
 

 

 University of Groningen

Know how to teach me: Setting up an inclusive classroom
Srivastava, Meenakshi

IMPORTANT NOTE: You are advised to consult the publisher's version (publisher's PDF) if you wish to cite from
it. Please check the document version below.

Document Version
Publisher's PDF, also known as Version of record

Publication date:
2016

Link to publication in University of Groningen/UMCG research database

Citation for published version (APA):
Srivastava, M. (2016). Know how to teach me: Setting up an inclusive classroom: A study on preparing
teachers for inclusive education in India. [Thesis fully internal (DIV), University of Groningen]. University of
Groningen.

Copyright
Other than for strictly personal use, it is not permitted to download or to forward/distribute the text or part of it without the consent of the
author(s) and/or copyright holder(s), unless the work is under an open content license (like Creative Commons).

The publication may also be distributed here under the terms of Article 25fa of the Dutch Copyright Act, indicated by the “Taverne” license.
More information can be found on the University of Groningen website: https://www.rug.nl/library/open-access/self-archiving-pure/taverne-
amendment.

Take-down policy
If you believe that this document breaches copyright please contact us providing details, and we will remove access to the work immediately
and investigate your claim.

Downloaded from the University of Groningen/UMCG research database (Pure): http://www.rug.nl/research/portal. For technical reasons the
number of authors shown on this cover page is limited to 10 maximum.

Download date: 25-05-2023

https://research.rug.nl/en/publications/8fe30a81-80cf-4da5-aab8-445d249a9370


 
 

 

 

 

Know how to teach me: setting up an inclusive classroom 

A study on preparing teachers for inclusive education in India 

 

 

Meenakshi Srivastava 

  

13307_Srivastava_Layout.indd   1 13-11-15   10:12



 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

ISBN:

NUR: 848 

Cover Picture: Heeral Datwani 

Cover Design: Ridderprint BV 

Lay out: Ridderprint BV 

Printed by: Ridderprint BV  

 
 

 

 

 

 

Know how to teach me: setting up an inclusive classroom 

A study on preparing teachers for inclusive education in India 

 

 

Proefschrift 

  

ter verkrijging van de graad van doctor aan de  

Rijksuniversiteit Groningen 

op gezag van de 

rector magnificus prof. dr. E. Sterken 

en volgens besluit van het College voor Promoties. 

De openbare verdediging zal plaatsvinden op 

maandag 11 januari 2016 om 12.45 uur  

 door 

  

Meenakshi Srivastava 
geboren op 8 november 1971 

te Jaipur, India 
 

13307_Srivastava_Layout.indd   2 13-11-15   10:12

978-90-367-8520-4



 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

ISBN: 978-94-6299-233-7 

NUR: 848 

Cover Picture: Heeral Datwani 

Cover Design: Ridderprint BV 

Lay out: Ridderprint BV 

Printed by: Ridderprint BV  

 
 

 

 

 

 

Know how to teach me: setting up an inclusive classroom 

A study on preparing teachers for inclusive education in India 

 

 

Proefschrift 

  

ter verkrijging van de graad van doctor aan de  

Rijksuniversiteit Groningen 

op gezag van de 

rector magnificus prof. dr. E. Sterken 

en volgens besluit van het College voor Promoties. 

De openbare verdediging zal plaatsvinden op 

maandag 11 januari 2016 om 12.45 uur  

 door 

  

Meenakshi Srivastava 
geboren op 8 november 1971 

te Jaipur, India 
 

13307_Srivastava_Layout.indd   3 13-11-15   10:12



 
 

Promotor  

Prof. Dr. Sip Jan Pijl  

 

Copromotor  

Dr. Anke A. De Boer  

 

Beoordelingscommissie  

Prof. Dr. L. Florian 

Prof. Dr. A.E.M.G. Minnaert 

Prof. Dr. J.J.M. Zeelen 

 

  

 
 

Contents 
 

Chapter 1                                                                                                                                        

Introduction                                                                                                                          7 

 

Chapter 2 

    A close Look: Implementation of inclusive education in last ten years                             27 

 

Chapter 3 

Preparing for the inclusive classroom: Measuring and describing three teachers 
characteristics                                                                                                                    49                                                                                                                                                             

 

Chapter 4 

A Blue-print: Developing an in-service training programme for regular primary 
schoolteachers in Jaipur (India)                                                                                         75 

 

Chapter 5   

Know how to teach me: Evaluating the effects of an in-service training programme       93 

 

Chapter 6 

Looking back: A review of the long term effects of an in-service training programme   119 

 

Chapter 7 

General discussion                                                                                                            147 

 

       Summary                                                                                                                       157 

      Samenvatting (Summary in Dutch)                                                                                163 

      Acknowledgements                                                                                                        169 

 

 

 

 

 

13307_Srivastava_Layout.indd   4 13-11-15   10:12



 
 

Promotor  

Prof. Dr. Sip Jan Pijl  

 

Copromotor  

Dr. Anke A. De Boer  

 

Beoordelingscommissie  

Prof. Dr. L. Florian 

Prof. Dr. A.E.M.G. Minnaert 

Prof. Dr. J.J.M. Zeelen 

 

  

 
 

Contents 
 

Chapter 1                                                                                                                                        

Introduction                                                                                                                          7 

 

Chapter 2 

    A close Look: Implementation of inclusive education in last ten years                             27 

 

Chapter 3 

Preparing for the inclusive classroom: Measuring and describing three teachers 
characteristics                                                                                                                    49                                                                                                                                                             

 

Chapter 4 

A Blue-print: Developing an in-service training programme for regular primary 
schoolteachers in Jaipur (India)                                                                                         75 

 

Chapter 5   

Know how to teach me: Evaluating the effects of an in-service training programme       93 

 

Chapter 6 

Looking back: A review of the long term effects of an in-service training programme   119 

 

Chapter 7 

General discussion                                                                                                            147 

 

       Summary                                                                                                                       157 

      Samenvatting (Summary in Dutch)                                                                                163 

      Acknowledgements                                                                                                        169 

 

 

 

 

 

13307_Srivastava_Layout.indd   5 13-11-15   10:12



 
 

 

 

 

 

 

 

13307_Srivastava_Layout.indd   6 13-11-15   10:12



C
hapter

Introduction

1
 
 

 

 

 

 

 

 

13307_Srivastava_Layout.indd   7 13-11-15   10:12



 

 
 

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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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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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 
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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 
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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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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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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 
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(2008), teachers’ actions reflect their beliefs. This means that if teachers believe in the 
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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 
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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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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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Abstract 
The objective to provide education for all by the year 2015 includes students with disabilities. 

In the context of developing countries, this group of students is more excluded than included 

from educational services. This study presents an overview of literature in order to establish 

which projects have been undertaken and supported the inclusion of students with disabilities. 

The first aim is to examine the projects undertaken by governments and international 

organisations to include this group in regular education, the second aim is to examine the 

effects of these projects in terms of an increase in the number of students with disabilities in 

regular schools. An analysis of literature was carried out by focusing on projects including 

the following four factors: external, school, teachers and parents. Fifteen empirical 

studies/reports were selected in which several undertaken projects were reported. The 

implemented projects focused mainly on school and teacher factors. Only the studies reported 

their effects.  The findings are discussed by addressing the approaches of the projects 

undertaken and the serious gaps in implementing inclusive education in developing countries.   

Keywords:  effects, implementation, inclusive education, students with disabilities, 

developing countries 

 

 

 
 

2.1. Introduction  
In the twenty-first century inclusive education is considered as the right of every child to be a 
part of mainstream society (Ainscow & Miles, 2008; UNESCO, 2003). Inclusive education is 
seen as an international agenda, partly running parallel to the objective of Education for All 
(EFA) (Kalyanpur, 2011; Miles & Singal, 2010).  In 2000, the World Education Forum 
(Dakar, Senegal) set the goal of achieving EFA by 2015. This aim included disadvantaged 
children, working children, remote rural dwellers and nomads, ethnic and linguistic 
minorities, children affected by conflict and those with disabilities (UNESCO, 2000). In that 
same year EFA was reiterated as a Millennium Development Goal (MDG) by the 
international community (Miles & Singal, 2010).  EFA and inclusive education share similar 
goals, be it that the latter also prefers education for all prefers to be provided in regular 
schools.  

Inclusive education mainly has focused on the position of students with special needs. 
In many countries these students do not even attend schools, let alone a special one. The right 
of children with special needs to attend a regular school has its genesis in many international 
statements, the most recent being the United Nations Convention for the Rights of Persons 
with Disabilities (UNCRPD, 2006). In the context of students with disabilities, the 
Convention refers to them having “access to good, inclusive and free primary and secondary 
education on an equal basis with others in the communities in which they live” (UNCRPD 
2006, article 24). In line with international standards the term ‘students with disabilities’ 
refers to those with sensory, communication, motor, learning disabilities and behaviour 
disorders (ICD-10, 2010).  

Partly resulting from this rights-based approach, there is an intense global debate on 
implementing inclusive education (Cooper & Jacobs, 2011; Ferguson, 2008; Yeung, 2012). 
This has generated an interest among policymakers, researchers and practitioners on the 
question of ‘how’ to make education inclusive. Particularly new legislation implemented by 
western countries has changed school policies, improved teacher training and enhanced 
parental involvement (Pijl & Meijer, 1997; Singal, 2008). It resulted in making schools 
supportive and stimulating for diverse groups of students, in creating communities which 
encourage and celebrate student diversity and in supporting achievement (Ainscow, Booth & 
Dyson, 2006; Booth & Ainscow, 2002; UNESCO, 2005). On a political and social level, a 
shift was made from a one-dimensional view of disability to a new, three dimensional one 
embracing community, social equality and respect (Thomas, 2013). Booth (1999) offers a 
wider perspective of inclusion as a process of increasing participation of children and 
reducing their exclusion from the curricula, cultures and communities of a school.  

However, these changes resonate more on social and political level than in daily 
practice in schools. When it comes to implementing inclusive education, there are diverse 
implications for different parts of the world, particularly between western or developed and 
developing countries (Armstrong, Armstrong & Spandagou, 2011). As stated by Peters 
(2003), inclusive education may be implemented with different goals, based on different 
motives, reflecting different classifications of disabilities and providing services within 
different contexts. In most western countries, inclusive education started by including students 
with disabilities in regular schools, but it is no longer associated solely with such students 
(Miles & Singal, 2010).  However, for the developing world this is not always the case. For 
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parental involvement (Pijl & Meijer, 1997; Singal, 2008). It resulted in making schools 
supportive and stimulating for diverse groups of students, in creating communities which 
encourage and celebrate student diversity and in supporting achievement (Ainscow, Booth & 
Dyson, 2006; Booth & Ainscow, 2002; UNESCO, 2005). On a political and social level, a 
shift was made from a one-dimensional view of disability to a new, three dimensional one 
embracing community, social equality and respect (Thomas, 2013). Booth (1999) offers a 
wider perspective of inclusion as a process of increasing participation of children and 
reducing their exclusion from the curricula, cultures and communities of a school.  

