	Extremely Minimal
(1)
	Somewhat Minimal
(2)
	Medium
(3)
	Somewhat Extensive
(4)
	Extremely
Extensive
(5)

	Visual Supports
	2.94%

	6.37%
	24.51%

	32.84%
	33.33%


	Power Card
	6.86%

	13.73%

	25.98%
	31.86%

	21.57%


	Social Stories
	2.94%

	12.25%

	27.45%

	31.37%
	25.98%

	Role-Playing
	2.45%

	3.92%

	26.47%

	39.22%

	27.94%


	Video Modeling
	2.94%
	10.29%

	27.45%
	32.35%

	26.96%

	Video Self-Modeling
	    7.84%

	18.63%

	33.33%

	22.55%

	17.65%





[bookmark: _Toc87015513]Table 7. Percentage of teachers’ (N = 182) ratings for frequency of use by strategy
	Strategy
	Never
(1)
	Rarely
(2)
	Sometimes
(3)
	Often
(4)
	Always
(5)

	Visual Supports
	3.65%

	4.99%

	32.83%
	36.66%

	21.87%


	Power Card
	5.83%

	11.66%

	32.40%

	32.62%
	17.49%

	Social Stories
	6.45%

	18.39%
	35.50%

	27.28%
	12.38%


	Role-Playing
	3.20%

	12.22%

	40.42%

	28.72%

	15.44%


	Video Modeling
	4.26%

	6.91%

	35.11%
	35.64%

	18.09%


	Video Self-Modeling
	11.17%

	15.43%

	29.79%
	28.19%

	15.43%









[bookmark: _Toc87015514]Table 8. The mean scores and standard deviation of respondents reporting use of each strategy are reported
	Strategy
	Mean
	SD

	Video Modeling
	3.87
	1.10

	Visual Supports 
	3.66
	1.09

	Power Card 
	3.45
	1.11

	Role-Playing
	3.43
	1.05

	Self-Video Modeling
	3.24
	1.03

	Social Stories 
	3.23
	1.72















[bookmark: _Toc87015515]Table 9. Methodologies used to deliver social skills training strategies
	Strategies
	Mean via Paper
	SD
	Mean via Technology
	SD

	Visual Supports
	3.66

	1.00
	3.48
	1.02

	Power Card
	3.45
	1.05
	3.14
	1.13

	Role-Play
	3.43
	1.02
	3.08
	1.12

	Social Stories
	3.23
	1.10
	3.03
	1.18

















[bookmark: _Toc87015516]Table 10. Percentage of teachers’ (N = 182) ratings of frequency of use by methodology for delivering social skills strategies
	Methodology for Delivering Social Skills Strategies
	Never
(1)
	Rarely
(2)
	Sometimes
(3)
	Often
(4)
	Always
(5)

	Visual Supports Presented via Paper
	
2.66%

	
7.98%

	
30.85%

	
35.64%

	
22.87%


	Visual Supports Presented via Technology
	
4.26%

	
10.11%
	
36.17%
	
31.91%

	
17.55%


	Power Card Presented via Paper
	
5.85%

	
10.64%

	
31.38%

	
35.64%
	
16.49%

	Power Card Presented via Technology
	
10.64%
	
18.09%

	
33.51%

	
28.19%

	
9.57%

	Social Stories Presented via Paper
	
7.45%

	
16.49%
	
33.51%

	
29.26%
	
13.3%


	Social Stories Presented via Technology
	
6.38%

	
12.23%

	
32.45%

	
28.72%
	
20.21%


	Role-Playing via Paper
	
4.26%

	
10.11%

	
39.36%

	
28.72%

	
17.55%


	Role-Playing via Technology
	
13.3%

	
18.09%

	
33.51%

	
23.4%

	
11.7%









[bookmark: _Toc87015517]Table 11. Knowledge of social skills training strategies based on teacher gender
	
Knowledge of 
Social Skills Training Strategies
	Gender
	N
	Mean
	SD

	
	Female
	151
	3.7031
	.69546

	
	Male
	31
	3.3011
	.65746


















[bookmark: _Toc87015518]Table 12. Knowledge of social skills training strategies based highest level of education
	
Social Skills Training Strategies Knowledge
	Level of Education
	N
	Mean
	SD

	
	Bachelors
	144
	3.6030
	.66228

	
	Graduate Degree
	38
	3.7544
	.84251




















[bookmark: _Toc87015519]Table 13. Knowledge of social skills training strategies based on years of teaching experience
	Teaching Years’ Experience
	N
	Mean
	Std. Deviation
	Std. Error
	95% Confidence Interval for Mean
	Minimum
	Maximum

