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Introduction  

1.1. Inclusive education 
Education for students with special educational needs (SEN) has undergone considerable 
changes over the last twenty years. A particular shift has been observed from special to 
inclusive education. The concept of inclusive education, which was coined in the Salamanca 
Statement (UNESCO, 1994), led several countries to make changes in their education 
systems. This resulted in the formulation of new legislation, or reformulating existing 
policies, to include students with SEN. Flowing from a broad understanding of the term 
‘inclusion’ and the Millennium Development Goal, Education For All (UNESCO, 2000), the 
right of students with special needs to receive education in regular schools became explicit in 
the UN Convention for Persons with Disabilities (UNCRPD, 2006).  

Several commentators have interpreted inclusive education not as a destination but as 
a process of increasing participation in the culture, curriculum and community of mainstream 
schools (Booth & Ainscow, 2002; Peters, 2003). This view is supported by Florian (2007), 
who suggests that inclusive education must be understood ‘both as a human right and a means 
of achieving human rights’ (p. 8). However, inclusive education is viewed as having different 
meanings in different parts of the world. According to Peters (2003), inclusive education can 
have different goals, based on different motives, reflecting different classifications of 
disabilities and providing services within different contexts. Miles and Singal (2010) note that 
in most western countries, inclusive education means including students with SEN in regular 
schools. For developing countries, inclusive education means providing schooling for all 
students, including students with special needs. The changes in the educational policies of 
developing countries aligned with the international trends is an encouraging sign (Srivastava, 
De Boer & Pijl, 2013). In the context of inclusive education it is interesting to explore 
whether legislative changes have increased the opportunities for inclusive education for 
students with SEN.   

 

1.2 Inclusive education through the lens of developing countries  
Inclusive education is interpreted differently in developing countries compared to western 
countries. In developing countries, approximately 57 million primary school-aged children do 
not attend school (UNESCO, 2011). It is a struggle to get children to school, especially in 
places where there is no mass education, low literacy rates and widespread exclusionary 
pressures on educating certain groups, such as girls (Booth, 1999). In such conditions, it is 
easy to ignore the education of students with SEN.  

The struggle of getting students with SEN into school is intensified because of the 
assumptions associated with special needs. It is important to note that terms such as ‘special 
needs’, ‘learning disabilities’, ‘handicap’ and ‘disability’ are used interchangeably in 
developing countries. Groce and Bakshi (2011) have elaborated on the prevailing social 
assumptions linked to disabilities in developing countries:  

 A child born with a disability will not survive long and therefore education is not 
needed;  

 

 
 

 If the child survives its initial years it is then assumed that the child will not learn or 
would only learn with difficulty;  

 A child with a disability is a lifelong burden on his or her family rather than a 
contributing individual;  

 Persons with disabilities only do menial jobs in any case, meaning that their education 
is undervalued;  

 The compounded pressures exerted by the affordability of education and other support 
services mean that poor parents often prefer to invest in the education of a non-
disabled sibling.  

These assumptions, in addition to general societal ignorance about the education of students 
with special needs, are an obstacle to the visibility of such students in schools and society. 
Other obstacles include the inadequacy of the implementation of inclusive education through 
such factors as external factors (e.g. legislation/policy, regulations), school factors (e.g. the 
structure for providing special services in schools, the role of special education), teacher 
factors (e.g. teacher attitudes, the knowledge and skills of teachers), and parent factors (e.g. 
awareness about services and educational options for their children with special needs) (see 
Srivastava, De Boer & Pijl, 2013). Thus, in developing countries, sociocultural aspects and 
these several important factors can interact to limit the educational opportunities available to 
students with SEN. Hodkinson and Devarakonda (2011) note that almost all of the 
assumptions noted above impact on the educational opportunities available to students with 
SEN in India.   
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1.3 Education of students with SEN in India 
The Indian constitution includes the right to education as an enforceable principle and was 
recently amended in line with international developments. The Right of Children to Free and 
Compulsory Education (RTE) Act 2010 makes the education of children aged between 6 and 
14 years a government obligation (MHRD, 2009). In general, students can receive primary 
education at regular government schools, at regular private schools or at regular schools run 
by various religious groups. Students who have been unable to complete their education for 
any reason (for example because of being involved in activities to support their family 
finances) can receive education at regular open-school systems. Traditionally, education for 
students with SEN was provided at special schools for specific special needs, such as schools 
for the blind or the hearing impaired. In recent years special schools have started to provide 
formal, non-formal and vocational training for children with specific special needs (e.g. 
blindness). In addition, inclusive schools with support systems are also emerging. According 
to the new legislation (the RTE Act), students with SEN should receive education at regular 
schools. Figure 1 presents the various school options for students with and without SEN in 
India.   

