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4.1. Introduction 
The inclusion of students with special educational needs (SEN) in regular schools has become 
a global objective in education policies. It has led to changes in policies and practices to 
include students with SEN. The signing of the United Nations Convention for Persons with 
Disabilities (United Nations, 2006) called for the provision of education to students with SEN 
in regular schools. Several studies have pointed out the central role of teachers in the practice 
of inclusive education (Rose, 2001; Croft, 2010). However, it has been suggested that teachers 
do not feel prepared to include students with SEN in their classes due to a lack of knowledge 
about their special educational needs and about appropriate teaching methods (Downing & 
Peckham-Harding, 2007).  

With regard to teacher preparation for inclusive education, attitudes (Bhatnagar & 
Das, 2013), knowledge about SEN (Allday, Neilsen-Gatti & Hudson, 2013) and knowledge 
about teaching methods (McCabe, 2008) are regarded as imperative for handling diversity in a 
classroom. Teachers’ attitudes towards inclusive education have been examined widely. They 
have been found to be negative or neutral (De Boer, Pijl & Minnaert, 2011; Ghanizadeh, 
Bahredar & Moeini, 2006). It has also been suggested that teachers may support the inclusion 
of students with SEN (Avramidis & Kalyva, 2007), but do not feel confident, knowledgeable 
and competent enough to address the specific educational needs of such students in their 
classrooms (De Boer, Pijl & Minnaert, 2011). Moreover, inadequate knowledge about specific 
special needs and about teaching methods influences teachers’ attitudes towards the inclusion 
of students with SEN in daily practice (Philpott, Furey & Penney, 2010; Pinar & Sucuoglou, 
2011). Similarly, knowledge about SEN and teaching methods influence the teachers’ 
attitudes positively (Das, Kuyini & Desai, 2013).  

Teacher preparation by means of pre-service and in-service teacher training 
programmes have been widely recommended to realise inclusive education. Although the 
literature emphasises the restructuring of pre-service teacher training programmes (Forlin, 
2010; Golder, Jones & Quinn, 2009), it will take some time before the effects of such changes 
become visible. Given that there may be a huge shortfall of adequately trained teachers, in-
service training programmes have been suggested to prepare teachers to cope with diversity in 
their classrooms (Male, 2011; Sahbaz, 2011; Sari, 2007).  

The changes in policies have resulted in increasing numbers of students with SEN 
attending regular schools. This has meant that teachers have evolved from being ‘regular 
school teachers’ to ‘inclusive teachers’. We argue that teachers now need to have i) a positive 
attitude towards SEN, ii) knowledge about SEN and iii) knowledge about teaching methods. 
With this objective, we designed a short in-service training programme to support the 
inclusion of students with four types of special education needs: Attention 
Deficit/Hyperactivity Disorder (AD/HD), dyslexia, Intellectual Disabilities (ID) and Autistic 
Spectrum Disorder (ASD) in regular schools in India. The terms special educational needs, 
disabilities and learning disabilities are used interchangeably in common parlance in India. 
The term ‘SEN’ is used most commonly in schools while the term ‘disabilities’ is used in new 
government documents. This is in line with the UNCRPD (United Nations, 2006). 

 

 
 

Rationale for an in-service teacher training programme 

Teacher preparation for inclusive education is generally achieved through teacher training, 
which is mainly done in pre-service and in-service training programmes. Pre-service training 
programmes for general and special education are offered by universities in India. However, 
few universities offer programmes which include the education of students with SEN. Even 
so, those programmes do not really prepare the new teachers to include students with SEN in 
the class as reported in the study of Gafoor and Asraf (2009) and Sharma, Moore, and 
Sonawane (2009). The authors reported that the newly trained teachers did not feel equipped 
with the necessary knowledge to cope with special educational needs in the classroom. 
Special education programmes are offered by few specialist training institutions. Such 
institutions focus on a specific need, for example visual impairments, hearing and speech 
impairments or intellectual disabilities. The aim of such institutions is to prepare special 
teachers for special schools and not an ‘inclusive teacher’ for an ‘inclusive classroom’. 
Therefore, neither the existing regular school pre-service training programmes nor the special 
education programmes are sufficient to prepare teachers to handle diversity in an inclusive 
classroom. Consequently, the existing regular and special education teacher preparation 
programmes urgently require serious reform. However, it will be years before existing 
programmes are reformed and new, appropriately trained teachers enter service. Meanwhile, 
the teachers already in schools need to address SEN in their daily practice. This situation 
requires urgent attention to identify alternative stop-gaps.  