However, these changes resonate more on social and political level than in daily 
practice in schools. When it comes to implementing inclusive education, there are diverse 
implications for different parts of the world, particularly between western or developed and 
developing countries (Armstrong, Armstrong & Spandagou, 2011). As stated by Peters 
(2003), inclusive education may be implemented with different goals, based on different 
motives, reflecting different classifications of disabilities and providing services within 
different contexts. In most western countries, inclusive education started by including students 
with disabilities in regular schools, but it is no longer associated solely with such students 
(Miles & Singal, 2010).  However, for the developing world this is not always the case. For 
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example: 57 million children of primary age do not attend school (UNESCO, 2011) and the 
focus then is more on providing EFA then on making schools more inclusive. The real battle 
here is to get children to school, in places where there is no mass education, low literacy rates 
and widespread exclusionary pressures on educating particular groups like girls (Booth, 
1999). Furthermore, inclusive education embraces an array of issues including health, 
education, social welfare and youth development (Alur & Rioux, 2003). This demonstrates 
that inclusive education has different implications depending on context and developmental 
phase of a country. 

In western countries many issues have been addressed in implementing inclusive 
education, such as partnerships between special schools and regular schools (Frederickson et 
al., 2004; Rose & Coles, 2002), the role of special needs co-ordinators (Cole, 2005), inclusive 
pedagogies (Florian & Linklater, 2010), teacher attitudes (Avramidis, Bayliss & Burden, 
2000), or teacher training (Norwich & Nash, 2010). Pijl and Meijer (1997) have suggested 
three broad groups of factors in implementing inclusive education: 1) external : i.e. public 
opinion and attendant legislation/policy, regulations and funding, 2) school : i.e. structure for 
providing special services in schools, the role of special education, the support system, 
decentralization and cooperation between schools, and 3) teacher : i.e. teacher attitude, 
available instruction time, knowledge and skills of the teacher and teaching methods including 
available teaching materials. Besides the external, school, and teacher factors, the importance 
of parental involvement has been emphasised (Alur, 2010; DFID, 2010; Wehbi, 2006). It has 
been found that parents play a role in scaling up inclusive practices in many countries. 
Because of this important role, parents should be considered as a fourth factor. 

Due to the different contexts and backgrounds of the western world compared to 
developing countries the same set of factors may not be applicable. Thus, it is possible that in 
developing countries other factors and actors play important roles. This is likely to result in 
differences in the pace of implementing inclusive education. A different pace of 
implementation is obvious in regions such as Africa, Asia, and Southeast Asia. Certain 
countries on those continents are revising educational polices based on international 
statements (Kalyanpur, 2011; Serpell & Jere-Folotiya, 2011; Villa et al., 2003), while others 
are at the stage of formulating polices (UNESCO, 2007; World Bank, 2005) and still others 
expect non-governmental organisations (NGOs) to take the lead (Alur, 2002; UNESCO, 
2009). While looking at inclusive education in terms of pace, aspects and key players, it is 
important to remember that the history of inclusive education in developing countries is no 
more than a decade old.   

Developments at policy level are important but, ultimately, inclusive education comes 
down to changing education in the school and classroom (Ainscow & Miles, 2008; Croft, 
2010). Increasingly, efforts have been made by international organisations3 to bridge the gap 
between policy and practice in developing regions. Under the flagship of United Nations 
agencies several projects have been undertaken to make education inclusive (UNICEF, 2003; 
World Bank, 2005). Whether these projects have been successful is largely unknown. 
Research addressing the issue of disabilities and inclusion in developing countries is limited 

                                                           
3  International organisations refer to United Nations agencies like UNICEF, UNESCO and the local non-
governmental organisations (NGOs) 

 

 
 

and tends to focus on its prevalence (Singal, 2010). Examples of studies investigating various 
aspects of inclusive education are the Rydstrom study in 2010 into resources required in 
Vietnam, that of Yu, Su and Liu in 2011 addressing teacher training and teacher attitudes in 
China, that of Kristensen et al. in 2006 on the need for reformation and transformation in 
special schools in Uganda and the one of Alur in 2010 looking at the challenges of inclusion 
in socio-cultural ideologies of India and Cambodia (Kalyanpur, 2011). Although there are 
some projects undertaken by international organisations and local NGOs to implement 
inclusive education in developing countries, not much is known about their effects. In 
addition, not much knowledge is available about the implementation process and its 
experiences. This leads to a serious gap in our knowledge regarding the effects of these 
projects on inclusive education. The argument here is that if the projects undertaken were 
known to be effective in terms of an increase in the numbers of students with disabilities in 
regular schools, then these projects could be replicated in other developing countries.  

This study aims to increase our knowledge about the projects undertaken to implement 
inclusive education in developing countries and the effects of these projects. In this study the 
following questions will be addressed:  
1) Which projects at policy, school, teacher and parent/public level have been undertaken to 
make education inclusive for students with disabilities in developing countries?  
2) What are the effects of these projects in including students with disabilities in regular 
schools in developing countries?  

 

Definition of the term ‘developing countries’ 

In this study we focus on inclusive education in developing countries. Developed and 
developing countries refer to the broad global differences in economic and political powers 
(Stubbs, 2008). Neutral terms like countries of the ‘North’ and ‘South’ to refer to this 
difference are also used (Croft, 2010; Singal, 2008; Stubbs, 2008). According to United 
Nations statistics (2011) there is no established designation for dividing countries into 
‘developed’ and ‘developing’ nations. In order to answer the research questions of this current 
study, we use the recent classification of countries according to the Human Development 
Index (HDI) given by the United Nations Development Programme (UNDP, 2011). The HDI 
ranked 187 countries into four categories: very high human development, high human 
development, medium human development and low human development based on education, 
health and living standards for each country (UNDP, 2011). This study focuses on the 
countries that fall into the medium and low human development categories, which may also 
be referred to as developing countries. A total number of 47 countries are ranked as medium 
human development, including Jordan, Algeria and Sri Lanka, while 93 countries are ranked 
as low human development, like Kenya, Pakistan and Bangladesh (UNDP, 2011).  
 

 Measuring the effects of (educational) projects 

The possible effects of implementing inclusive education for students with disabilities can be 
defined and measured in various ways. Several studies have reported inclusive educational 
practices involving various stakeholders such as local/school authorities, teachers, parents and 
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students. According to Horner et al. (2005), an educational practice refers to an educational 
approach, system change, curricular or behavioural intervention implemented with an 
expectation of measurable educational, behavioural or physical benefit. Further, Carter, Sisco 
and Chung (2010) have grouped the educational practices into three broad areas aiming at 
student, peer and support focused interventions. However, in the context of developing 
countries, it is argued that the primary concern is to make students with disabilities visible and 
present in regular neighbourhood schools. In the light of the development of inclusive 
education in developing countries over the last decade, the primary goal is that students with 
disabilities start attending regular schools and the quality of the education they receive or their 
academic and social outcomes come second. Therefore, it is logical to first establish the 
presence of such students in regular schools. The current study focuses on effects in terms of 
an increase in the number of students with disabilities as a first effect of the projects 
undertaken.   
   

2.2. Method    
A literature study was set up to present an overview of recent projects undertaken in the last 
ten years. The procedure used to search for the studies/reports, the selection criteria and the 
analysis is described below.   
 

Search procedure  

The search for the relevant literature was made via the EBSCOhost complete electronic 
database, which includes 30 databases including ERIC, Medline PsycINFO and SocINDEX. 
Moreover, Google was used to search for reports by international organisations and United 
Nations agencies. Research papers were also manually searched in National Association for 
Special Needs (NASEN) publications. We used the following keywords to search for relevant 
reports and studies: ‘inclusive education’, ‘inclusion’, ‘students with special needs’, ‘students 
with disabilities’, ‘policy’, ‘teachers’ and ‘parents’. These keywords were combined with the 
names of individual countries taken from the medium and low ranking categories of the 
human development index. The combinations of these words were searched in both the 
article’s title and abstract. 

A search was then made for reports from United Nations agencies like the Children’s 
Fund, the Educational Scientific and Cultural Organization, the World Health Organization 
and as well as international agencies such as Save the Children, the World Bank, the Asian 
Development Bank and the Department for International Development (DFID). Names of the 
organisations were combined with the key words: ‘inclusive education’, ‘children with special 
needs’, ‘students with disabilities’, ‘inclusion’, ‘education for all’, and ‘regional reports’.  
The search was conducted in March 2012. In order to present a recent overview, the time 
period was limited to between 2000 and 2011. 
 

Selection of studies and reports 

 In order to answer the first research question, studies and reports were selected which met the 
following criteria:  

 

 
 

1.1) Peer reviewed studies or (non) peer reviewed reports from international organisations; 
1.2) Studies or reports focusing on regular primary schools; 
1.3) Inclusion of students with disabilities in developing countries (HDI, UNDP, 2011);  
1.4)  Projects pertaining to implementing inclusive education in medium and low ranking 
countries on the human development index. 
In order to answer the second research question we added one criterion: 
 2.1) Studies or reports reporting the implementation effect in the country concerned in terms 
of an increase in the number of students with disabilities attending regular schools before and 
after the project was undertaken. 

The search resulted in 157 references of which 106 studies and 51 reports.  A total 
number of 38 studies were excluded on the basis of the first criterion (see Table2.1). The 
remaining 68 studies were then evaluated using the other criteria. Seven were untraceable 
(e.g. not available via the internet or library). This resulted in 61 studies for further 
assessment. After reading these studies carefully, fifty were deleted from the database because 
they did not meet the other criteria, i.e. did not focus on regular primary school (7), focused 
on general rather than inclusive education (15) did not focus on projects about implementing 
inclusive education but on measurement of attitudes or status of students with SEN (28). After 
deleting these studies the final database comprised eleven studies.  

When applying the selection criteria for the reports, 47 were excluded. Twenty reports 
did not focus on students with disabilities and 27 were guidelines, manuals or proceedings of 
conferences rather than projects undertaken to implement inclusive education (see Table 2.1). 
The filtering resulted in four reports which were selected for further analysis. The studies in 
which projects were described covered 16 developing countries based on the medium and low 
ranking HDI (UNDP, 2011) (see Figure.2.1).  
 

Table 2.1. Reasons for rejecting studies in the first filtering round  
Selection Criteria  Number of 

Studies rejected  

Number of 

Reports 

rejected  

Not peer reviewed  38  

Not focusing on regular primary school    7  

Not focusing on students with disabilities in developing 

countries  

15 20 

Not focusing on projects pertaining to implementation  

of inclusive education  

28 27 

Total deleted  88 47 

Total selected 11 4 
 

The analysis of the studies and reports was carried out in two stages. First, all reports and 
studies were screened and analysed by the first author. Second, unclear and ambiguous reports 

Chapter 2

32

13307_Srivastava_Layout.indd   32 13-11-15   10:12



 

 
 

students. According to Horner et al. (2005), an educational practice refers to an educational 
approach, system change, curricular or behavioural intervention implemented with an 
expectation of measurable educational, behavioural or physical benefit. Further, Carter, Sisco 
and Chung (2010) have grouped the educational practices into three broad areas aiming at 
student, peer and support focused interventions. However, in the context of developing 
countries, it is argued that the primary concern is to make students with disabilities visible and 
present in regular neighbourhood schools. In the light of the development of inclusive 
education in developing countries over the last decade, the primary goal is that students with 
disabilities start attending regular schools and the quality of the education they receive or their 
academic and social outcomes come second. Therefore, it is logical to first establish the 
presence of such students in regular schools. The current study focuses on effects in terms of 
an increase in the number of students with disabilities as a first effect of the projects 
undertaken.   
   