 

 

 

 

Figure 1. Schools providing education to students with and 
without SEN in India.  
 

The education of students with SEN was mainly conceptualized and operationalized 
within a separate and segregated system until the 1970s. It was a common belief that students 
with sensory, intellectual and physical disabilities were not capable of being educated within 
the activities regularly provided in mainstream schools (National Council of Educational 
Research and Training (NCERT) 2000). In the late twentieth century national educational 
policies began to be revised, based on international trends towards more inclusive education. 

 

 
 

The revision of policies resulted in an increase in the numbers of students with SEN who 
gained access the new system (Hodkinson & Devarakonda, 2011).  

 

1.4. New legislation and policies for inclusive education in India  
Indian government efforts to revise educational policies to include students with SEN began 
in the 1970s. Subsequently, polices and schemes have moved somewhat towards providing 
educational opportunities to students with SEN at regular schools (e.g. Integrated Education 
for the Disabled Children (IEDC), the Project for Integrated Education for the Disabled 
(PIED) (1987)). According to Singal (2005), PIED was regarded as a successful model for the 
integration of students with SEN and continued for several years. As a next step towards the 
goal of universal primary education, a nationwide District Primary Education Programme 
(DPEP) was started in 1994. From 2000 onwards, a programme to enrol all children, 
including those with SEN, in regular school was stated under the auspices of Education for 
All (EFA). The EFA programme – more commonly known as Sarva Shikhsa Abhiyan (SSA) 
– is a country-wide programme supported by the World Bank and the Ministry of Education. 
The programme is an initiative of the Department of Education, working with other 
departments, such as the Department of Social Justice and Empowerment and the Department 
of Human Resources Development. Regarding students with SEN, the SSA programme 
focuses on the following aspects: early identification, assessment of disability, providing 
assistive devices, barrier-free access, training teachers in inclusive education and adapting the 
curriculum and textbooks (Singal, 2009). Within the framework of inclusive education 
specifically for students with SEN, it stated::  

“SSA will ensure that every child with special needs, irrespective of the kind and 
category and degree of disability, is provided education in an appropriate 
environment”  (SSA, 2007, p. 1).  

As a signatory of the Salamanca Declaration (UNESCO, 1994), and the UNCRPD (United 
Nations, 2006), India committed itself to the development of an ‘inclusive system of 
education’. Since then, the term ‘inclusive education’ has gained rapid ground in government 
documents, at the school level and in the popular media (Singal, 2005). Following that, two 
landmark laws were enacted which gave impetus to the education and status of students with 
SEN, namely the Persons with Disabilities Act 1995 (PWD Act 1995), and The National 
Trust Act 1999. Post UNCRPD (2006), significant progress in the education of students with 
SEN can be observed as an effect of the RTE Act (2009). Although the RTE Act establishes a 
right to education for students with SEN at regular schools, it interestingly regards them as a 
‘disadvantaged group’. Consequently, a lack of political will and the uninterested attitude of 
government are the likely causes of the new law’s being implemented at snail’s pace. Figure 2 
presents an overview of developments in legislation and policy in the education of students 
with SEN in India.  
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Figure 2. Legislation and policy development towards inclusive education in India.  
 