In-service teacher training programmes are provided by 1) the government and 2) 
indigenous institutes or individuals. So far, the only governmental effort to prepare regular 
school teachers for inclusive education has been under a nationwide programme called 
‘education for all’, better known as Sarva Shiksha Abhiyan (SSA). Under SSA, in-service 
training programmes for the teachers range from one to two days, three to five days, or 45 to 
90 days (Singal, 2009). Most one- to five-day training courses merely cover questions of 
identification and management of SEN. Participation rates in 45- to 90-day training courses is 
extremely low. In addition, there is a serious lack of empirical research evaluating the 
effectiveness of these training programmes (Singal, 2009).  

As a result of recent policy developments, private schools have opened their doors to 
students with SEN. These schools have been conducting in-service training for their teachers 
as a part of preparations to achieve this. Such in-service training programmes are generally 
customised according to the specific requirements of the particular school in terms of design, 
duration and content. There is no generally available documentation of such training 
programmes, nor any uniformity in their design or content. To the best of our knowledge, no 
studies have reported on in-service training programmes for special needs and their 
effectiveness. Moreover, no empirical studies have provided any information about the 
content, duration or effectiveness of an in-service training programme. Thus, the current state 
of teacher preparation for inclusive education in India is rather worrying. On the one hand, 
government polices intend to enforce the inclusion of students with SEN in regular schools, 
and on the other hand, not much is available to help teachers handle diversity in their 
classrooms. In light of this, we developed an in-service teacher training programme targeted 
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at promoting positive attitudes among teachers and increasing their knowledge about SEN and 
about teaching methods. 
 

4.2. Development of an in-service teacher training programme  
Theoretical framework  

Attitudes towards inclusive education: A range of opinions can be found in the literature on 
the definition of ‘attitude’. One opinion simply defines it as an emotion for or against the 
object of the attitude (here the object is inclusive education) and another is that attitude 
consists of three conceptually distinguishable components (Triandis, 1971). Eagly and 
Chaiken (1993) have defined the three components of attitude as cognitive, affective and 
behavioural. The cognitive component refers to belief, the affective to feelings and the 
behavioural to the predisposition to act. According to this model, attitude has various aspects 
which can be measured and changed. We preferred the latter model as it provided a more 
nuanced analytical framework for us to approach achieving changes in attitudes towards 
inclusive education.  
Knowledge about SEN: Two types of knowledge are considered imperative for regular school 
teacher: factual and procedural knowledge (Krathwohl, 2002). Factual knowledge concerns 
the facts and terms relevant to a particular situation, person or event. Procedural knowledge 
concerns practical knowledge of methods and procedures (Krathwohl, 2002). In the context of 
inclusive education factual knowledge relates to the characteristics of the students with SEN 
in regular classrooms, while procedural knowledge concerns methods for managing those 
special needs in the classroom. The few studies which have been performed to measure 
knowledge about SEN have suggested that regular school teachers lack knowledge about SEN 
such as AD/HD (Ghanizadeh, Bhredar & Moeini, 2006), dyslexia (Carvalhais & Da Silva, 
2010), language and communication difficulties (Sadler, 2005) and ASD (McCabe, 2008). 
The current study focuses on four types of SEN, namely ADHD, dyslexia, ID and ASD. The 
reason for focusing on these four types of SEN is that they are regarded as ‘invisible’ special 
needs in regular schools in India. They are invisible because such students appear to be 
physically normal but nonetheless present challenges for teachers. Teachers can find it 
difficult to manage certain behaviours these students present in following lessons or carrying 
out class activities and not understand the reasons for these behaviours. Teachers need to 
know the characteristics of these types of SEN in order to include such students their classes.  
Knowledge about teaching methods: Along with knowledge about SEN, it is important that 
teachers have knowledge about the teaching methods which could be used to benefit all 
students in class. As mentioned earlier, Krathwohl (2002) has described such knowledge as 
procedural knowledge. The literature suggests that teachers should have knowledge about 
teaching methods for addressing diversity (see Allday, Neilsen-Gatti & Hudson, 2013; Croft, 
2010). It is believed that such knowledge not only aids teachers but also enhances learning 
processes for students with SEN in their classes (Cook, 2001; Ross-Hill, 2009; Pinar & 
Sucuoglou, 2011). However, hardly any in-service training programmes have focused on this 
aspect. In the current study, we employed a list of teaching methods described by Florain 
(2008) as benefitting the whole class. The teaching methods are categorised into instructions 

 

 
 

(e.g. provide alternative worksheets), classroom management (e.g. modify seating 
arrangements) and cooperative learning (e.g. peer tutoring) (Florian, 2006). 

An overview of the theoretical framework for the in-service training programme is 
presented in Figure 4.1.  