2.2. Method    
A literature study was set up to present an overview of recent projects undertaken in the last 
ten years. The procedure used to search for the studies/reports, the selection criteria and the 
analysis is described below.   
 

Search procedure  

The search for the relevant literature was made via the EBSCOhost complete electronic 
database, which includes 30 databases including ERIC, Medline PsycINFO and SocINDEX. 
Moreover, Google was used to search for reports by international organisations and United 
Nations agencies. Research papers were also manually searched in National Association for 
Special Needs (NASEN) publications. We used the following keywords to search for relevant 
reports and studies: ‘inclusive education’, ‘inclusion’, ‘students with special needs’, ‘students 
with disabilities’, ‘policy’, ‘teachers’ and ‘parents’. These keywords were combined with the 
names of individual countries taken from the medium and low ranking categories of the 
human development index. The combinations of these words were searched in both the 
article’s title and abstract. 

A search was then made for reports from United Nations agencies like the Children’s 
Fund, the Educational Scientific and Cultural Organization, the World Health Organization 
and as well as international agencies such as Save the Children, the World Bank, the Asian 
Development Bank and the Department for International Development (DFID). Names of the 
organisations were combined with the key words: ‘inclusive education’, ‘children with special 
needs’, ‘students with disabilities’, ‘inclusion’, ‘education for all’, and ‘regional reports’.  
The search was conducted in March 2012. In order to present a recent overview, the time 
period was limited to between 2000 and 2011. 
 

Selection of studies and reports 

 In order to answer the first research question, studies and reports were selected which met the 
following criteria:  

 

 
 

1.1) Peer reviewed studies or (non) peer reviewed reports from international organisations; 
1.2) Studies or reports focusing on regular primary schools; 
1.3) Inclusion of students with disabilities in developing countries (HDI, UNDP, 2011);  
1.4)  Projects pertaining to implementing inclusive education in medium and low ranking 
countries on the human development index. 
In order to answer the second research question we added one criterion: 
 2.1) Studies or reports reporting the implementation effect in the country concerned in terms 
of an increase in the number of students with disabilities attending regular schools before and 
after the project was undertaken. 

The search resulted in 157 references of which 106 studies and 51 reports.  A total 
number of 38 studies were excluded on the basis of the first criterion (see Table2.1). The 
remaining 68 studies were then evaluated using the other criteria. Seven were untraceable 
(e.g. not available via the internet or library). This resulted in 61 studies for further 
assessment. After reading these studies carefully, fifty were deleted from the database because 
they did not meet the other criteria, i.e. did not focus on regular primary school (7), focused 
on general rather than inclusive education (15) did not focus on projects about implementing 
inclusive education but on measurement of attitudes or status of students with SEN (28). After 
deleting these studies the final database comprised eleven studies.  

When applying the selection criteria for the reports, 47 were excluded. Twenty reports 
did not focus on students with disabilities and 27 were guidelines, manuals or proceedings of 
conferences rather than projects undertaken to implement inclusive education (see Table 2.1). 
The filtering resulted in four reports which were selected for further analysis. The studies in 
which projects were described covered 16 developing countries based on the medium and low 
ranking HDI (UNDP, 2011) (see Figure.2.1).  
 

Table 2.1. Reasons for rejecting studies in the first filtering round  
Selection Criteria  Number of 

Studies rejected  

Number of 

Reports 

rejected  

Not peer reviewed  38  

Not focusing on regular primary school    7  

Not focusing on students with disabilities in developing 

countries  

15 20 

Not focusing on projects pertaining to implementation  

of inclusive education  

28 27 

Total deleted  88 47 

Total selected 11 4 
 

The analysis of the studies and reports was carried out in two stages. First, all reports and 
studies were screened and analysed by the first author. Second, unclear and ambiguous reports 
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and studies were discussed, along with the summaries of the analysed reports, within the 
group of authors, resulting in a shared decision about including the study/report.     

A total number of 11 studies and 4 reports remained for the first research question. 
When the criterion on implementation effect for the second research question was added, only 
two studies remained. 

 
Figure 2.1. Overview of developing countries involved in the selected studies 

2.3. Results  
The selected studies are described in two parts. In the first part, projects are described and 
categorised according to the four factors mentioned by Pijl and Meijer (1997). In the second 
part, the effects of these projects are described in terms of an increase in the number of 
students with disabilities in regular schools after the project was undertaken. The findings are 
grouped as external factors, school factors, teacher factors and parent factors. 
  

Results 1: Projects undertaken in developing countries  

External factor (legislation/policy)   

Eight studies and two reports described projects which focused on policy revision, such as 
clearly mentioning students with disabilities in legislation and educational policies as well as 
clear roles and responsibilities of the various departments involved in formulating and 
implementing policies and raising public awareness.  

Alur (2002) and Singal (2006) describe an important aspect of policy development as 
being a designation of clear roles and responsibilities of the various governmental 
departments in implementing the policy.  While their studies describe two government 
departments as being responsible in India for the education of students with disabilities, their 
roles were not clearly defined. This shared responsibility led to ambiguity and confusion in 
educating these students. In such a situation the NGOs took a lead and in the last decade have 
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established themselves as a pressure group. Alur (2010) describes the key role played by an 
NGO as a pressure group in formulating a national policy for inclusive education. It also 
describes a revision in NGO policy from institution based services to community ones.   

Revisions in policy, based on internationally developing trends to include students 
with disabilities categorically, have been made in several countries. Dart (2007) in Botswana, 
Kalyanpur (2011) in Cambodia, Serpell and Jere-Folotiya (2011) in Zambia, and UNESCO 
(2007) in Indonesia all give details of children with disabilities being included in “inclusive 
education” as being part of a national policy revision.    

The UNESCO report (2007) describes a policy of abolished school fees for students 
with or without disabilities. This was in response to EFA (basic education) in Africa for 
countries like Kenya, Malawi, Sierra Leone and Tanzania.   

Several reports and studies see the importance of public awareness as a tool to 
implement inclusive education. Villa et al. (2003) in Vietnam and World Bank (2005) in 
Egypt, the West Bank and Gaza described projects with a focus on enhancing community 
support by training local leaders and generally disseminating information regarding disability. 
These projects are taken jointly by local and international organisations.   

School factor  
Five studies and one report described specific projects at school level, like providing 
educational services to students with disabilities in neighbourhood schools, collaboration 
between various organisations, partial inclusion and certain medical approaches for students 
with disabilities.  

Studies by Deng and Holdsworth (2007) in West China and Villa et al. (2003) in 
Vietnam described projects based on collaboration between local governments and 
international organisations. Deng and Holdsworth (2007) describe a three -year project of 
systematic planning and implementation carried out in three phases.  This focused on : i) 
gathering information about students with disabilities, ii) formulating school policy and a 
school development plan with headteachers and teachers, iii) training and instructional skills 
to address disabilities of students. Villa et al. (2003) describe a similar project focusing on 
collaboration in three provinces of Vietnam, aimed at training teachers, promoting 
cooperative learning, involving community leaders and age appropriate placing of students 
with disabilities in regular classrooms. Both the projects had a wider scope by involving the 
entire local community.  

Narayan et al. (2005) in India and Ngcobo and Muthukrishna (2011) in a South 
African province have described the initiatives of local schools to include students with 
disabilities. These schools have placed such students in classrooms through goodwill and a 
positive attitude.  

Singh (2009) has described the teamwork between teachers and specialists to include 
students with disabilities in regular classroom in one Indian city. The study describes the 
teamwork of specialists, including special educators and speech therapists in planning 
educational programmes and developing teaching materials for students with disabilities in a 
regular school.  
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established themselves as a pressure group. Alur (2010) describes the key role played by an 
NGO as a pressure group in formulating a national policy for inclusive education. It also 
describes a revision in NGO policy from institution based services to community ones.   

Revisions in policy, based on internationally developing trends to include students 
with disabilities categorically, have been made in several countries. Dart (2007) in Botswana, 
Kalyanpur (2011) in Cambodia, Serpell and Jere-Folotiya (2011) in Zambia, and UNESCO 
(2007) in Indonesia all give details of children with disabilities being included in “inclusive 
education” as being part of a national policy revision.    

The UNESCO report (2007) describes a policy of abolished school fees for students 
with or without disabilities. This was in response to EFA (basic education) in Africa for 
countries like Kenya, Malawi, Sierra Leone and Tanzania.   

Several reports and studies see the importance of public awareness as a tool to 
implement inclusive education. Villa et al. (2003) in Vietnam and World Bank (2005) in 
Egypt, the West Bank and Gaza described projects with a focus on enhancing community 
support by training local leaders and generally disseminating information regarding disability. 
These projects are taken jointly by local and international organisations.   

School factor  
Five studies and one report described specific projects at school level, like providing 
educational services to students with disabilities in neighbourhood schools, collaboration 
between various organisations, partial inclusion and certain medical approaches for students 
with disabilities.  

Studies by Deng and Holdsworth (2007) in West China and Villa et al. (2003) in 
Vietnam described projects based on collaboration between local governments and 
international organisations. Deng and Holdsworth (2007) describe a three -year project of 
systematic planning and implementation carried out in three phases.  This focused on : i) 
gathering information about students with disabilities, ii) formulating school policy and a 
school development plan with headteachers and teachers, iii) training and instructional skills 
to address disabilities of students. Villa et al. (2003) describe a similar project focusing on 
collaboration in three provinces of Vietnam, aimed at training teachers, promoting 
cooperative learning, involving community leaders and age appropriate placing of students 
with disabilities in regular classrooms. Both the projects had a wider scope by involving the 
entire local community.  

Narayan et al. (2005) in India and Ngcobo and Muthukrishna (2011) in a South 
African province have described the initiatives of local schools to include students with 
disabilities. These schools have placed such students in classrooms through goodwill and a 
positive attitude.  

Singh (2009) has described the teamwork between teachers and specialists to include 
students with disabilities in regular classroom in one Indian city. The study describes the 
teamwork of specialists, including special educators and speech therapists in planning 
educational programmes and developing teaching materials for students with disabilities in a 
regular school.  
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The World Bank (2005) mentions two projects. The first in Jordan describes partial 
inclusion at school level. Under this programme resource rooms were created in regular 
schools to address disability, whereby individual students were supported by a specialist 
educator or speech therapist.   The second project in Djibouti, the West Bank and Gaza was 
based on a medical approach at school level. This approach supported the well-being of the 
children rather than their inclusion. It suggests rehabilitating students with disabilities by 
providing aids, appliances and a component of special education.  

 

Teacher factor 

Two reports focused at teacher level, reporting on two projects involving teacher training. 
The first, a UNICEF report (2003), describes a teacher training project undertaken in five 
cities of India. The training was conducted by local organisations with the support of 
international organisations in terms of expertise, knowledge and consultation. Training was 
based on “index for inclusion” developed by Booth and Ainscow (2002), which has three 
dimensions to it, namely inclusive policies, inclusive culture and inclusive practices. The 
latter dimension was the responsibility of local NGOs, with support from international 
organisations. The World Bank (2005) report describes a similar project in Cairo (Egypt) (see 
Table 2.2).  
 