	
	
	
	
	
	Lower Bound
	Upper Bound
	
	

	1-5
	82
	3.6260
	.73496
	.08116
	3.4645
	3.7875
	1.00
	5.00

	6-10
	64
	3.7188
	.68550
	.08569
	3.5475
	3.8900
	2.17
	5.00

	11 Plus
	36
	3.5046
	.66007
	.11001
	3.2813
	3.7280
	2.17
	5.00

	Total
	182
	3.6346
	.70387
	.05217
	3.5317
	3.7376
	1.00
	5.00



[bookmark: _Toc87015520]Table 14. ANOVA
	
	Sum Of Squares
	Df
	Mean Square
	F
	Sig.

	Between Groups
	1.067
	2
	.534
	1.078
	.342

	Within Groups
	88.607
	179
	.495
	
	

	Total
	89.674
	181
	
	
	




[bookmark: _Toc87015521]Table 15. Preparation and Training
	
	N
	Mean
	SD

	Education Preparation Knowledge
	182
	3.1071
	.94067

	Job Training Knowledge
	182
	3.3956
	.99033


















[bookmark: _Toc87015522]Table 16. Participants’ Responses in the open-ended comments
	Quotes from the Participants’ Responses

	I use technology more often in teaching academic skills than I use it in teaching social skills

	I do not prefer to use technology in my class, I know my students spend much time on their tablets at home.

	I don't like technology at all, but I have to use it.

	I'm obliged to use technology because of Covid 19.

	I wish there were more teaching and technology courses when I was a student. I would like to know and update more about technology.

	Sometimes we could not find the appropriate videos for some topics.
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[bookmark: _Toc86746830]Figure 1. Research procedures
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Description automatically generated][bookmark: _Toc86746832]Figure 3. The mean of Saudi special education teachers' reported knowledge of social skill training strategies
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[bookmark: _Toc86744862]Appendix A
The English Version of The Survey
Online Survey
You are being invited to participate in a research study titled The Use of Technology in Social Skills Training for Students with Intellectual Disability and/or Autism in Saudi Arabia. This study is being done by Amani Alshehri, who is a doctoral candidate in special education and conducting this study through the University of Tennessee. This study seeks to investigate Saudi special education teachers’ reported knowledge about and implementation of social skills training strategies for students with intellectual disability and/or autism supported by research. The study also aims to explore the level of use of technology to teach social skills for these students. 
Participation in this study is entirely voluntary. There are no foreseeable risks or discomforts if you agree to participate in this study. Although you are not receiving any direct benefits from your participation in this study. The data collected from this survey could lead to improvements in the quality of Saudi special education teacher preparation and performance by targeting the professional development needs of these teachers. Your responses are confidential. No reference will be made in oral or written reports which could link participants to the study.
The survey will take approximately 10 to 15 minutes to complete. If you choose to provide your contact information on the last page of this survey, your email will be entered into a drawing to win a $25 Amazon gift card. Five emails will be drawn from the pool of respondents who provide contact information. The winners are notified via email and must confirm receipt of the notification email in order to receive any prize awarded.
If you have any questions concerning this research study or your participation in the study, before and after your consent, please do not hesitate to contact the researcher, Amani Alshehri (aalsheh9@vols.utk.edu), and the adviser, Dr. Mari Beth Coleman (mbc@utk.edu). If you have any questions about your rights as a subject/participant in this research, or if you feel you have been placed at risk, you can contact the Office of Research Compliance Officer at (865) 974-3466.
· I have read this form, been given the chance to ask questions and have my questions answered. If I have more questions, I have been told who to contact. By clicking the “I Agree” button below, I am agreeing to be in this study. I can print or save a copy of this consent information for future reference. If I do not want to be in this study, I can close my internet browser. 
· I Agree 
· I do not agree to participate in the study but would like to be entered into the raffle. 


Are you a Saudi special education teacher who is working students with intellectual disability and/or autism?  
· Yes 
· No  
- Clicking 'No' will exit the survey.
Thank you for agreeing to participate in this research!