 

Figure 4.1 Theoretical framework of the training programme 
 

 

Outline of the in-service training programme  

A four-day in-service teacher training programme was developed which focused on teachers’ 
attitudes towards inclusive education, their knowledge about SEN and about teaching 
methods. The underlying philosophy in developing the programme was the belief that 
empowering the teachers to see themselves as agents of change in the process of inclusion 
would help achieve this change (Ashby, 2010). A need-based approach was conceived with 
two core beliefs: a) every child is able to learn, and b) better understanding of the education 
needs of students is required to respond effectively to the diversity in a classroom. The two 
core beliefs were envisaged in order to avoid the perceived danger of increased labelling or 
diagnosing of SEN by the participants. The specific objectives of the training were as follows:  

1. To develop an understanding of inclusive education  
2. To acquire knowledge about the four types of SEN  
3. To acquire knowledge about teaching methods to address those SEN in the 

classroom 

Training content  

The content was carefully planned to achieve the training objectives. Different methods were 
used in the training, such as interactive lectures, PowerPoint presentations, video clips, case 
studies and discussions. The training content is summarized in Table 4.1.  
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Table 4.1 Overview of the in-service training programme  
Specific objectives  Content  

1.Understanding 

inclusive education 

 Human diversity and inclusion 

 Social aspects: the benefits of inclusion 

 Legislative aspects: an overview of disability in India, recent 

legislation focusing on inclusive education, its implications 

and removing barriers 

2.Understanding 

the types of special 

education needs in 

the classroom  

 Overview: dyslexia: characteristics and difficulties 

 Overview: mental retardation: characteristics and difficulties 

 Overview: AD/HD characteristics and difficulties  

 Overview: ASD characteristics and difficulties 

3.Understanding 

inclusive teaching 

methods  

 Differentiated instructions 

 Classroom management 

 Cooperative learning 

Content validity of the teacher training programme  

Prior to the implementation of the training programme, its content validity was ascertained by 
a panel of four experts. The experts were selected from the field of special education with 
expertise in collaborating with regular schools. They were asked to comment on the following 
aspects:  

 the specific objectives of the training programme 
 duration of the training programme 
 duration of the sessions 
 training content and its relevance to the specific objectives (see Table 1) 
 training method  
 recommendations  

The panel offered its recommendations on the methods for building positive attitudes and 
creating an inclusive environment in the classrooms. Two of them recommended including a 
visit to a special school at which participants could interact with the students and teachers. It 
has been pointed out that contact and experience with people with a disability supports the 
building of positive attitudes in teachers (Parasuram, 2006). Two experts recommended a 
real-life case study of one of the participants’ students. This was regarded as having the 
potential to involve the participants in planning for their own classes and the student in 
question. Both recommendations were incorporated into the ultimate training programme. The 
expert panel agreed on the overall duration of the training programme and the duration of 
each session. The content was also found to be sufficient in terms of its relevance to the 
specific objectives. Table 4.2 presents an overview of the expert panel’s comments and 
recommendations.  

 

 
 

Table 4.2 Overview of the expert panel’s comments and recommendations on an in-service training 
programme.  
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Measuring the effectiveness of the in-service teacher training programme 

The effectiveness of the training was ascertained using a questionnaire which measured the 
participant teachers’ attitudes, their knowledge about the four types of SEN and their 
knowledge about teaching methods. The questionnaire package consisted of five sections. The 
first section collected background information about the participants such as age, years of 
teaching experience, training received in special needs and if any students with perceived 
challenging behaviour or learning difficulties were present in their classes. The second section 
was a scale to measure attitudes towards inclusive education. The Multidimensional Attitude 
Towards Inclusive Education Scale (MATIES) developed by Mahat (2008) was used, after 
adapting it and testing its reliability coefficient in the Indian context. The original scale 
already had a sufficient reliability coefficient. It included a total of nineteen items scored on a 
5-point Likert scale. Answers ranged from ‘strongly agree’ to ‘strongly disagree’ with a 
higher score reflecting a more positive attitude. The third section was a scale to measure 
knowledge about the four SEN types. The statements on each type of SEN were based on four 
vignettes. These were based on descriptions from the International Classification of Disorders 
(ICD-10, WHO, 2012). Answers ranged from ‘strongly agree’ to ‘strongly disagree’ on a 4-
point Likert scale, with a higher score reflecting more knowledge about the relevant SEN 
type. Knowledge about teaching methods was measured using a scale adapted from the list of 
teaching methods developed by Florian (2006). The teaching methods measure offered three 
answers ranging from ‘familiar’ to ‘not at all familiar’. A higher score reflected more 
knowledge. Both scales were used after we established their reliability coefficient (Srivastava, 
De Boer & Pijl, submitted). The questionnaire package was administered to the participants 
immediately before and after the training programme.  