Parent factor 

One study and two reports focused on the role of parents in educating their children with 
disabilities in terms of having negative attitudes and a lack of information about available 
services.  NGOs have undertaken projects based on these parents recognising the importance 
of knowledge and information about disability, its management and available services.    

Alur (2010) describes NGO initiatives in Mumbai (India) to empower parents by 
involving them as equal partners in the education of their child. These initiatives were not 
limited to only training to manage their child at home but also to encourage parents to 
participate in decision making, auditing, evaluating services and acting as resources in 
sensitising communities. The reports of UNICEF (2003) in five cities of India and the World 
Bank (2005) in a slum area of Cairo (Egypt) also describe joint initiatives between local and 
international organisations that focus on sensitising and informing parents and communities 
about disability. These initiatives are mainly through community workers working with a 
rights-based approach and the ‘index for inclusion’ developed by Booth and Ainscow (2002).  

 

 

 

 
 

Table 2.2 Summary of the studies and the outcomes per factor (N= 15 studies/reports). 
References Countries  Report 

/study 

Key focus Effect 

External factors      

Alur (2002) India  Study Shared responsibility of two 

government departments  

N/A3 

Alur (2010) India Study Revision of NGO2 policy N/A  

Dart (2007) Botswana Study Policy revision  N/A  

Kalyanpur (2011) Cambodia  Study Policy revision  N/A 

Serpell and Jere-Folotiya 

(2011) 

Zambia  Study Policy revision  N/A  

Singal (2006) India  Study Shared responsibility of two 

government departments 

N/A  

UNESCO (2007) Africa: Kenya, Malawi, 

Sierra Leone, Tanzania 

Report  Policy of fee abolition  N/A 

UNESCO (2009) Indonesia  Report  Policy revision N/A  

Villa et al. (2003) Vietnam  Study Public awareness  N/A 

World Bank (2005) MENA1: Egypt, West 

Bank and  Gaza, Jordan  

Report    

Public awareness 

N/A  

School factors      

Deng and Holdsworth  

(2007) 

West China Study  Collaboration Yes  

Narayan (2005) India  Study  Local school placement  N/A 

Ngcobo and Muthukrishna 

(2011) 

South Africa Study  Local school placement  N/A  

Singh (2009) India  Study  Teamwork of teachers and 

specialists 

N/A  

Villa et  al. (2003) Vietnam Study Collaboration Yes  

World Bank (2005) Jordan  Report  Partial inclusion  N/A  

World Bank (2005) Djibouti, West Bank and 

Gaza 

 Medical approach  N/A 

Teachers factors      

UNICEF (2003) India  Report  Teacher training  N/A  

World Bank (2005) Egypt  Report  Teacher training  N/A  

Parents factors      

Alur (2010) India  Study  Involvement as equal partners N/A   

UNICEF (2003) India  Report  Sensitising and informing parents N/A  

World Bank (2005) Egypt Report  Sensitising and informing parents N/A 

Note: MENA1: Middle East and North African countries, NGO2: non-government organisation, N/A3: not 

applicable  
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The World Bank (2005) mentions two projects. The first in Jordan describes partial 
inclusion at school level. Under this programme resource rooms were created in regular 
schools to address disability, whereby individual students were supported by a specialist 
educator or speech therapist.   The second project in Djibouti, the West Bank and Gaza was 
based on a medical approach at school level. This approach supported the well-being of the 
children rather than their inclusion. It suggests rehabilitating students with disabilities by 
providing aids, appliances and a component of special education.  

 

Teacher factor 

Two reports focused at teacher level, reporting on two projects involving teacher training. 
The first, a UNICEF report (2003), describes a teacher training project undertaken in five 
cities of India. The training was conducted by local organisations with the support of 
international organisations in terms of expertise, knowledge and consultation. Training was 
based on “index for inclusion” developed by Booth and Ainscow (2002), which has three 
dimensions to it, namely inclusive policies, inclusive culture and inclusive practices. The 
latter dimension was the responsibility of local NGOs, with support from international 
organisations. The World Bank (2005) report describes a similar project in Cairo (Egypt) (see 
Table 2.2).  
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disabilities in terms of having negative attitudes and a lack of information about available 
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international organisations that focus on sensitising and informing parents and communities 
about disability. These initiatives are mainly through community workers working with a 
rights-based approach and the ‘index for inclusion’ developed by Booth and Ainscow (2002).  
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Summary of projects undertaken in developing countries   

To summarise, we found several studies describing various projects with a specific focus on 
external factors, like revising polices according to international guidelines on inclusive 
education. Limited projects were undertaken in informing the general public about such 
policies. Regarding the school factor, projects were based on different approaches, such as 
inclusive, partially inclusive or on a medical approach. In addition, such projects were at 
individual school level or in collaboration with organisations. With respect to teachers, NGO 
training about disabilities was also mentioned. Regarding parent factors, the dissemination of 
information on special needs and the involvement of parents as equal partners was mentioned 
only in a few studies/reports. 

 

 Results 2: Effects of projects under taken in developing countries   

In order to answer the second research question, we examined whether studies/reports 
mentioned the effects of projects in terms of an increase in students with disabilities attending 
regular schools before and after the project undertaken (see Table 2). Two out of fifteen 
studies/reports reported data indicating that the project had a positive effect.   

These studies showing positive effects are described by Deng and Holdsworth (2007) 
in West China and Villa et al. (2003) in Vietnam. Both projects consisted of collaboration 
between local government as well as local and international NGOs. Deng and Holdsworth 
(2007) describe the involvement of community leaders and the training of head teachers and 
class teachers as initiatives which resulted in an increase of students with disabilities in 
regular primary schools. Before the project began thirty per cent of students with disabilities 
were already in regular schools, a situation described as ‘unconscious inclusion’. After the 
three-year joint project sixty per cent of students with disabilities attended regular education, 
described as ‘conscious inclusion.’ In a similar project mentioned by Villa et al. (2003) in 
Vietnam, the initiatives are described as community involvement, training teachers about 
teaching methods such as promoting cooperative learning and age appropriate placement of 
students with disabilities. During the four-year project the number of students with disabilities 
in regular school increased from 30% to 86%.     

To summarise research on the attendance of students with disabilities in regular 
education is very limited. In two small-scale projects it was reported as an effect.  

 

2.4. Overall summary  
Inclusive education for students with disabilities is receiving growing global attention by 
international / national organisations (Armstrong, Armstrong & Spandagou, 2010; 
Engelbrecht et al., 2006; Singal, 2006). This study presents an overview of available literature 
regarding projects and their effects on inclusive education in developing countries. The 
projects are broadly categorized into four factors: external, school, teacher and parent.    

The study began with a systematic search for empirical studies in developing countries 
defined by the UNDP as medium and low ranking on a human development index. In total 
140 countries fell into these two categories (UNDP, 2011). Surprisingly, we found that only 

 

 
 

16 countries (out of 140) had projects on inclusion of students with disabilities (see Fig. 1). 
These projects, however, were often small scale and confined to a small area like a school or a 
city (see Alur, 2010; UNICEF, 2003; World Bank, 2005). This striking fact has led to grave 
concerns regarding the status of research on inclusive education in developing countries. 
Inclusive education requires new legislation and clarity concerning its definition and 
objectives. We found that few countries have clearly defined students with disabilities. 
Although a number of developing countries signed the recent Convention on the Rights of 
Persons with Disability (United Nations, 2006), students with disabilities are not always taken 
care of in education policies. It appears that including students with disabilities in education is 
certainly not a priority. In the last decade, international organisations have been key players in 
supporting the development of education in general in developing countries. However, it 
seems they have largely remained silent on the matter of including children with disabilities in 
their programmes. An example Alur (2008) points out is that in the Indian context students 
with disabilities were exempt from education policy because discussions did not lead to 
decisions.  So far, according to Rambla et al. (2008) UNESCO/IBE workshops have 
contributed to the discussion on inclusive education in Asia and Sub-Saharan Africa, but did 
not result in any projects to increase the number of students with special educational needs in 
regular education. The only outcome is the description of the current status of students with 
disabilities in UNESCO reports. A constructive aspect of it is that the position of the children 
with disabilities is highlighted in terms of educational programmes.  

In most developing countries, regular schools have large classes with few teachers. 
Consequently, many teachers hesitate to work with students with disabilities, finding it an 
additional workload (UNICEF, 2003). This review showed that teachers receive very little 
attention in developing countries. A few studies have reported on teachers’ attitude towards 
inclusive education in developing countries and indicated their inadequate knowledge and 
skills in meeting the needs of students with disabilities (Johnstone & Chapman, 2009; Kuyini 
& Desai, 2007; Mdikana, Ntshangase & Mayekiso, 2007; Ocloo & Subbey, 2008; Parasuram, 
2006). While these studies provide insight into knowledge, skills and attitudes and possible 
variables influencing this situation, they do not focus on teachers’ actual behaviour in the 
classroom.  The effects of teacher training on, for instance, classroom climate or academic- 
and social outcomes, are often forgotten. It seems a worthwhile goal to focus on this in future 
research in developing countries.  

This study further revealed that projects in terms of parent involvement have been 
extremely limited and emphasises the lack of information available regarding children with a 
disability and the options parents have. On the other hand, parents of children with disabilities 
in western countries have been involved in the education of their child. Importantly, parents 
are aware of their rights and options (Engelbrecht et al., 2005; Wehbi, 2006; Yssel et al., 
2007). In developing countries, empowering parents can be seen as a bottom up approach in 
implementing policies, like for example the initiatives of NGOs in the Indian context (Alur, 
2010). 

A disappointing finding is that, based on our selection criteria, we only found two 
studies reporting on the effects of projects. Although we do not undermine the significance of 
studies and projects without data on effects, we do argue that reporting evaluations and effects 
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140 countries fell into these two categories (UNDP, 2011). Surprisingly, we found that only 

 

 
 

16 countries (out of 140) had projects on inclusion of students with disabilities (see Fig. 1). 
These projects, however, were often small scale and confined to a small area like a school or a 
city (see Alur, 2010; UNICEF, 2003; World Bank, 2005). This striking fact has led to grave 
concerns regarding the status of research on inclusive education in developing countries. 
Inclusive education requires new legislation and clarity concerning its definition and 
objectives. We found that few countries have clearly defined students with disabilities. 
Although a number of developing countries signed the recent Convention on the Rights of 
Persons with Disability (United Nations, 2006), students with disabilities are not always taken 
care of in education policies. It appears that including students with disabilities in education is 
certainly not a priority. In the last decade, international organisations have been key players in 
supporting the development of education in general in developing countries. However, it 
seems they have largely remained silent on the matter of including children with disabilities in 
their programmes. An example Alur (2008) points out is that in the Indian context students 
with disabilities were exempt from education policy because discussions did not lead to 
decisions.  So far, according to Rambla et al. (2008) UNESCO/IBE workshops have 
contributed to the discussion on inclusive education in Asia and Sub-Saharan Africa, but did 
not result in any projects to increase the number of students with special educational needs in 
regular education. The only outcome is the description of the current status of students with 
disabilities in UNESCO reports. A constructive aspect of it is that the position of the children 
with disabilities is highlighted in terms of educational programmes.  