Preparation and Training Section
DIRECTIONS: For the following items, rate your level of agreement with the following statements about your preparedness to teach social skills to students with intellectual disability and autism. Please consider your experiences during your formal teacher preparation program (i.e., at a college or university or other alternative teacher programs), including all coursework and school-based practice experiences (e.g., practicum and student teaching placements). 
Mark the answer that applies for each item.  
	My university coursework and school-based practice experiences sufficiently prepared me with knowledge of strategies for teaching social skills to students with intellectual disability and autism.
	Strongly disagree

	Disagree

	Neither agree or disagree

	Agree

	Strongly agree


	My university coursework and school-based practice experiences sufficiently prepared me with knowledge of strategies for implementing technology to increase social skills for students with intellectual disability and autism.
	Strongly disagree

	Disagree

	Neither agree or disagree

	Agree

	Strongly agree


	Training and/or support from my school or school system sufficiently prepared me with knowledge of strategies for teaching social skills to students with intellectual disability and autism.
	Strongly disagree

	Disagree

	Neither agree or disagree

	Agree

	Strongly agree


	Training and/or support from my school or school system sufficiently prepared me with knowledge of strategies for implementing technology to increase social skills for students with intellectual disability and autism.
	Strongly disagree

	Disagree

	Neither agree or disagree

	Agree

	Strongly agree






Knowledge of Strategies for Teaching Social Skills
Directions: Various strategies used to teach social skills will be presented in this section. You will be asked to indicate how knowledgeable you are about these strategies. Click the question mark symbol next to each strategy if you need more information about the strategy. Please select the one response that best represents you. Please consider “Technology” involves any devices, desktop computers, laptop computers, tablet computers. mobile phones (applications) and e-readers.
*Clicking on the question mark icon will link to a definition of the support. In this document, it takes you to the entire list on the back page, but the online survey will link separately to each support. 
	Rate your level of knowledge about each strategy a teacher might use to teach social skills to students with intellectual disability and autism 
	Extremely minimal
	Somewhat minimal
	Medium
	Somewhat extensive
	Extremely
extensive

	Visual supports  ?

	
	
	
	
	

	Power card?

	
	
	
	
	

	Social Stories ?

	
	
	
	
	

	Role-playing ?

	
	
	
	
	

	Video modeling ?

	
	
	
	
	

	Video self-modeling ?

	
	
	
	
	



Implementation of Strategies to Teach Social Skills
Directions: Various strategies for teaching social skills will be presented in this section. You will be asked to what extent you implement these strategies to teach social skills with your students. Please consider “Technology” involves any devices, desktop computers, laptop computers, tablet computers. mobile phones (applications) and e-readers.
Click the question mark symbol above each strategy if you need more information about the strategy. Please select the one response that best describes your use of strategies.
	Rate the extent to which you implement the strategy to teach social skills to students with intellectual disability and autism
	Never
	Rarely
	sometimes 
	Often
	Always 

	Visual supports presented via paper  ?

	
	
	
	
	

	Visual supports presented via technology  ?

	
	
	
	
	

	Power card presented via paper  ?

	
	
	
	
	

	Power card presented via technology  ?

	
	
	
	
	

	Social Stories presented via paper  ?

	
	
	
	
	

	Social Stories presented via technology ?

	
	
	
	
	

	Role-playing ?

	
	
	
	
	

	Role-playing via technology ?

	
	
	
	
	

	Video modeling ?

	
	
	
	
	

	Video self-modeling ?

	
	
	
	
	



Is there anything else that you would like to share with us about your use of technology to teach social skills for students with intellectual disability and/or autism 




End of Survey
[bookmark: _Toc86744863]
 Appendix B
The Arabic Version of The Survey

استبانة إلكترونية

السلام عليكم ورحمة الله وبركاته
معلمو و معلمات التربية الخاصة الأفاضل: 
أنت مدعو/ة للمشاركة في دراسة بحثية بعنوان استخدام التكنولوجيا في تدريس المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية والتوحد في المملكة العربية السعودية. تجري هذه الدراسة من قبل أ. أماني الشهري محاضرة في جامعة الاميرة نورة بنت عبدالرحمن ، باحثة الدكتوراه في التربية الخاصة في جامعة تينيسي, الولايات المتحدة الأمريكية.
 تهدف هذه الدراسة إلى قياس مدى معرفة واستخدام معلمي التربية الخاصة السعوديين باستراتيجيات تدريس المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية و / أو التوحد. تهدف الدراسة أيضًا إلى استكشاف مستوى استخدام التكنولوجيا لتعليم المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية و / أو التوحد.
المشاركة في هذه الدراسة تطوعية وسرية بالكامل. لا توجد مخاطر متوقعة إذا وافقت على المشاركة في هذه الدراسة.
 على الرغم من أنك لن تتلقى أي فوائد مباشرة من مشاركتك في هذه الدراسة, يمكن أن تؤدي البيانات التي سيتم جمعها من هذا الاستطلاع إلى تحسينات في جودة إعداد وأداء معلم/ة التربية الخاصة السعودي من خلال استهداف احتياجات التطوير المهني للمعلمين. 

