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Summary 
Background  

The Education For All (EFA) millennium development goal (2000-2015) has gained great 
currency in developing countries. It is a central policy in many countries, its main aim being 
that all children should attend school. EFA is of huge importance in developing countries, as 
the objective it represents is getting all children to go to school, crucial to the developing 
world, but a less daunting and therefore less important challenge in the West. The challenge 
of EFA in developing countries is to bring all children to school irrespective of their 
socioeconomic status, ethnicity, gender or special educational needs (SEN). In contrast, the 
goal of EFA in many western countries has largely been accomplished, as only small groups 
of children do not attend school or drop out in secondary schools. Accordingly, the focus is 
more on inclusive education in this part of the world. Inclusive education entails the education 
of students with SEN in the regular education system, i.e. making use of the same local 
schools which are available for their peers. The challenge of inclusive education in the West 
is about fighting segregation and providing access to regular education.  

Nonetheless, inclusive education can be regarded as a part of EFA in developing 
countries. EFA is about all children going to school and inclusive education argues for regular 
schooling, especially for those with special educational needs. Inclusive education thus 
restrains the establishment of special schools and serves as a solution for problems in the 
implementation and accomplishment of EFA. Consequently, while EFA includes students 
with SEN in developing countries on the one hand, this group remains excluded from the 
education system. There are several reasons associated with the absence of students with SEN 
from regular education, for example socio-cultural assumptions, government priorities and 
available resources. As regards the stipulated timeframe for accomplishing the EFA goal, the 
ongoing limitations on students with SEN in terms of access to regular education are indeed a 
cause for concern. Nevertheless, students with SEN have the right to access regular education. 
It has been suggested that several factors are important in making education inclusive. These 
factors are an appropriate legislative framework, clear policies and public opinion; 
appropriate infrastructure and material in the schools; attitudes, necessary knowledge and 
skills in teachers; and parental involvement.  

Regular school teachers are seen as the key players in making education inclusive. 
Teachers’ beliefs about and competences in inclusive education are important to achieving 
change in any situation, in particular to making education inclusive. However, teachers have 
been reported as expressing their inadequate readiness to include students with SEN in their 
classes. Several aspects of the teachers’ preparedness for addressing special educational needs 
in students have been raised, for example their attitudes towards inclusive education, their 
knowledge of SEN and their knowledge about teaching methods. It has been suggested that 
positive attitudes among regular school teachers towards inclusive education and knowledge 
about SEN and teaching methods support the inclusion of students with SEN. In addition, if 
teachers are aware of special educational needs and their management, they will be in a better 
position to make their classes inclusive.  
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The three aspects of teacher preparedness for inclusive education could be addressed 
and changed by means of an in-service teacher training programme. So far, existing training 
programmes have mostly only been evaluated on their short-term effects. Evaluation of the 
sustainability of these effects has barely been attempted. Furthermore, the long-term effects 
are generally evaluated with respect to the content of the training programmes, such as on the 
information received during the programme. The wider long-term effects, such as changes 
observed by other people in the behaviour of the participants, have barely been evaluated.    

The current study focused on the implementation of inclusive education in the context 
of developing countries. The study aimed to examine factors which are viewed as important in 
implementing inclusive education for students with SEN in developing countries. The main 
aim of the study was to prepare regular school teachers for inclusive education by influencing 
their attitudes, knowledge about SEN and knowledge about teaching methods. To achieve this 
aim, this study measured the three aspects noted above – addressing them using an in-service 
training programme – and evaluated the short and long-term effectiveness of this in-service 
training programme.  

 

Summary of the chapters  

The aim of Chapter 2 was to describe the factors regarded as important in the implementation 
of inclusive education in developing countries. The study comprised a systematic review of 
empirical evidence-based studies and reports from developing counties. The review was based 
on a framework from the literature which categorised the important factors as external, 
school, teacher and parent factors, and used the Human Development Index to define 
developing countries. The outcome of the studies (n=15) showed that several actions had been 
undertaken in developing countries. Most of the actions under external factors were about 
aligning education policies/legislation with international trends in inclusive education. With 
regard to the school factors, we found that few individual initiatives in the local communities 
had included students with SEN. For teacher factors the individual project focused on teacher 
preparedness for inclusion. The parent factors were completely ignored. Two main outcomes 
can be formulated from the analyses. Firstly, while legislation for inclusive education was in 
place, its implementation in terms of students with SEN actually attending regular schools 
was not yet apparent. This outcome has significant implications in the context of developing 
countries. The study concluded that the ideas about the implementation of inclusive education 
from western countries must be translated into the context of developing countries rather than 
simply being copied. For example a bottom-up approach would be more relevant in 
developing countries. Secondly, the teachers’ preparedness to receive SEN students into their 
classrooms is strongly influenced by their training. Two projects found that increases in the 
number of students with SEN attending regular schools were related to teacher training. This 
was also the focus of five studies reported in the review in which the effects of teacher 
training were not measured. This is an important finding which should be acted on 
immediately to further the implementation of inclusive education in developing countries.  