In most developing countries, regular schools have large classes with few teachers. 
Consequently, many teachers hesitate to work with students with disabilities, finding it an 
additional workload (UNICEF, 2003). This review showed that teachers receive very little 
attention in developing countries. A few studies have reported on teachers’ attitude towards 
inclusive education in developing countries and indicated their inadequate knowledge and 
skills in meeting the needs of students with disabilities (Johnstone & Chapman, 2009; Kuyini 
& Desai, 2007; Mdikana, Ntshangase & Mayekiso, 2007; Ocloo & Subbey, 2008; Parasuram, 
2006). While these studies provide insight into knowledge, skills and attitudes and possible 
variables influencing this situation, they do not focus on teachers’ actual behaviour in the 
classroom.  The effects of teacher training on, for instance, classroom climate or academic- 
and social outcomes, are often forgotten. It seems a worthwhile goal to focus on this in future 
research in developing countries.  

This study further revealed that projects in terms of parent involvement have been 
extremely limited and emphasises the lack of information available regarding children with a 
disability and the options parents have. On the other hand, parents of children with disabilities 
in western countries have been involved in the education of their child. Importantly, parents 
are aware of their rights and options (Engelbrecht et al., 2005; Wehbi, 2006; Yssel et al., 
2007). In developing countries, empowering parents can be seen as a bottom up approach in 
implementing policies, like for example the initiatives of NGOs in the Indian context (Alur, 
2010). 

A disappointing finding is that, based on our selection criteria, we only found two 
studies reporting on the effects of projects. Although we do not undermine the significance of 
studies and projects without data on effects, we do argue that reporting evaluations and effects 
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is important. Effects of projects were formulated in terms of an increase in the number of 
students with disabilities in regular schools and one could argue that the criterion was too 
conservative. Other effect measures could have presented a more positive outcome. The most 
important lesson here is that projects are evaluated and how this is done is then a second 
issue.   

 

2.5. Discussion  
The current study draws attention to a number of concerns. First, the time scale to achieve 
EFA as a second MDG by 2015 is extremely tight. This fact calls for a response from every 
level of the international community. Although the results of this study seem disappointing in 
terms of effects, nevertheless a positive outcome is that the position of children with 
disabilities in educational policies and legislation of the developing countries has become 
more visible. While saying this, we are conscious of the incomparable political, economic, 
social and cultural identities of each country included, as the only commonality is that they 
are grouped by the UNDP on the Human Development Index (HDI). Second, the mere 
physical presence of students with disabilities in schools or classrooms does not automatically 
lead to positive academic or social outcomes. The worry regarding the academic and social 
outcome of a student with disability has already been expressed in recent studies from western 
countries (Armstrong, Armstrong & Spandagou, 2010; Ferguson, 2008; Frederickson et al.,  
2007; Koster et al., 2010; Norwicki, 2003; Pijl, Frostad & Flem, 2008). Developing countries 
might benefit from this knowledge by measuring such outcomes when projects have been 
undertaken, or are planned to be implemented. A careful planning is cautioned here while 
learning from the western countries. Thomas (2013) signals the dangerous consequences of 
copycat educational ideology from the West for developing countries in terms of curricular 
desertification and school violence, which might act as a warning for international 
organisations (see Harber, 2004; Sayed, 2002; Thomas, 2013).  

The study clearly indicates that there is insufficient empirical evidence on the effects 
of projects under the aegis of international organisations. It is alarming that governments and 
other organisations proceed in developing or implementing inclusive education without actual 
knowledge on possible outcomes. In setting up the evaluation of projects, an important aspect 
to bear in mind is that the evaluations of such projects are generally carried out by the same 
organisations. To make these projects more evidence based, an alternative would be to have 
them evaluated by an independent body.  

Another point of interest in the two studies reporting positive effects of including 
students with disabilities was the impressive increase of the number of students with 
disabilities in regular education settings. The number of students with disabilities attending 
regular schools doubled. This raises questions about the calculation of the effects. Effect 
studies are far from easy to perform and require skilled, independent researchers.  

This review shows that in developing countries the implementation of inclusive 
education is basically undertaken by the NGOs instead of a country’s government.  The 
studies of Alur (2002; 2008) mention similar findings. Disappointingly, the role of 
governments seems to be limited to the formulation or changing of education policies. The 
initiatives in implementing these policies at grass-roots level is left to local or international 

 

 
 

NGOs. It is reasonable that NGOs are engrossed singlehandedly in playing a number of roles, 
such as acting as pressure groups to  governments for policy change, service delivery, raising 
community awareness, mapping resources and mobilising communities that there is scarcely 
time for empirical based, pre and post designed reporting.  

This review highlights the worrying situation of inclusive education in developing 
countries. It is not based solely on western perspectives as the first author is a resident of a 
developing country. It is all too easy to say that what works in western countries, will work in 
developing countries as well.  

Ways forward   

The debate on inclusive education in developing countries is not much more than a decade 
old. International agreements push developing countries to speed up and make up for lost 
time. It is tempting to copy the experiences from the western world quickly: start changing 
laws and regulations, adapt teacher education, empower parents and do all the other sensible 
things the West has done. In doing so, we assume that what works for in western countries 
will work in other settings as well. But it is not just a matter of technically making schools 
more inclusive.  
This paper looks at the implementation of inclusive education for students with disabilities in 
developing countries. Some of the studies described in this paper suggest that the involvement 
of the whole local community and local authorities is extremely important (see Deng & 
Holdsworth, 2007, Villa et al., 2003). This so-called community based rehabilitation (CBR) 
approach has been successfully used in other fields such as HIV/AIDS and in addressing other 
health issues of the World Bank projects (as quoted in Groce & Bakhshi, 2011). It seems wise 
to utilise the tremendous potential of CBR in including students with disabilities in 
developing countries. A well planned and systematic CBR programme can expand the 
development towards more inclusive schooling involving the local community and is a means 
to battle the prevailing social assumptions regarding students with disabilities.        

Another aspect to consider is the fact that the students with disabilities have started 
attending regular schools in some cases. In this light it seems logical to pay attention to 
teacher preparation.   
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Abstract  
India’s educational policy on inclusive education for students with disabilities is in sync 

with general global developments. Especially in the last couple of years there have been 

significant legislative achievements towards this endeavour. However the 

implementation of inclusive education remains elusive. Besides this, teacher’s 

preparedness for inclusion has received little attention. This survey study had two aims. 

Firstly, we aimed at finding or constructing a reliable instrument to measure the three 

aspects: attitudes, knowledge about disability and inclusive teaching methods of regular 

school teachers. Secondly, we aimed to describe the outcomes of the three aspects. For 

attitudes and teaching methods we found a scale and used in this study. We constructed 

and assessed the reliability of a scale in measuring knowledge about four disabilities: 

attention deficit hyperactive disorder, dyslexia, intellectual disability and autistic 

spectrum disorder in pilot and main studies. The results revealed that teachers hold 

neutral attitudes towards inclusive education. Their knowledge about disabilities, 

however, was low, but knowledge about inclusive teaching methods was acceptable, 

which was a significant finding. The practical implications for preparing teachers to 

work towards inclusion are also discussed.  

 

Keywords:  teachers’ attitudes, knowledge about disabilities, inclusive teaching 

methods, questionnaire, India. 

 

 

 
 

3.1. Introduction 
Inclusive education is a global development and in accordance with the idea of ‘Education for 
All’ (EFA) (United Nations, 1990). The EFA includes disadvantaged, working children, 
remote rural dwellers and nomads, ethnic and linguistic minorities, children affected by 
conflict and those with disabilities (UNESCO, 2000). The development towards inclusive 
education is based on several international policy statements such as the Salamanca Statement 
(UNESCO, 1994) and the Dakar Declaration (2000). These international guidelines generated 
the idea of inclusive education and the United Nation Convention on the Rights of Persons 
with Disabilities (UNCRPD, UN 2006), which explicitly includes students with disabilities in 
regular neighbourhood schools. Article 24 of the UN convention states that ‘States Parties 
shall ensure an inclusive education system at all levels’ which also emphasises the changes 
required to implement inclusive education.  

The required changes for successful inclusion of students with disabilities have been 
defined more concretely by Romi and Leyser (2006) as changes in policies, administrative 
structures, availability of resources and qualified classroom teachers. An indicator of 
progression in the light of EFA is an increase in the number of children in schools in 
developing countries. According to the UNESCO report (2011), 57 million primary age 
children are not in school in comparison to 70.5 million in 2005. However, despite changes in 
the educational policies of several developing countries focusing on the EFA goal, the group 
of pupils with disabilities remains less visible and less addressed.  

The development of inclusive education in India is in line with international 
developments (Alur, 2002). The Persons with Disabilities Act of 1995 is the first major 
legislation to protect the rights of individuals with disabilities. The act further emphasises that 
whenever possible students with disabilities should be educated in regular school settings 
(Sharma, Moore & Sonawane, 2009). 

As a signatory to the United Nations Convention on the Rights of Persons with 
Disabilities (UNCRPD), India has made a commitment to harmonise its existing laws. A 
progressive legislative achievement was the enactment of the Right of Children to Free and 
Compulsory Education Act (2009) which serves as a means to ensure all children between six 
and fourteen years receive formal schooling. Based on the threefold goals of access, equity 
and quality it provides a significant platform for child labourers, migrant children, children 
with disabilities and other children disadvantaged by social, economic or cultural factors. The 
act also promises to create more neighbourhood schools (Ministry of Human Resource 
Development, 2010). In addition, drafting of the Persons with Disabilities Act, 2011, has 
already begun (Narain & Natrajan, 2013). As the nation strives to meet its obligations to 
international resolutions, its own educational actions have gained interest amongst researchers 
(Kalyanpur, 2008; Singal, 2006). Several studies have shown that the achievement of EFA in 
India remains complicated and elusive (Alur, 2002; Singal, 2006). The reasons that have been 
pointed out for this are the unclear role of the various government departments (Alur, 2002; 
Kalaynpur, 2008) and the challenge of transforming fundamental notions about disability 
(Singal, 2008). In India, children with disabilities are the responsibility of the Ministry of 
Social Justice and Empowerment, while their education is provided by the Ministry of Human 
Resources Development. Consequently, undefined and overlapping roles at policy 
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implementation level and the negative assumptions at societal level make inclusive education 
a difficult task to achieve.   

The conceptual understanding of inclusive education in the Indian context is a mere 
linguistic shift based on international discourse (Singal, 2005). Indian understanding of 
disability and educational needs are demonstrated through the interchangeable use of several 
terms which have different meanings in western countries. For example students with special 
educational needs (SEN) tend to be perceived as students with disabilities in India (Hodkinson 
& Devarakonda, 2009; Singal, 2005). This is in contrast to the broad usage of the term SEN in 
the U.K (Giffard-Lindsay, 2007).  

In India, 35 percent of the children in the age group of 6-13 years who have some 
form of disabilities are out of school (SRI-IMRB, 2009). So far, despite of policy initiatives, 
little progress has been made for these children to gain access to regular schools. The question 
arises why India has not been able to make significant improvements in including pupils with 
disabilities in mainstream education.  