سيستغرق الاستطلاع حوالي 10 إلى 15 دقيقة لإكماله. إذا اخترت تقديم معلومات الاتصال الخاصة بك (بريدك الإلكتروني) في الصفحة الأخيرة من هذا الاستطلاع ، ستكون مرشحا" لدخول السحب على قسائم تتجاوز قيمتها 500 ريال سعودي. 
* إذا كان لديك أي أسئلة حول الدراسة ، أو إذا كان لديك مشكلة متعلقة بالبحث ، يرجى الاتصال بالباحثة ، aalsheh9@vols.utk.edu أو مشرفة البحث د. ماري بيث كولمان (mbc@utk.edu). وإذا كان لديك أي أسئلة حول حقوقك كممشارك في هذا البحث ، أو إذا كنت تشعر أنك تعرضت للخطر ، فيمكنك الاتصال بمكتب إدارة البحوث على  3466-974 (865).

· لقد قرأت هذا النموذج ، وأتيحت لي الفرصة لطرح الأسئلة والإجابة عليها.و إذا كان لدي المزيد من الأسئلة ، فقد تم إخباري بمن يجب الاتصال به. بالنقر فوق الزر "أوافق" أدناه ، أوافق على المشاركة في هذه الدراسة. يمكنني طباعة أو حفظ نسخة من معلومات الموافقة هذه للرجوع إليها في المستقبل. إذا كنت لا أريد أن أكون في هذه الدراسة ، يمكنني إغلاق متصفح الإنترنت الخاص بي.

· أنا موافق
· لا أوافق على المشاركة في الدراسة ولكن أود الدخول في السحب.

· هل أنت معلم/ة تربية خاصة سعودي/ة يعمل مع الطلاب/ طالبات ذوي الإعاقة الفكرية "و"  "أو" التوحد؟
· نعم
· لا

- يؤدي النقر فوق "لا" إلى الخروج من الاستطلاع.

شكرا لموافقتك على المشاركة في هذا الدراسة!

الإعداد والتدريب
قم بتقييم مستوى موافقتك على العبارات التالية حول استعدادك لتدريس المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية والتوحد.
عند الإجابة خذ بعين الاعتبار خبراتك خلال برنامج الإعداد الرسمي للمعلم الذي التحقت به (كلية أو جامعة أو برامج معلم بديلة أخرى) ، بما في ذلك جميع المقررات الدراسية والخبرات الميدانية (التدريب العملي والمدرسة أو المعهد الذي تعمل به).
- حدد الإجابة التي تنطبق على كل عبارة 
	أعدتني المقررات الدراسية الجامعية والميدانية بشكل كافٍ في استراتيجيات تدريس المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية و اضطراب التوحد.
	أرفض بشدة
	أرفض
	محايد
 لا أوافق ولا ارفض
	أوافق
	أوافق بشدة

	أعدتني الدورات الدراسية الجامعية و والميدانية بشكل كافٍ بمعرفة استراتيجيات استخدام التكنولوجيا لتحسين المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية و اضطراب التوحد.
	أرفض بشدة
	أرفض
	محايد
لا أوافق ولا ارفض
	أوافق
	أوافق بشدة

	أتاحت لي المدرسة أو المركز الذي أعمل به فرصة التدريب بشكل كافٍ بمعرفة استراتيجيات تدريس المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية و اضطراب التوحد.
	أرفض بشدة
	أرفض
	محايد
لا أوافق ولا ارفض
	أوافق
	أوافق بشدة

	أتاحت لي المدرسة أو المركز الذي أعمل به فرصة التدريب بشكل كافٍ بمعرفة استراتيجيات استخدام التكنولوجيا لتحسين المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية واضطراب التوحد..