1.5. Policies in practice  
The growth in legislation seems impressive but in reality, inclusive education options and 
opportunities remain elusive. According to Singal (2005), inclusive education seems to be a 
‘buzz word’ and has gained a lot of currency over the last decade. Singal reviewed the 
literature on inclusive education in India and found that the understanding of inclusive 
education can be seen as a ‘merely linguistic shift’. The shift in official documents from 
‘integration’ to ‘inclusion’ and the conceptual understatement reveals the ‘terminological 
ambiguity’ in defining special needs. She also concluded that special needs continue to be 
addressed on the basis of a medical model and are regarded through the eyes of a medical 
professional or expert (Singal, 2005). This psycho-medical model limits the educational 
opportunities for students with special needs.  

The definitions of disability are vague and leave room for subjective interpretation. 
For example, the PWD Act 1995 defines a person with disability as ‘suffering from not less 
than forty percent of any disability as certified by a medical authority’. The National Sample 
Survey Office (NSSO) under the Ministry of Statistics defines disability as ‘any restriction or 
lack of abilities to perform an activity in the manner or within the range considered normal for 
human being’ (NSSO, 2002). The NSSO definition is used in gathering data about the special 
needs population. However, the definition is vague and could be understood subjectively. 
Such an understanding could be coloured by the cultural stigma attached to special needs and 
largely exclude students with SEN from the educational system. 

The prevalent cultural understanding of special needs continues to be evident in the 
implementation of educational policies as ‘fragmented efforts’ (Alur, 2008; Kalyanpur, 2008; 
Singal, 2005). The population with some form of disability has increased somewhat in the last 
decade (Census, 2011, Ministry of Statistics)1 but the presence of students with special needs 
at regular schools has not become ‘visible’ at the same pace (Alur, 2002). It is worrying that 
                                                           
1 Data about the population of people with disability was included for the first time. In 2001 2.1% of the total population had 
some form of disability, which increased to 2.21% in 2011.  

 

 
 

despite an increase in the population, special needs issues have been accorded only minuscule 
attention in the minds of policy and decision-makers (Abidi & Sharma, 2013). It also suggests 
that while policy formulation is easy and proceeds readily, implementation is a problem 
because the population with special needs is an ‘invisible minority’.  

The lack of government interest in special needs education can be attributed to the 
ambiguity in the roles and responsibilities of the government departments for policy 
implementation. According to Alur (2002) and Singal (2006), the special needs sector is 
supported by the Department of Social Justice and Empowerment while the education of 
people with special needs is a shared responsibility between the Department of Social Justice 
and Empowerment and the Department of Human Resources Development. The fact that 
responsibilities are not clearly defined is problematic. Under such conditions, Alur (2010) 
highlights an important role for non-governmental organizations (NGOs). NGOs have been 
actively lobbying as a pressure group in policy formation and revision. It fair to say that 
because of the efforts of NGOs, i) legislation has been revised, ii) new polices have been 
formulated and iii) a paradigm shift from a medical and charity-based approach to a human 
rights-based approach is emerging.  
              

1.6. Students with SEN in regular primary schools in India  
Taking legislative developments at face value, it may appear as though the government of 
India is seriously committed to fulfilling its commitment to provide education to students with 
SEN. However, Singal (2005) has stated that while the term inclusive education ‘has 
permeated the rhetoric at different levels in the Indian system … it continues to remain an 
elusive concept’ (Singal 2005, p 332). In a recent report, Alkazi (2015) mentions that India 
has 6.57 million students with SEN of school age (5-19 years). Of these, 20% have hearing 
disabilities, 17% vision disabilities, 14% movement disabilities, 10% speech disabilities, 9% 
multiple disabilities and 8% intellectual disability. Interestingly, the report mentions that 20% 
of students have disabilities which are unknown. 2% students have mental illness which has 
no provision within the education system (Alkazi 2015). Whether these students attend 
regular school is not clear. The available data only notes the percentage who enrol at regular 
school (1. 26%) (see Table 1). The data also does not show whether the students complete 
education or drop out halfway. It only suggests that the students have been placed at school. 
There is a great possibility that such students will drop out of school. In this sense, 
observations from Kalyanpur (2008) and Singal (2005) that half-hearted efforts in gathering 
data and poor policy implementation leave inclusive education an ‘elusive concept’ ring true.  