In implementing inclusive education, teachers are required to be sensitive to the 
curricular needs, styles of learning and levels of motivation of students with disabilities (Das, 
Kuyini & Desai, 2013). Positive attitudes, partnerships between professionals and parents, use 
of appropriate interventions to address students’ specific needs and meaningful adaptations 
and modifications have been considered as important elements in an effective inclusive 
programme (Cross et al., 2004). Therefore, the demand for teachers to demonstrate the 
necessary specific knowledge pertaining to evidence-based intervention strategies and 
methodologies has become paramount (Downing & Peackham-Hardin, 2007; McCabe, 2008). 
It is argued here that three factors are important for teachers when responding to a diverse 
student population: 1) their attitude (Avramidis, Bayliss & Burden, 2000), 2) knowledge 
about disability types (Bishop & Boag, 2006) and 3) knowledge about teaching methods (Rix 
et al., 2009). Literature indicates that there is a positive correlation between supportive 
attitudes of teachers and enhanced performance by students with disabilities who are included 
in the regular classroom (Ross-Hill, 2009). It is also argued that, along with teachers’ 
attitudes, their actions in the classrooms are greatly influenced by their knowledge of the 
learning characteristics of their pupils (Pinar & Sucuoglou, 2011). When teachers are aware of 
certain behaviour or characteristics of a particular disability and have knowledge about 
teaching methods to address these, they can cope better with the diversity of students in class. 
Therefore, attitude, knowledge about disability and related teaching methods are the three 
factors in preparing teachers for inclusion which are discussed here. Like elsewhere, inclusive 
education in India is moving at a fast pace in terms of new educational policies. However, to 
implement policies into practice, it is important to know about the basic requirements for 
teachers in including students with disabilities in their classrooms.  

The purpose of the current study was to explore the attitudes, knowledge about 
disabilities and knowledge about teaching methods of regular primary school teachers towards 
the inclusion of students with several disability types. The study aimed to answer the 
following research questions:  
1. How can the attitudes, knowledge about disabilities and knowledge about teaching methods 
of regular primary school teachers in India be measured?  

 

 
 

2. What attitudes, knowledge about disabilities and teaching methods do regular primary 
school teachers in India have regarding the inclusion of students with disabilities? 

 

3.1.1. Theoretical framework  
Attitude and inclusive education  

Successful implementation of inclusive education largely depends on the attitudes of various 
administrators and professionals involved (e.g. principals and teachers (Avramidis, Bayliss 
Burden, 2000). Several studies have suggested that it largely depends on the teachers in terms 
of their beliefs, feelings and their willingness towards inclusive education (Symeonidou & 
Phtiaka, 2009). In defining attitudes different opinions in the literature can be found. One 
opinion simply defines attitude as a view of a particular object (here the ‘object’ is inclusive 
education) (Gall, Borg & Gall, 1996) while another is that it comprises three components 
(Avramidis, Bayliss & Burden, 2000). The latter view is based on the three-component theory 
and indicates that an attitude is a combination of three conceptually distinguishable 
components towards a certain object (Eagly & Chaiken, 1993): cognitive, affective and 
behavioural. The cognitive component refers to the beliefs about a concept or object. For 
inclusive education this might reflect the belief that ‘students with a disability should be in 
special schools’. The affective component refers to the feelings towards any situation. In 
terms of inclusive education it might refer to feelings such as ‘a student with a disability will 
disrupt the whole class’. The behavioural component refers to the intention to act in a certain 
way. In terms of regular teachers this behaviour would be their ‘willingness to adapt the 
instructions or curriculum for a pupil with a disability’. The current study uses the three-
component theory of attitude. The study of De Boer, Pijl and Minnaert (2011) suggests that 
literature about measuring teachers’ attitude has mostly used various scales based on a single 
component or on two components of attitude. Their study concluded that most teachers are 
undecided or hold negative attitudes towards inclusion. Based on an investigation of twenty–
six studies on the three components of attitude, they suggest that teachers do not feel 
competent in teaching students with special needs in their classroom and hold negative or 
neutral behavioural intentions towards them.  

 
Knowledge about disabilities   
In order to include students with disabilities, it is imperative that teachers have knowledge 
about disability. Several studies have been performed that focused on teachers’ knowledge of 
the subject (e.g. speech, language and communication disabilities (Sadler, 2005), Attention 
Deficit and Hyperactive Disorder (ADHD) (Ghanizadeh, Bhredar & Moeini, 2006), epilepsy 
(Bishop & Boag, 2006), specific learning disabilities or learning disabilities in general (Kirby, 
Davies & Bryant, 2005), dyslexia (Carvalhais & Da Silva, 2010), intellectual disabilities and 
challenging behaviours including emotional and behavioural disorders (Gable et. al., 2012; 
Rae, Murray & McKenzie, 2011) and autistic spectrum disorders (ASD) (McCabe, 2008). 
Knowledge about disability type may facilitate inclusion, influence the future of inclusion and 
the quality of education received by the students with disabilities (Barned, Knapp & 
Neuharth-Pritchett, 2011). Previous studies also suggest that the knowledge is important in 
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deciding on the relevant teaching method which may be group specific and effective. The 
current study focused on teacher’s knowledge about four “invisible” disabilities in India’s 
regular primary classrooms i.e. slow learning, dyslexia, ASD and ADHD. Saravanabhavan 
and Saravanabhavan (2010), point out that they are found in regular classrooms, but teachers 
are hardly informed about them. Such students are generally ignored. Furthermore, they are 
frequently seen under the umbrella term as having “learning disabilities” (Saravanabhavan & 
Saravanabhavan, 2010). In some cases, they are even ignored by educational services. The 
knowledge of regular school teachers regarding these disabilities has been examined and 
found that teachers are aware of certain hallmark characteristics (see Perlod, Louw & 
Kleynhans, 2010 for ADHD; York et. al., 1999 for intellectual disability and ASD). Such 
students have experienced academic problems for a long time but these are largely ignored in 
an overcrowded classroom (Karnath, 1998 cited in Saravanabhavan & Saravanabhavan, 
2010). It is argued here that children with these disabilities are increasingly included in 
regular schools on the pretext of their normal physical appearance. However, their invisible 
disabilities require teachers’ attention in order to draw up educational objectives.    

 

Knowledge about teaching methods 

The use of appropriate teaching methods to address the needs of students with disabilities has 
been considered an important element (Downing & Peackham-Hardin, 2007; Cross et. al., 
2004). Certain instructional strategies are specific to a condition, such as intellectual disability 
(Rae, Mckenzie & Murray, 2011), dyslexia (Carvalhais & Da Silva, 2010), ADHD 
(Ghanizadeh, Bahredar & Moeini, 2006), or ASD (Goodman & Williams, 2007; McCabe, 
2008). Teachers are required to be aware of the common difficulties of students with 
disabilities and the relevant basic instructional strategies applicable to a particular situation. 
However, there is a gap in their knowledge of such strategies (Leach & Duffy, 2009) and this 
key lack of knowledge (Humphrey & Parkinson, 2006) makes teachers feel less confident in 
dealing with such students (Glashan, Mackay & Grieve, 2004). In the current study, we used 
the term ‘teaching methods’ to encompass those terms. Florian (2006) has broadly categorised 
teaching methods for an inclusive teacher under the headings differentiated instruction (e.g. 
adaptation or different pace of instructions, use of varied material beyond text books), 
cooperative learning (e.g. peer tutoring, scaffolding), and classroom management (e.g. 
modification to seating, visual clues structure in the environment). Because those broad 
categories encompass the specific teaching methods which are appropriate for the included 
disabilities in this study, they were used as the framework for measuring the knowledge of 
teaching methods. It is also argued that the adapted teaching methods not only support the 
students with disabilities but also enhance the learning of non-special need pupils. Hence, 
such methods are described as inclusive teaching. Figure 3.1 presents the three factors in 
teacher preparation for inclusive education which were the focus of the current study. 

 

 
 

 

Figure 3.1 Three factors in preparing teachers for inclusive education   
 

3.1.2. Outline of the study  
In the Indian context, very few studies have investigated the attitudes of pre-service teachers 
(Sharma, Moore & Sonawane, 2009) and in-service teachers (Parasuram, 2006). In the study 
of Das, Kuyini and Desai (2013) the competencies of regular school teachers towards 
inclusive education were examined. The authors concluded that teachers lacked competencies, 
more specifically they lack knowledge in resource management and assessment. Other studies 
have suggested the inadequacy of teacher training programmes in terms of attitudes, 
knowledge of disabilities and teaching methods (Bindal & Sharma, 2010; Hodkinson & 
Devarakonda, 2009). Given this small body of literature there are hardly any studies 
performed to assess regular teachers’ knowledge of disabilities and their related teaching 
methods. The upcoming years will be devoted towards implementing newly formulated 
legislation as the prime objective of the government and schools. More importantly, regular 
teachers will be key actors in its implementation. Therefore, it becomes imperative to know 
what attitude, knowledge about disabilities and teaching methods teachers have. Thus, this 
study focused on regular primary school teachers’ attitudes towards inclusive education, their 
knowledge about disabilities and knowledge about teaching methods in India.  
 

3.2. Method  
The general aim of the current study was to measure three factors in preparing teachers for 
inclusive education: attitude, knowledge about disabilities and teaching methods of regular 
teachers using a self-reported questionnaire. In order to achieve this aim, we wanted to find 
existing scales to measure attitude (comprising three components namely: cognitive, affective 
and behavioural), knowledge about disabilities (four disabilities) and knowledge about 
inclusive teaching methods. Each of these scales should have appropriate psychometric 
properties. In case we did not find such scales, potential subscales were used to build new 
scales measuring the three factors. The present study did not find a scale measuring the 
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and behavioural), knowledge about disabilities (four disabilities) and knowledge about 
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knowledge about four disabilities. The scales were then adjusted to disability related 
terminology used in common parlance in India and translated into Hindi.  

 

Procedure for questionnaire development  

Selection of the scales:  

The selection of the three scales was based on the following criteria: 

1. The scale should fit the theoretical framework of attitude, including the main 
characteristics of ADHD, dyslexia, intellectual disability and ASD as knowledge 
about disability and include inclusive teaching methods (e.g. differentiation instruction 
and cooperative learning).  

2. The scale should have an appropriate reliability coefficient in the relevant population 
(α = > .70, DeVellis, 2012).  
 

Attitude scale. In order to measure teachers’ attitude, we selected the Multidimensional 
Attitudes Towards Inclusive Education Scale (MATIES), which is based on the theoretical 
framework of attitudes (Mahat, 2008). The original scale reported reliability coefficients on 
each subscale (cognitive .77, affective .91 and, behavioural .78).  

Knowledge about disabilities scale. Applying the selection criterion we did not find a scale 
measuring knowledge about disabilities, so we decided to use the International Classification 
of Diseases-10 (ICD-10) from the World Health Organisation (WHO, 2011) to formulate 
statements on disability. The items were based on descriptions of characteristics of the four 
disabilities.   

Knowledge about teaching methods scale. Applying the selection criteria we did not find a 
scale measuring knowledge about teaching methods. However, we found inclusive teaching 
methods for regular teachers listed by Florian (2006) and Scott, Vitale and Matsen (1998). 
The inclusive teaching methods were listed under the heading as differential instructions, co-
operative learning, additional adult support, cognitive strategies, classroom organisation and 
social skills. The items for teaching methods were selected from these headings (see Table 
3.1). 
 