	أرفض بشدة
	أرفض
	محايد
لاأوافق ولا ارفض
	أوافق
	أوافق بشدة



معرفة استراتيجيات تدريس المهارات الاجتماعية
سيتم عرض الاستراتيجيات المستخدمة لتعليم المهارات الاجتماعية في هذا القسم. سيُطلب منك توضيح مدى معرفتك بهذه الاستراتيجيات. انقر فوق رمز علامة الاستفهام بجوار كل إستراتيجية إذا كنت بحاجة إلى مزيد من المعلومات حول الاستراتيجية. الرجاء تحديد الإجابة التي تمثلك على أدق وجه. من فضلك ضع في اعتبارك أن "التكنولوجيا" تشمل أي أجهزة ، أجهزة كمبيوتر سطح المكتب ، أجهزة كمبيوتر محمولة ، أجهزة كمبيوتر لوحي. الهواتف المحمولة (التطبيقات) وأجهزة القراءة الإلكترونية.
* سيؤدي النقر فوق رمز علامة الاستفهام إلى رابط التعريف بالاستراتيجية  في هذا المستند ، يأخذك إلى القائمة الكاملة في الصفحة الخلفية ، ولكن الاستطلاع الالكتروني التعريف بالاستراتيجية  مباشرة
	قيم مستوى معرفتك بالأستراتيجيات التالية المستخدمة في تعليم المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية والتوحد
	لا يوجد لدي معرفة
	الحد الأدنى من المعرفة
	إلى حد ما
	متوسط المعرفة
	معرفة واسعة

	المعينات البصرية ؟

	
	
	
	
	

	Power Cards            ؟

	
	
	
	
	

	القصص اجتماعية ؟

	
	
	
	
	

	لعب الأدوار     ؟

	
	
	
	
	

	النمذجة باستخدام الفيديو؟


	
	
	
	
	

	النمذجة الذاتية باستخدام الفيديو?


	
	
	
	
	



استخدام وتطبيق استراتيجيات تدريس المهارات الاجتماعية
سيتم عرض الاستراتيجيات الخاصة لتعليم المهارات الاجتماعية في هذا القسم مرة أخرى..سيُطلب منك تحديد الطريقة التي تقوم باستخدامها لتنفيذ هذه الاستراتيجيات مع طلابك.
  من فضلك ضع في اعتبارك أن "التكنولوجيا" تشمل أي أجهزة ، أجهزة كمبيوتر سطح المكتب ، أجهزة كمبيوتر محمولة ، أجهزة كمبيوتر لوحي. الهواتف المحمولة (التطبيقات) وأجهزة القراءة الإلكترونية.
انقر فوق رمز علامة الاستفهام أعلى كل استراتيجية إذا كنت بحاجة إلى مزيد من المعلومات حول الاستراتيجية. يرجى تحديد الإجابة التي تصف استخدامك للاستراتيجيات بأفضل شكل.
	حدد مدى تطبيقك لاستراتيجية تعليم  المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية والتوحد

	أبدًا
	نادرًا
	أحيانًا
	كثيرًا
	دائمًا

	المعينات البصرية التي تعرض (أو المعروضة)  بالطريقة التقليدية الورقية
	
	
	
	
	

	المعينات البصرية التي تعرض ( أو المعروضة)باستخدام التكنولوجيا
	
	
	
	
	

	البطاقة المحفزة( Power Cards)  التي تعرض ( أو المعروضة) بالطريقة التقليدية الورقية
	
	
	
	
	

	البطاقة المحفزة( Power Cards)   التي تعرض ( أو المعروضة)  باستخدام التكنولوجيا
	
	
	
	
	

	القصص اجتماعية  التي تعرض ( أو المعروضة)  بالطريقة التقليدية الورقية
	
	
	
	
	

	القصص اجتماعية  التي تعرض ( أو المعروضة)  باستخدام التكنولوجيا 
	
	
	
	
	

	لعب الأدوار التي تعرض ( أو المعروضة) بالطريقة التقليدية    
	
	
	
	
	

	لعب الأدوار  التي تعرض ( أو المعروضة)  باستخدام بالتكنولوجيا
	
	
	
	
	

	النمذجة  التي تعرض ( أو المعروضة) باستخدام الفيديو
	
	
	
	
	

	النمذجة الذاتية  التي تعرض ( أو المعروضة)   باستخدام الفيديو  
	
	
	
	
	




هل هناك أي شيء آخر تود إضافته ومشاركته حول استخدامك للتكنولوجيا لتعليم المهارات الاجتماعية للطلاب ذوي الإعاقة الفكرية و / أو التوحد.