Lack of knowledge among teachers about special needs could also be a reason for the 
lack of reliable data regarding special needs at school. The data inform us about the number of 
children with a formal diagnosis. The diagnosis is most likely to be based on the local and 
regional understanding of the special needs or disability: for example, the definition of mental 
retardation differs in the rural and urban areas. It is possible that the number of such students 
at regular schools is so low due to a lack of information and awareness about special needs. A 
close look at Table 1 indicates that the number of students with physical or other ‘visible’ 
special needs is higher than the ‘invisible’ special needs such as autism. It is important to note 
that the available data are ambiguous. For example, it is possible that the data on mental 
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regional understanding of the special needs or disability: for example, the definition of mental 
retardation differs in the rural and urban areas. It is possible that the number of such students 
at regular schools is so low due to a lack of information and awareness about special needs. A 
close look at Table 1 indicates that the number of students with physical or other ‘visible’ 
special needs is higher than the ‘invisible’ special needs such as autism. It is important to note 
that the available data are ambiguous. For example, it is possible that the data on mental 
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retardation2 comes from the urban areas where there is greater awareness of mental 
retardation and therefore more effective identification. It suggests that in the absence of a 
standard understanding of special educational needs or disabilities, the 20% of students with 
unidentified disabilities mentioned by Alkazi (2015) could be excluded from the data. 
Consequently, a large number of such students are likely to remain unidentified, unreached 
and unserved.  
 

Table 1. Enrolment percentage of students with SEN at regular schools. 
Special Needs types  (6-12 years) 

 Class I-VIII 

Blindness  0.04 

Low vision  0.25 

Hearing impairment  0.14 

Speech impairment  0.13 

Physical impairment  0.21 

Mental retardation 0.25 

Learning disability  0.14 

Cerebral palsy  0.03 

Autism  0.01 

Multiple disability  0.06 

% of total enrolment  1.26 

Source: Compiled from DISE 2013-2014 

 

The implementation of inclusive education is a process. It has been pointed out that 
several factors need to be in place for the process to work. Important factors in the 
implementation of inclusive education are: external factors (legislation/policy and 
regulations), school factors (infrastructural provisions to accommodate special needs), and 
teacher factors (teacher attitudes, knowledge and skills) (Pijl & Meijer, 1997). Particularly in 
the Indian context, the external factors pertaining to appropriate legislation and the policies 
which facilitate inclusive education can be regarded as being in good order, and the school 
factors pertaining to infrastructure changes seems to be gaining momentum under the SSA. 
However, teacher factors regarding attitudes towards inclusive education and building 
capabilities – such as teachers’ knowledge about special needs and about teaching methods – 
are not yet evident. It is possible that the lack of teacher preparation could be a reason first for 
overlooking students with SEN in the class, and second for the unanswered question of 
whether such students complete their education or drop out.  

                                                           
2 The term ‘mental retardation’ is used instead of ‘intellectual disability’ and is better understood in common 
parlance in India.  

 

 
 

 