Evaluation by a panel of experts  

The questionnaire package includes the scales for attitude, four disability types and teaching 
methods. The next step involved a review of the questionnaire by a panel of experts to 
ascertain content validity. The panel comprised three special education teachers, a 
psychologist and a paediatrician. The panel reviewed the content and appropriateness of the 
language in the Indian context of each scale, suggesting improvements. For the attitude scale 
it was suggested to drop one item as it seemed a repetition, while two items were added in the 
subscales, making a total of 19 items. Regarding knowledge about the four disability types, it 

 

 
 

was proposed to drop four items because they appeared similar, leaving a total of 24 
statements about disability. With respect to knowledge about inclusive teaching methods, 
certain terms (e.g. metacognition) were recommended to be explained in simpler terms for the 
regular teachers. Also, it was suggested ‘intellectual disability’ be replaced by the more 
commonly understood term in India ‘mental retardation’4. In total, the questionnaire 
comprised 67 items, 19 (attitude), 24 (disability types) and 24 (teaching methods).    
  

Translation procedure  

After the panel’s evaluation, the questionnaire’s items were translated into Hindi. This was 
done separately by the first author and a Special Education teacher, who then came together to 
discuss the result. The subsequent agreed translation was used in the final questionnaire. 

Test round 

The translated items were then tested within a small sample to assess the appropriateness of 
item formulation in terms of clarity of understanding for the target group. Six regular primary 
school teachers of the target population (from Classes 1-5: children aged 6-10) were asked to 
complete the questionnaires in the presence of the first author. These participants were not 
included in the pilot or main studies. The comments from the teachers were looked at and any 
unclear items (e.g. mnemonics, scaffolding) were further explained.    

Final questionnaire package 

The final questionnaire package consisted of five sections 1) background variables (e.g. age, 
gender, years of teaching, classes taught, training in special needs education), 2) nineteen 
items measuring attitudes on a 5 point Likert scale (i.e., 1=Strongly disagree to 5= Strongly 
agree, 3) twenty-four items about ADHD, dyslexia, intellectual disability and ASD with two 
answer categories (1=yes and 2= no), 4)  twenty-four items about inclusive teaching methods 
with three answer categories (1=yes, 2=no, 3=don’t know), and 5) general questions 
regarding the experience of respondents with students with disabilities. For all three scales a 
higher score indicated a positive attitude, more knowledge about disability and inclusive 
teaching methods. An overview of the scales and subscales in the final questionnaire package 
is presented in Table 3.1. 

                                                           
4 We are conscious that the term intellectual disability is used for mental retardation in many countries, however 
in many countries it is still an unfamiliar term. In the Indian context mental retardation is used and better 
understood which made us decide to use this term.    
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4 We are conscious that the term intellectual disability is used for mental retardation in many countries, however 
in many countries it is still an unfamiliar term. In the Indian context mental retardation is used and better 
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Procedure for questionnaire evaluation  

The psychometric property of the scales was tested in a two-stage process (i.e. pilot study and 
main study) with two independent samples of teachers. In the first stage, a pilot study was set 
up to ascertain the reliability coefficients of each scale. In case it did not yield appropriate 
results (based on the outcomes), changes and improvements to the scales were made. In order 
to be prepared for disappointment in the pilot study, we planned a back-up second main study. 
In the second stage, a main study was performed to ascertain the reliability coefficients of the 
revised scales. Moreover, Pearson correlations were calculated to examine to what extent the 
scales correlated.    

Pilot study: procedure and participants  

In order to answer the first research question, the questionnaire was administered in a sample 
of teachers (N= 115) from private regular primary schools in India’s Jaipur city, home to the 
first author. Schools were contacted based on the following criteria: 1) were located within a 
15-20 kilometre area for practical commuting reasons, 2) affiliated to the same educational 
board, 3) did not have a special education teacher or counsellor, and did not yet have students 
with disabilities who had been officially diagnosed. Fourteen school principals were contacted 
and twelve consented to participate (response rate= 85%). Fifty per cent of the questionnaires 
were completed in the presence of first author and fifty per cent of filled questionnaires were 
collected by the school co-ordinators and returned to the first author. Demographic 
characteristics about the participants are presented in Table 3. 2. 

Pilot study: Results  

Outcomes of the first stage pilot study for the questionnaire evaluation analysis revealed 
varied reliability coefficients for the three scales. For the attitude scale the overall reliability 
coefficient was good (.83). The subscales revealed the following reliability coefficients: .52 
(cognitive), .78 (affective), and .71 (behavioural).  The scale for knowledge about disabilities 
yielded an overall reliability .30. The subscales of per disability type showed all low 
reliability coefficients. The scale for knowledge about inclusive teaching methods showed 
good coefficient correlation (.88) (see Table 3.3).  
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Procedure for questionnaire evaluation  

The psychometric property of the scales was tested in a two-stage process (i.e. pilot study and 
main study) with two independent samples of teachers. In the first stage, a pilot study was set 
up to ascertain the reliability coefficients of each scale. In case it did not yield appropriate 
results (based on the outcomes), changes and improvements to the scales were made. In order 
to be prepared for disappointment in the pilot study, we planned a back-up second main study. 
In the second stage, a main study was performed to ascertain the reliability coefficients of the 
revised scales. Moreover, Pearson correlations were calculated to examine to what extent the 
scales correlated.    

Pilot study: procedure and participants  

In order to answer the first research question, the questionnaire was administered in a sample 
of teachers (N= 115) from private regular primary schools in India’s Jaipur city, home to the 
first author. Schools were contacted based on the following criteria: 1) were located within a 
15-20 kilometre area for practical commuting reasons, 2) affiliated to the same educational 
board, 3) did not have a special education teacher or counsellor, and did not yet have students 
with disabilities who had been officially diagnosed. Fourteen school principals were contacted 
and twelve consented to participate (response rate= 85%). Fifty per cent of the questionnaires 
were completed in the presence of first author and fifty per cent of filled questionnaires were 
collected by the school co-ordinators and returned to the first author. Demographic 
characteristics about the participants are presented in Table 3. 2. 

Pilot study: Results  

Outcomes of the first stage pilot study for the questionnaire evaluation analysis revealed 
varied reliability coefficients for the three scales. For the attitude scale the overall reliability 
coefficient was good (.83). The subscales revealed the following reliability coefficients: .52 
(cognitive), .78 (affective), and .71 (behavioural).  The scale for knowledge about disabilities 
yielded an overall reliability .30. The subscales of per disability type showed all low 
reliability coefficients. The scale for knowledge about inclusive teaching methods showed 
good coefficient correlation (.88) (see Table 3.3).  
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Adaptations  

The results of the pilot study had various consequences. As the attitude scale showed a good 
overall reliability coefficient, no amendments were required. The knowledge about disability 
scale, however, revealed low reliability. In order to reveal a more reliable scale several 
adaptations were required. The knowledge about teaching methods showed an appropriate 
reliability coefficient so no adaptations were made. The improvements in the scale for 
knowledge about disabilities are elaborated below in more detail.   

 We constructed vignettes about the four disability types (see Appendix 1). The 
vignettes included a short description about each disability and were based on the 
disability characteristics described in the ICD-10, (WHO, 2011). The purpose of using 
vignettes was to aid recognising a child in the classroom who might display such 
features. It is argued that teachers relate better to descriptions of children from their 
classroom and find it easier to answer related statements (De Boer et. al., 2012). Such 
descriptions could be from their own daily experiences, whereas specific terms might 
be unfamiliar, difficult even, since teachers might have heard of these at some point, 
but may have difficulty in recalling them. Similarly, Huang and Diamond (2009) have 
used vignettes in measuring attitudes of teachers regarding the inclusion of students 
with a disability. Again, Cutter et al. (2002) used vignettes in investigating 
instructional methods for teaching such students in regular classrooms. 

 Fifteen new items were formulated based on the four vignettes per disability type with 
respondents replying on a four point Likert scale (i.e. 1= strongly disagree to 4= 
strongly agree) with a higher score reflecting more knowledge (e.g. S. pays attention 
during play/outdoor activities; A. has phonic awareness; K. has no difficulty in 
understanding his task; P. does not respond to praise).   

 An additional statement was added which required the participants to identify the 
disability based on the vignette description. It was incorporated as a second check to 
measure knowledge about included disability types (e.g. K. displays the characteristics 
of dyslexia/intellectual disability/ASD/ADHD). 

 An open-ended and descriptive question was included which required participants to 
describe certain characteristics of the four disability types (e.g. Please describe some 
characteristics of autistic spectrum of disorder). This again was a further (qualitative) 
check to measure the baseline of teachers’ knowledge about the four disability types. 

Main study: procedure and participants  

Based on the outcomes of the pilot study, the subscale for knowledge about disability was 
improved and the entire questionnaire package was then tested on a new sample of regular 
primary school teachers (N= 89). The criterion of contacting schools for the participation was 
the same as in the pilot study. The principals of twenty schools were contacted and eighteen 
agreed to participate (reflecting a response rate of 90% per cent). Half of the questionnaires 
were completed while the first author was present. The other half of the completed 

 

 
 

questionnaires were collected by the school co-ordinators and returned to the first author. 
Demographic characteristics of the participants are presented in Table 3.2.  

Table 3.2 Information about the Background Variables of the Pilot and Main Studies 
Demographics1   Pilot study  

 

Main study  

 

  (N=115) (N=89) 

  N% N% 

Gender  Male  2 (1) - 

 Female  113 (98) 89(100) 

Age  21- 30 years 18 (15) 18(20) 

 31- 40 years  54 (47) 49(55) 

 > - 40 years  36 (42) 22(24) 

Teaching experience 1- 4 years  19 (16) 23(25) 

 5- 9 years 28 (24) 31(34) 

 10- 14 years 30(26) 21(23) 

 > - 14 years 38(33) 14(15) 

Training in SEN2 Short term training  3(2) 7(7) 

 Special education training  6(5) 4(4) 

 1 day  workshop 5(4) 7(7) 

 No training 71(61) 69(77) 

Children with SEN in 

the classroom  

Yes  15(13) 27(30) 

 No  100(87) 59(66) 
Note. 1 due to missing values of demographics the number does not correspond to the sample size. 

 2 SEN: Special Educational Needs 

 

3.3.1. Results: Main study 
The attitude scale again revealed a good overall reliability coefficient (.81). Regarding the 
scale for knowledge about disability, the first analysis of fifteen new items revealed a 
reliability coefficient of .60 (ADHD), .44 (dyslexia), .26 (intellectual disability) and 
.55(ASD). Due to low reliability coefficient, a more detailed analysis was carried out. 
Deleting the items showing negative or ≤ .1 values in item total correlation resulted in an 
increased reliability coefficient for each disability type. The increased reliability coefficients 
were .79 (ADHD), .70 (dyslexia), .78 (intellectual disability) and .82 (ASD). The scale for 
inclusive teaching methods revealed a reliability coefficient of .93 (see Table 3.3). 
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adaptations were required. The knowledge about teaching methods showed an appropriate 
reliability coefficient so no adaptations were made. The improvements in the scale for 
knowledge about disabilities are elaborated below in more detail.   
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vignettes included a short description about each disability and were based on the 
disability characteristics described in the ICD-10, (WHO, 2011). The purpose of using 
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classroom and find it easier to answer related statements (De Boer et. al., 2012). Such 
descriptions could be from their own daily experiences, whereas specific terms might 
be unfamiliar, difficult even, since teachers might have heard of these at some point, 
but may have difficulty in recalling them. Similarly, Huang and Diamond (2009) have 
used vignettes in measuring attitudes of teachers regarding the inclusion of students 
with a disability. Again, Cutter et al. (2002) used vignettes in investigating 
instructional methods for teaching such students in regular classrooms. 