Summary
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Based on the outcomes of the systematic review, the next step focused on teacher 
preparedness. Chapter 3 focused on two goals: measuring and describing regular school 
teachers’ attitudes towards inclusive education, their knowledge about SEN and their 
knowledge about teaching methods. We first identified relevant and reliable scales to achieve 
the first goal. We found a scale to measure attitudes based on the three-component theory of 
attitudes (cognitive, affective and behavioural components). A scale to measure knowledge 
about SEN (attention deficit and hyperactive disorder (AD/HD), dyslexia, intellectual 
disability (ID) and autistic spectrum disorder (ASD)) was constructed. An existing scale was 
adapted to measure knowledge about teaching methods. After translating the scales into 
Hindi, the scales were administered to a group of teachers (n=115) in a pilot study. The 
outcomes of the pilot study showed that the scale for measuring attitudes and knowledge 
about teaching methods had sufficient reliability, whereas the scale measuring knowledge 
about the four types of SEN showed low reliability coefficients. It was found that the 
participant teachers found it difficult to answer statements about the four types of SEN as they 
had not heard the terms used in these categories of SEN before. Based on this outcome, we 
decided to use vignettes including descriptions of four types of SEN to measure the teachers’ 
existing knowledge. After a careful evaluation of the item total correlation and deletion of 
inappropriate items, the reliability coefficient was found to be sufficient.  

To achieve the study’s second goal, data were gathered on the attitudes and knowledge 
of the teachers. Teachers were found to have neutral attitudes towards inclusive education. It 
was found that teachers had some knowledge about AD/HD and ID, but very little knowledge 
about dyslexia and ASD. The participant teachers also showed low levels of knowledge about 
teaching methods. The outcomes indicated a need to prepare teachers for an inclusive 
classroom.  

The next step was to design a short in-service training programme. The process of 
designing the training programme is described in Chapter 4. A training programme was 
planned for four continuous days of the week. Its total duration was thirty hours, with sessions 
of two-and-a-half hours each. The content of the training programme focused on providing 
information about recent legislation – such as the Right to Education Act – and policies 
promoting inclusion. This information was provided to bring about a change in attitudes 
among teachers. To increase knowledge about the four types of SEN (AD/HD, ID, dyslexia 
and ASD), information on their characteristics and behaviour manifestations in the classroom 
was provided. With regard to knowledge about teaching methods, different methods were 
explained and their application was elaborated (e.g. metacognition, mnemonics or 
scaffolding). Prior to the implementation of training, the content validity of the training 
programme was ascertained by an expert panel. Recommendations from the expert panel were 
incorporated into the final training programme.  

The evaluation of the in-service training programme is described in Chapter 5. The 
study used a pre-post test design. By means of a pre-post test control group design, the effects 
of the training programme were evaluated using an analysis of variance (ANOVA) test. The 
control group consisted of 49 teachers and the experimental group of 40 teachers. The 
questionnaire which had been used previously to measure the attitudes and knowledge about 
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SEN and knowledge about teaching methods, and which was found to have sufficient 
reliability (see Chapter 3), was administered to both groups before and after the training 
programme. The three outcome variables were attitudes, knowledge about SEN and 
knowledge about teaching methods. The ANOVAs revealed a statistically significant 
improvement in attitude, knowledge about SEN and knowledge about teaching methods in the 
teachers who received the training programme (experimental group). The teachers who 
followed the training programme showed a significant increase in their knowledge about 
dyslexia and ASD; however, they did not improve their knowledge about AD/HD and ID. 
Additionally, the training programme was evaluated by the participants in a series of 
questions (e.g. on the usefulness of the content, relevance of topics and duration of the 
training). The participants found the training programme appropriate in terms of its duration, 
content, method and information provided.  

The sustainability of the training programme effects per outcome variable measure 
(i.e. attitudes, knowledge about SEN and knowledge about teaching methods) were evaluated 
in Chapter 6. The first aim of the study was to evaluate the long-term effects of the training 
over a period of a year. The second aim of the study was to capture the wider effects of the 
training programme observed by the school principals. A refresher course was organised as an 
extension of the original training programme. The participants from the original experimental 
group who could not attend the refresher course were used for the control group (n=19) and 
those attending the refresher course made up the experimental group (n=18). The 
questionnaire used in the original study (see Chapter 5) was administered after the refresher 
course to evaluate the training programme’s long-term effects. The effects of the refresher 
course were established using a repeated ANOVA test. It was found that the participant 
teachers who attended the refresher course showed more positive attitudes and increased 
knowledge about SEN. Knowledge about teaching methods did not show an increase in the 
refresher course participants.  

Semi-structured interviews were organised among school principals (n=4) to realise 
the study’s second aim. The school principals indicated that the teachers who followed the 
refresher course showed a noticeable change in their behaviour in daily practice. These 
behavioural changes were observed as awareness and sensitivity towards the special 
educational needs of students in the class. The knowledge gain was observed when the 
teachers conducted sharing workshops, supported their fellow teachers by preparing 
worksheets and instructions, and made changes in the classroom instructions after following 
the original training programme.  

A general discussion is presented in Chapter 7, with a particular focus on how to 
reach the EFA goal in developing countries. Teacher preparation can be regarded as an 
important tool in most developing countries. In terms of the implementation of inclusive 
education in daily life, the study found that the most urgent factor to address was the teachers. 
To this end, the current study presents a roadmap. The roadmap suggests that an in-service 
teacher training programme is an alternative to undergraduate teacher training. The immediate 
effect of the in-service training is that it addresses the teachers’ needs and so enables them 
cope with the diversity of their student body in daily practice. As a long-term effect it could 
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lead schools to having 1) a core group of appropriately trained teachers better able to cope 
with SEN students and 2) not only an increase in the number of students with SEN attending 
regular schools but also offering a better quality of life to these students. A better quality of 
life refers to student outcomes in terms of their academic achievements and social 
participation. This would realise the goal of EFA not only in their placement in regular 
schools, but also in enabling them to have a meaningful presence there, which is the 
culmination of the vision of inclusion.  
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