1.7. Inclusive education and teacher preparation  
A major concern in legislative development and policy progression is ensuring 
implementation, with teachers playing a key role (Hegarty, 1994). Their role becomes 
important because they can make education inclusive and influence their fellow teachers, their 
students and the students’ parents (Batsiou et al., 2008; Hegarty, 1994). According to Florian 
(2008), teachers’ actions reflect their beliefs. This means that if teachers believe in the 
inclusion of students with SEN, they are likely to include such students in their classes, 
whereas if they are apprehensive or fearful, they might obstruct the inclusion of such students 
in their classes. Furthermore, according to Allday, Neilsen-Gatti and Hudson (2011), a 
positive attitude on the part of teachers would result in positive academic and social outcomes 
in students with SEN. A number of studies have examined attitudes in regular school teachers 
towards inclusive education (Avisaar, 2000; Bhatnagar & Das, 2013). An extensive review of 
studies concerning the attitudes of teachers by De Boer, Pijl and Minnaert (2011) found that 
regular school teachers hold negative or neutral attitudes towards inclusive education. The 
authors also concluded that several variables influence teachers’ attitudes, specifically 
additional training of teachers in special needs, their experience with inclusive education, and 
their experience with different types of special needs in students. In the present study, 
teachers are regarded as key persons. Their attitudes are defined as having three components 
by Eagly and Chaiken (1993): cognitive (beliefs), affective (feelings) and behavioural 
components (behavioural intentions). In addition, according to Triandis (1971), attitudes can 
be changed in a number of ways, such as by providing information and sharing experiences 
regarding the desired situation. In the context of inclusive education, several studies have 
shown that negative attitudes in teachers are caused by their inadequate knowledge and lack 
of confidence in addressing the educational needs of students with SEN (Florian, 2009; 
Kavale, 2000). With regard to the knowledge required to include students with SEN, teachers 
have consistently expressed their lack of knowledge about SEN and their lack of knowledge 
about teaching methods (Alghazo & Naggar Gaad, 2004; Carvalhais & da Silva, 2010; Croft, 
2012).  

Knowledge of teachers as professionals is viewed as having two aspects: factual 
knowledge and procedural knowledge (Anderson et. al., 2001). The factual knowledge is 
described as knowledge of terminology such as technical vocabulary and facts such as 
knowledge of people, events etc. The procedural or practical knowledge comprises skills, a 
discipline-specific knowledge of skills, techniques or methods. It also includes knowledge of 
the criteria used to determine when to use various procedures (Anderson et al., 2001). With 
respect to inclusive education, factual knowledge denotes knowledge of the SEN 
characteristics which students present in class and procedural knowledge denotes knowledge 
about the teaching methods which would aid the teachers in addressing the educational needs 
of those students. Accordingly, knowledge about SEN, the behaviour manifested and 
knowledge about teaching methods would position teachers better in addressing the diversity 
of their classes. Several studies have examined teachers’ knowledge about special needs such 
as epilepsy (Bishop & Boag, 2006), dyslexia (Carvalhais & da Silva, 2010) or autistic 
spectrum disorders (McCabe, 2008). The studies concluded that teachers have insufficient 
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knowledge of special needs. In addition, the studies also emphasised that teachers should be 
familiar with appropriate teaching methods to address educational needs, which might be 
specific.  

With the growing numbers of students with SEN attending regular schools, researchers 
have been examining how well prepared teachers are to address the diverse educational needs 
in their classrooms. Regular school teachers have been found to be ill-equipped to meet the 
educational needs of students with SEN (DeSimone & Parmar, 2006; Downing & Peckham-
Harding, 2007). Teachers have repeatedly raised concerns about several aspects, including 
their inability to meet the demands of students with SEN placed in their classrooms 
(Bhatnagar & Das, 2013), large class sizes (Singal, 2008), difficulties in achieving a balance 
in meeting different educational needs in class (i.e. between students with and without SEN) 
(Avisaar, 2003), lack of knowledge about SEN (Rae, Mckenzie & Murray, 2011), and a lack 
of knowledge of appropriate teaching methods (Romi & Leyser, 2006). Therefore, among the 
greatest impediments to implementing inclusive education are the lack of positive attitudes 
and of the necessary knowledge and skills among teachers (Forlin, 2001; Rouse, 2008). On 
the basis of the available literature, it would appear that the three important factors in teacher 
preparation are positive attitudes, knowledge about SEN and knowledge about teaching 
methods (see Figure 3).   

 

Figure. 3. Three factors in preparing teachers for inclusive education.  
 