المعلومات الشخصية 
يحتوي هذا القسم على أسئلة ديموغرافية للمشاركين. سيتم استخدام هذه الأسئلة لفهم إجاباتك على الأسئلة بشكل أفضل.
 يرجى تذكر أن إجاباتك ستبقى سرية.
· الجنس 
· أنثى
· ذكر
· العمر
· أقل من 25 سنة
· من 25 إلى 34 عامًا
· من 35 إلى 44 سنة
· فوق 45 سنة
· أعلى مستوى تعليمي:
· درجة البكالوريوس
· درجة الماجستير 
· درجة الدكتوراه
· أخرى (حدد) …………………………………………


· طول الخبرة في التدريس (بما في ذلك العام الدراسي الحالي):
· س 1 - 5 سنوات
· 6 - 10 سنوات
· 11 - 15 سنة
· 16 - 20 سنة
· من 21 - 25 سنة
· 26 - 30 سنة
· 31 - 35 سنة
· 36 سنة فما فوق

· أنا أعمل كمعلم/ــة  في
· مركز/معهد/ مدرسة حكومية 
· مركز/ معهد/ مدرسة خاصة
· جمعية خيرية
· المراحل الدراسية التي قمت بتدريسها ؟ (ضع علامة على كل ما ينطبق)
· المرحلة الثانوية
· المرحلة المتوسطة
· المرحلة الابتدائية
· مرحلة ما قبل المدرسة

· اختر فئة الإعاقات التي قمت بتدريسها:
· الإعاقة الفكرية
· التوحد
· كلاهما 
شكرا لك ! نقدر وقتك ومشاركتك !
إذا كان لديك أي تعليقات على الاستبيان أو البحث، فالرجاء ترك تعليق أدناه.





· إذا كنت ترغب في أن يتم تضمينك في السحب على القسائم الشرائية ، فانقر أدناه ليتم نقلك إلى شاشة أخرى حيث سيطلب إدخال عنوان بريدك الإلكتروني. إذا كنت لا ترغب في تقديم عنوان بريدك الإلكتروني ، فانقر فوق إنهاء.

إنهاء
أريد إدخال عنوان بريدي الإلكتروني في السحب





End of Survey
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Definitions of Strategies

	Visual Supports: Visual supports are visible signs coupled with or used instead of a verbal prompt to reduce adult prompting (Johnston et al., 2003) and give the student knowledge about routine, tasks, or behavioral intention (Ganz, Flores, 2008). Visual supports include images, written words, objects, environment arrangements, visible boundaries, schedules, maps, labels, organizational systems, timelines, and scripts.

	Social Stories: brief narratives that identify and explain the triggers or causes for specific behaviors in particular situations through the action of the principal character (Gray, 2010).

	Power cards: Power Cards use the child’s specific interest as a motivator for teaching desirable social behavior (Gagnon, 2001).

	Role-playing: Role-play activities allow a student to perform a person's role in a particular situation (Chesler & Fox, 1966).

	Video Modeling: It is a visual teaching system that happens by watching a video of someone exhibiting a targeted behavior or skill and then imitating the behavior/skill watched (Halle et al., 2016).

	Video self-modeling: watching and learning from one's own positive behavior (Buggey & Ogle, 2012). 



[bookmark: _Toc86744867]Vita
Amani Alshehri is from Saudi Arabia. Her primary goal is to increase the quality of special education services and educate professionals qualified to provide these services. She focuses on strategies that educate people with severe and/or multiple disabilities, especially research on teaching strategies and technology.
She graduated with a BA in Special Education from King Saud University in 2009. After completing her BA, she worked as a teaching assistant for five years at Princess Nourah bint Abdulrahman University in Saudi Arabia. 
Amani received a full scholarship from Princess Nourah bint Abdulrahman University in Saudi Arabia to earn her MA in Special Education from East Tennessee State University in 2017. In 2020, Amani received another scholarship from Princess Nourah bint Abdulrahman University to pursue her Ph.D. In the fall of 2021, Amani completed her Ph.D. in Special Education at The University of Tennessee (Knoxville).

Components of Teaching Social Skills Survey


Preparation and Training


Demographic Questions


Open question


Knowledge 


Use and Delivery 
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Survey Assessment for Experts Form
[Before beginning with the review, please type your name below so we can keep track of who has

Qompleted the evaluation. Remember, your answers will stay completely confidential.
Name: Dr. Sharefa A. Alzubairi

The purpose of this study is to address the following research questions:

1. What is Saudi special education teachers’ reported knowledge and use of social skill
training strategies for students with intellectual disabilities and autism?