 The training programme was evaluated by the participants on its content, duration and 
the training methods used. The participants were asked to indicate whether the topics covered 
in the programme were relevant, whether the duration was suitable, whether the information 
was sufficient and whether they had any suggestions for the training. The evaluation form is 
presented in Appendix 1.  

Trainers to implement the training programme 

The training programme was to be delivered by trainers with expertise in the field of inclusive 
and special needs education. The trainers also needed to have been involved in implementing 
the inclusion of students with special needs in terms of supporting teachers in various aspects 
of classroom management and adapting the lessons to respond to diversity among the 
students. Therefore, great care was taken in selecting the trainers to implement the training. 
Four experts were invited to carry out the training.  

 

4.3. Summary of the training programme as delivered 
The training programme was spread across four days in one week in sessions of two and half 
hours each. The total time spent in training was thirty hours. The topics were presented in the 

 

 
 

form of PowerPoint presentations, video clips and interactive group sessions (see Table 4.3). 
A handbook was provided to the participants as a follow-up to the training. On the last day, 
participants were required to prepare a lesson plan covering how to lead an inclusive class. 
The teachers were expected to apply their newly gained knowledge about teaching methods 
for students with SEN. An example of the descriptions provided for one of the case studies is 
presented in Box 4.2. The participants also had an opportunity to discuss a case study of one 
the students from their own classrooms.  
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Table 4.3. Daily schedule of the in-service training programme  
 Topic  Method  

Day 1 

  

 Inclusion as a human right: legislative 

and social aspects  

 Overview of disability in India, 

Rajasthan  

 Inclusion: removing barriers  

 Dyslexia: a broad perspective  

PowerPoint presentation, interactive 

lectures, discussion  

Day 2  

 

 Dyslexia: Specific learning 

difficulties  

 Overview: ADHD, difficulties and 

needs  

 ADHD: specific teaching skills  

 Overview: intellectual disability 

 Intellectual disability: specific 

teaching skills 

PowerPoint presentation, interactive 

lectures, discussion  

 

Day 3  Visit to a special school  

 

 
 

 Dyslexia: specific teaching skills in 

the classroom 

Interaction with the students with 

disabilities and special teachers 

followed by discussion 
 

PowerPoint presentation, 

demonstration of phonic exercises, 

interactive lecture 

Day 4  

 

 Understanding Autistic Spectrum 

Disorder (ASD) addressing the needs 

of students with social and 

communication difficulties in the 

classroom 
 

 ASD: specific teaching skills  

 

 Becoming an inclusive teacher  

 Creating an inclusive environment 

using inclusive pedagogies 

 Conclusion and feedback 

PowerPoint presentation, interactive 

lectures, video clips, demonstrating 

various visual schedules for ASD 

 

 
 

 

 

Group work  

Group presentation  

 

Questionnaire  

 

 
 

Box 4.2 Example of a case study used for planning the adjustments needed in a lesson for SEN.  
 M is a seven-year-old girl with Asperger’s syndrome. She enjoys going to school and 

can communicate very well. She is academically ahead of her class and is easily one 

of the top two students.  

 M does not look at the teacher. She might not always complete her work and 

sometimes leaves the classroom without permission. She bites or pulls other 

children’s hair if they try to get her back into the class. She does not a participate in 

school events as she has often started crying on stage after the performance is over. 

She has weak muscle tone and gets tired easily.  

Suggest activities to involve her in the lesson and the class.  
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Appendix 1. The feedback form used by the participants to evaluate the training 

programme. 

In-service primary school teachers training programme for inclusive education 

Jaipur, 12-15 March 2013 

Dear participant,  

Thank you for participating in the training sessions. We hope it was interesting and fun. 
Please answer the feedback form by circling your answer. Your feedback will help us in 
improving the sessions, so please do not leave any blanks. Thank you very much! 

The training was Too long Just right Too short 
 

The sessions were  Too long Just right  Too short  
 

The topics were Very relevant  Quite relevant  Irrelevant  
 

The language was  
 

Too difficult Just right  Too easy  

The activities were Very helpful Quite helpful  Unhelpful 

The presentations 
were 

Good  Quite good  Poor  
 

Which topics should 
be missed out?  

None  Some :- Examples: 
 
 

 

Which topics should 
we have more 
information on? 

None  Some:- Examples: 
 

 
 

 

Which topics should 
we have less 
information on? 

None  Some :- Examples 
 
 

 

Visit to Umang was  Very relevant Quite relevant Irrelevant  
 

 

 
 

What was the best 
part of the 
programme? 

 
 
 

  

Do you have any 
other comments? 

  
 
 
 

 

Do you have any 
other suggestions?  
 
 

   

 (Adapted from Mackenzie, Paxton, Patrick, Mathesson and Murray, 2000) 

 

Thank you and have a great time in your class  
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