The three factors in teacher preparation are being addressed in various teacher training 
programmes. While the changes suggested for pre-service teacher training programmes 
(Sharma, Forlin & Loreman, 2008) will take years to implement, students with SEN have 
already started attending regular schools. In light of the current situation, an in-service teacher 
training programme looks like viable a solution to help teachers cope with diversity in class. 
The importance of in-service teacher training has been highlighted by Das, Gichuru and Singh 
(2013). They argue that in the current climate, where policies are changing at great pace to 
include students with SEN at regular schools, a well-planned in-service training programme 
provides primary support for teachers (Das, Gichuru & Singh, 2013).  

In-service training programmes which focus on three, two or even only one factor are 
few and far between. The few studies which have conducted such training programmes have 
yielded positive results, for example inspiring more positive attitudes in teachers towards 
inclusive education (Sari, 2007), and increasing teachers’ knowledge about SEN and about 
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appropriate teaching methods (Edwards, Carr & Siegel, 2006; Rae, Mckenzie & Murray, 
2011). Accordingly, an in-service training programme to prepare teachers for inclusive 
education should focus on all three factors (see Figure 3). Such a training programme could 
really help teachers overcome the challenges of inclusive education for SEN students in daily 
practice.  

In the Indian context, the next task after policy formulation is ensuring that the 
teachers are actually capable of working in an inclusive classroom. This seems a mammoth 
task for government, given that the country already faces a shortfall of approximately 140,000 
teachers with SEN training (IAMR, 2009, cited in Singh 2012). There is paucity of literature 
about teacher preparation for inclusive education. There is no empirical evidence of the 
effectiveness of the training programmes available (Singal, 2009). Few studies have been 
performed to examine the attitudes of regular school teachers towards inclusive education. 
Some found that teachers were positive about inclusive education (Bhatnagar & Das, 2013; 
Parasuram, 2006). Those authors also recommended that teachers require knowledge about 
special needs and knowledge about teaching methods. However, to the best of our knowledge 
no studies have been conducted to fill the existing gap in teacher preparation. In addition, 
what research has been done on the effectiveness of teacher training programmes has only 
examined short-term effects (Kurniawati, De Boer, Minnaert & Mangunsong, 2014). The 
long-term effects of such training programmes have rarely been evaluated. It seems clear that 
the sustainability of attitudinal changes and knowledge acquisition about inclusive education 
during in-service training programmes has barely been evaluated. There seems to be a huge 
gap in teacher preparation for inclusive education in the particular context of India. The initial 
teacher training programmes do not prepare teachers for classes including students with SEN 
(Gafoor & Asraf, 2009; Sharma, Moore & Sonawane, 2009). In-service teachers have few 
options for receiving information about inclusion or knowledge about SEN. The available 
training programmes have not been evaluated for their short or long-term effects. 

  

1.8. Aims and outline of the present study  
The present study concerns the implementation of inclusive education for students with 
special educational needs in India. It is logical to draw a blueprint for this by exploring the 
factors which are important in implementing inclusive education, especially in the context of 
developing countries. In addition, it is also logical to explore the actions already taken with 
respect to each factor which have been found to be successful in increasing the number of 
students with SEN at regular schools. This new information could be then used to address the 
needs found for the factor which has revealed the most pressing need for attention – teachers.   

Under the drive of SSA to achieve the Education For All goal and the zero rejection 
policy, students with special needs have already been enrolled in regular schools (see Table 
1), while teacher preparation remains limited. Moreover, a lack of preparedness in teachers to 
address the educational needs of these students has been highlighted repeatedly in the 
literature. It is therefore obvious that there should be more focus on the preparation of 
teachers for the implementation of inclusive education. It is logical to start by gathering 
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information about what attitudes teachers have towards inclusive education, and what their 
levels of knowledge about SEN in the classroom and appropriate teaching methods for an 
inclusive classroom are. Those aspects of teacher preparation should then be measured using 
reliable instruments. After gathering information about the needs of teachers, an appropriate 
intervention is required. A well-planned intervention should be evaluated by its users. In 
addition, the effectiveness of the training programme should be evaluated at short and long-
term intervals.  