2. What is Saudi special education teachers’ reported about the use of social skill training
strategies for students with intellectual disabilities and autism?

3. 'What methodologies do Saudi special education teachers report using to deliver these
strategies traditionally or by technology?

4. Are there significant differences in teachers’ reported knowledge of social skills training
strategies for students with intellectual and developmental based on teacher
characteristics including gender, educational level, and years of teaching experience?

5. To what degree do teachers report the special education teacher preparation program and
the school system prepared them to teach social skills?

Survey Assessment

Instructions: After viewing the surveys, please answer the following questions regarding
your evaluation of the surveys. Please provide your answers by & the response
that best fits your opinion. Please note any suggestions for rewording the survey questions

on the original survey.

Content of Questions

1 = Strongly Disagree 2 =Disagree 3 =Neither Agree nor Disagree
4=Agree 5 = Strongly Agree

Regarding the content of the questions, I thought that...

1. the survey questions measured all facets/aspects of the content areas
(e.g., constructs).

2. the survey directions were worded clearly. 1 2 3

3. the survey questions were worded clearly. 1 2 3
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4. What additional comments regarding the content of the survey questions would you like
to provide?

It was added to the Survey Arabic copy

Layout/Format of Questions

1 = Strongly Disagree 2 =Disagree 3 =Neither Agree nor Disagree
4=Agree 5 =Strongly Agree

Regarding the layout/format of the questions, I thought that...

1. the survey would take respondents the estimated time of 15 1 2 3 4
minutes to complete.

2. the order of the questions asked on the surveys made logical 1 2 3 4
sense.

4. the amount of questions for the survey was appropriate. 1 2 3 4

6. the layout of the questions made the surveys easy to read. 1 2 3 4

7. Do you think any of the questions should be re-ordered to make more logical sense? If so,
please describe in detail the question(s) that should be re-ordered and how you would suggest
re-ordering the question(s) to make more logical sense.

Non

8. What additional comments regarding the layout and/or the format of the survey questions
would you like to provide?

There are no
Good luck

|
o

Name: Dr. Sharefa Alzubairi

signature &'/
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Dear Amani Ali Alshehri,

Thank you for submitting your proposal to the PNU Institutional Review Board. Your proposal was evaluated
considering the national regulations that govern the protection of human subjects. The IRB has determined that
your proposed project poses no more than minimal risk to the participants. Thercfore, your proposal has been
deemed EXEMPT from IRB review. Please note that this approval is from the research ethics perspective only.
You will still need to get permission from the head of the department in PNU or an external institution to
commence data collection.

Please note that the research must be conducted according to the proposal subitted to the PNU IRB. If changes to
the approved protocol oceur, a revised protocol must be reviewed and approved by the IRB before implementation
For any proposed changes in your research protocol, please submit a Request for Modification form to the PNU
IRB. Please be aware that changes to the research protocol may prevent the research from qualifying for exempt
review and require submission of a new IRB application or other materials to the PNU IRB. In addition, if an
unexpected situation or adverse event happens during your investigation, please notify the PNU IRB as soon as
possible. If notified, we will ask for a complete explanation of the event and your response.

Please be advised that regulations require that you submit a progress report on your research every 6 months.
Please refer to the protocol number denoted above in all communication or correspondence related to your
application and this approval. You are also required to submit any manuscript resulting from this research for
approval by IRB before submission to journals for publication.

‘The researcher is personally liable for plagiarism and any violations of intellectual property rights.

For statistical services you are advised to contact the Data Clinic at the Health Sciences Research Center (hsrc-
DC@pnu.edu.sa) or the Scientific Research Center at the Deanship of Scientific Research (dsr-rsc@pnu.edu.sa)
extension 30711.

We wish you well as you proceed with the study. Should you have additional questions or require clarification of
the contents of this letter, please contact me.

You can apply for research funding at (DSR-RS@pnu.edu.sa).
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Prof. Omar H. Kasule Sr. Board (IRB)  06{MAY 2021

Chairman, Institutional Review Board (IRB)

Princess Nourah bin Abdulrahman University, Riyadh, KSA
Tel: +966 548867916

E-mail: irb@pnu.edu.sa; ohkasule@pnu.edu.sa
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Sincerely Yours,