The present study was carried out to obtain more knowledge about the factors important to 
the implementation of inclusive education in schools in India. It was expected that this 
knowledge would enhance our understanding of which the most important factor for 
facilitating the inclusion of students with special needs was. Once we had identified this most 
important factor, the focus of the study became the preparation of regular school teachers for 
inclusive education. The aim was to design an an in-service training programme for regular 
primary schoolteachers in India and to evaluate the short- and longterm effects. The study was 
carried out under the Netherlands Fellowship Programme (NFP) funded by the NUFFIC. The 
present study uses the term ‘SEN’ as it is used as an umbrella term for terms such as 
‘disabilities’, ‘disorders’, ‘handicaps’ or ‘special needs’ in India. To address the issues raised 
above, the present study had the following specific aims:  

1. To describe the factors which are important in the implementation of inclusive 
education in developing countries; 

2. To find or construct an instrument with appropriate psychometric properties to 
measure regular school teachers’ attitudes towards inclusive education and their 
knowledge about SEN and about teaching methods; and  

3. To develop an in-service training programme for regular school teachers and evaluate 
it for its short and long-term effectiveness.  

 

1.9. Outline of the present study  
This thesis generally consists of four parts. First we set out to discover which factors are 
important in implementing inclusive education, and which actions undertaken to improve the 
situation regarding those factors are effective in increasing the implementation of inclusive 
education. Second, we sought to determine how best to measure the attitudes of regular school 
teachers and their knowledge about SEN and about teaching methods, using a reliable 
instrument. Then, based on the outcomes of our investigations into the three aspects of 
effective teacher preparation, we designed an in-service training programme with content 
validity.Fourth we evaluated the effectiveness of the newly designed in-service training 
programme in the short and long-term. Finally,this work presents the main findings and 
reflections and a road map to achieve the EFA goal.   

The thesis is organized into seven chapters (see Figure 4 for an overview). Chapter 2 
describes the factors which are important in the implementation of inclusive education in 
developing countries. The study presents a review of these factors, explaining the actions 

 

 
 

which have been undertaken in this context in developing countries. The effectiveness of each 
of these actions in terms of including students with SEN is examined for each factor.   

Chapter 3 has three foci. First, it presents a theoretical framework about the aspects 
which are important to preparing teacher to facilitate inclusion, as identified in the literature. 
The framework forms the backbone of the following chapters. The three aspects were found 
to be attitudes towards inclusive education, knowledge about SEN and knowledge about 
teaching methods. Second, we needed to find a way to measure the three aspects of teacher 
preparation using an instrument with appropriate psychometric properties. The study 
elucidates how we adapted the available scales, and in the absence of a scale, how we 
constructed a scale in our pilot and main studies. Finally, the outcomes of the three aspects 
with regard to regular school teachers in India are described.  

Chapter 4 is concerned with the blue print of the in-service training programme. The 
chapter describes the duration, method and content of the training programme which is based 
on the outcomes of the previous chapter.  Moreover, the in-service training programme was 
evaluated for its content validity. Chapter 5 describes the short-term effects of training on 
teachers’ attitudes and knowledge about SEN and about teaching methods. Moreover, the 
chapter includes a description of the participants’ evaluation of the training programme.  

Chapter 6 presents a study of the long-term effects of the training programme (one 
year after the initial training). More specifically, it examines the organization of a refresher 
course and its effects. In addition to this the chapter includes a description of the changes 
observed among teachers as noted by the school principals.  

The last chapter of this thesis, Chapter 7, discusses the overall topic of this study: 
teacher preparedness for the realization of the Education For All goal. It provides critical 
discussion of the aspects of the study which are important to inclusive education, linked to the 
findings from each chapter. In addition, the chapter discusses several implications and 
recommendations for future research.  
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The last chapter of this thesis, Chapter 7, discusses the overall topic of this study: 
teacher preparedness for the realization of the Education For All goal. It provides critical 
discussion of the aspects of the study which are important to inclusive education, linked to the 
findings from each chapter. In addition, the chapter discusses several implications and 
recommendations for future research.  
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