 Fifteen new items were formulated based on the four vignettes per disability type with 
respondents replying on a four point Likert scale (i.e. 1= strongly disagree to 4= 
strongly agree) with a higher score reflecting more knowledge (e.g. S. pays attention 
during play/outdoor activities; A. has phonic awareness; K. has no difficulty in 
understanding his task; P. does not respond to praise).   

 An additional statement was added which required the participants to identify the 
disability based on the vignette description. It was incorporated as a second check to 
measure knowledge about included disability types (e.g. K. displays the characteristics 
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 An open-ended and descriptive question was included which required participants to 
describe certain characteristics of the four disability types (e.g. Please describe some 
characteristics of autistic spectrum of disorder). This again was a further (qualitative) 
check to measure the baseline of teachers’ knowledge about the four disability types. 

Main study: procedure and participants  

Based on the outcomes of the pilot study, the subscale for knowledge about disability was 
improved and the entire questionnaire package was then tested on a new sample of regular 
primary school teachers (N= 89). The criterion of contacting schools for the participation was 
the same as in the pilot study. The principals of twenty schools were contacted and eighteen 
agreed to participate (reflecting a response rate of 90% per cent). Half of the questionnaires 
were completed while the first author was present. The other half of the completed 

 

 
 

questionnaires were collected by the school co-ordinators and returned to the first author. 
Demographic characteristics of the participants are presented in Table 3.2.  

Table 3.2 Information about the Background Variables of the Pilot and Main Studies 
Demographics1   Pilot study  

 

Main study  

 

  (N=115) (N=89) 

  N% N% 

Gender  Male  2 (1) - 

 Female  113 (98) 89(100) 

Age  21- 30 years 18 (15) 18(20) 

 31- 40 years  54 (47) 49(55) 

 > - 40 years  36 (42) 22(24) 

Teaching experience 1- 4 years  19 (16) 23(25) 

 5- 9 years 28 (24) 31(34) 

 10- 14 years 30(26) 21(23) 

 > - 14 years 38(33) 14(15) 

Training in SEN2 Short term training  3(2) 7(7) 

 Special education training  6(5) 4(4) 

 1 day  workshop 5(4) 7(7) 

 No training 71(61) 69(77) 

Children with SEN in 

the classroom  

Yes  15(13) 27(30) 

 No  100(87) 59(66) 
Note. 1 due to missing values of demographics the number does not correspond to the sample size. 

 2 SEN: Special Educational Needs 

 

3.3.1. Results: Main study 
The attitude scale again revealed a good overall reliability coefficient (.81). Regarding the 
scale for knowledge about disability, the first analysis of fifteen new items revealed a 
reliability coefficient of .60 (ADHD), .44 (dyslexia), .26 (intellectual disability) and 
.55(ASD). Due to low reliability coefficient, a more detailed analysis was carried out. 
Deleting the items showing negative or ≤ .1 values in item total correlation resulted in an 
increased reliability coefficient for each disability type. The increased reliability coefficients 
were .79 (ADHD), .70 (dyslexia), .78 (intellectual disability) and .82 (ASD). The scale for 
inclusive teaching methods revealed a reliability coefficient of .93 (see Table 3.3). 
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To assess whether the scales for knowledge about disabilities measured differently than the 
scales for knowledge about teaching methods, we computed correlations between the scales. 
The analysis revealed that there were low correlation between the attitude of teachers towards 
inclusive education, their knowledge about disabilities and knowledge about teaching 
methods. However, the correlations between the four subscales of knowledge about 
disabilities were generally higher (up to .48). Table 3.4 presents the correlation coefficients 
between the scales.  

 

Table 3. 4  Correlation coefficients analysis between the scales. 
 Variables  2 3 4 5 6 

1 Knowledge about ADHD1  0.235* 0.463** 0.389** 0.040 0.207 

2 Knowledge about dyslexia   0.140 0.070 -.239* -.203 

3 Knowledge about ID2    0.480** 0.077 0.090 

4 Knowledge about ASD3    0.212* 0.116 

5 Knowledge about teaching methods     0.153 

6 Attitude towards inclusive education       

Note : *P< 0.05; **P< 0.01; 

ADHD1- attention deficit/hyperactivity disorder; ID2 - intellectual disability; ASD3 - autistic 

spectrum of disorder 

 

Attitudes towards inclusive education    

The study’s second research question aimed at describing the attitude, knowledge of 
disabilities and knowledge about inclusive teaching methods of regular primary school 
teachers in Jaipur. The data of the participants of the main study was used for this.  

In describing attitudes, the mean scores of the participants were calculated. The 
overall mean score of teachers on a 5-point Likert scale was 3.51 (SD= .46). This is due to the 
scale’s theoretical midpoint of 3. At item level, the most positive score was reflected in the 
two statements ‘I believe that inclusion facilitates socially appropriate behaviour  amongst all 
students’ (M= 3.92,  SD= .77) and ‘I am willing to have training to gain knowledge about 
disability so that I can include students with disabilities’(M= 3.91,  SD= 1.0). The least 
positive score was reflected in the statement ‘I feel I do not have knowledge of disabilities to 
teach students with disability’ (reverse coding M= 2.37, SD = .94). 

 Regarding knowledge about disabilities on a 4-point Likert scale, the overall mean 
score of knowledge about ADHD was 3.12 (SD= .34). At an item level, the most positive 
score was reflected in the statement ‘S. should be rewarded once he finishes his task’ (M= 
3.37,  SD= .53), while least positive score was reflected in the statement ‘S. has no difficulty 

Chapter 3

62

13307_Srivastava_Layout.indd   62 13-11-15   10:12



   Ta
bl

e 
3.

3 
An

 O
ve

rv
ie

w
 o

f t
he

 re
lia

bi
lit

y 
co

ef
fic

ie
nt

 fo
r t

hr
ee

 sc
al

es
 a

nd
 th

ei
r s

ub
sc

al
es

 o
f t

he
 q

ue
sti

on
na

ir
e 

pa
ck

ag
e 

Sc
al

e 
Su

b(
sc

al
e)

 
R

el
ia

bi
lit

y 

co
ef

fic
ie

nt
  

 
R

el
ia

bi
lit

y 
co

ef
fic

ie
nt

 

A
tti

tu
de

 
 

Pi
lo

t s
tu

dy
 

R
ev

is
io

n 
M

ai
n 

stu
dy

 

   
  

To
ta

l  
(N

=1
9)

  
.8

3 
N

o 
re

vi
si

on
 n

ee
de

d 
.8

1 

K
no

w
le

dg
e 

ab
ou

t 

di
sa

bi
lit

ie
s  

To
ta

l (
N

=2
4)

 
.3

0 
 

 

 
A

D
H

D
1  (n

=6
) 

<.
30

 
V

ig
ne

tte
 T

ot
al

(N
=1

5)
 

Ite
m

s a
fte

r d
el

et
in

g 
ne

ga
tiv

e 
va

lu
es

 in
 it

em
-

to
ta

l c
or

re
la

tio
n 

(n
=1

1)
 

.6
0 

 .7
9 

 
D

ys
le

xi
a 

(n
=6

) 
<.

30
 

V
ig

ne
tte

 T
ot

al
(N

=1
5)

 

Ite
m

s a
fte

r d
el

et
in

g 
ne

ga
tiv

e 
an

d 
≤ 

.1
 v

al
ue

s 

in
 it

em
-to

ta
l c

or
re

la
tio

n 
(n

=7
) 

.4
4 

 .7
0 

 
ID

2 
(n

=6
) 

<.
30

 
V

ig
ne

tte
 T

ot
al

(N
=1

5)
 

Ite
m

s a
fte

r d
el

et
in

g 
ne

ga
tiv

e 
an

d 
≤ 

.1
 v

al
ue

s 

in
 in

te
r-

ite
m

 c
or

re
la

tio
n 

(n
=8

) 

.2
6 

 .7
8 

 
A

SD
3  (n

=6
) 

<.
30

 
V

ig
ne

tte
 T

ot
al

(N
=1

5)
 

Ite
m

s a
fte

r d
el

et
in

g 
ne

ga
tiv

e 
va

lu
es

 in
 it

em
-

to
ta

l c
or

re
la

tio
n 

(n
=9

) 

.5
5 

 .8
2 

K
no

w
le

dg
e 

ab
ou

t 

te
ac

hi
ng

 

To
ta

l (
N

=2
4)

 
.8

8 
N

o 
re

vi
si

on
 n

ee
de

d 
.9

3 

N
ot

e:
 A

D
H

D
1 - a

tte
nt

io
n 

de
fic

it/
hy

pe
ra

ct
iv

ity
 d

is
or

de
r; 

ID
2 

- i
nt

el
le

ct
ua

l d
is

ab
ili

ty
; A

SD
3 

- a
ut

is
tic

 sp
ec

tru
m

 o
f d

is
or

de
r. 

 

 
 

To assess whether the scales for knowledge about disabilities measured differently than the 
scales for knowledge about teaching methods, we computed correlations between the scales. 
The analysis revealed that there were low correlation between the attitude of teachers towards 
inclusive education, their knowledge about disabilities and knowledge about teaching 
methods. However, the correlations between the four subscales of knowledge about 
disabilities were generally higher (up to .48). Table 3.4 presents the correlation coefficients 
between the scales.  

 

Table 3. 4  Correlation coefficients analysis between the scales. 
 Variables  2 3 4 5 6 

1 Knowledge about ADHD1  0.235* 0.463** 0.389** 0.040 0.207 

2 Knowledge about dyslexia   0.140 0.070 -.239* -.203 

3 Knowledge about ID2    0.480** 0.077 0.090 

4 Knowledge about ASD3    0.212* 0.116 

5 Knowledge about teaching methods     0.153 

6 Attitude towards inclusive education       

Note : *P< 0.05; **P< 0.01; 

ADHD1- attention deficit/hyperactivity disorder; ID2 - intellectual disability; ASD3 - autistic 

spectrum of disorder 

 

Attitudes towards inclusive education    

The study’s second research question aimed at describing the attitude, knowledge of 
disabilities and knowledge about inclusive teaching methods of regular primary school 
teachers in Jaipur. The data of the participants of the main study was used for this.  

In describing attitudes, the mean scores of the participants were calculated. The 
overall mean score of teachers on a 5-point Likert scale was 3.51 (SD= .46). This is due to the 
scale’s theoretical midpoint of 3. At item level, the most positive score was reflected in the 
two statements ‘I believe that inclusion facilitates socially appropriate behaviour  amongst all 
students’ (M= 3.92,  SD= .77) and ‘I am willing to have training to gain knowledge about 
disability so that I can include students with disabilities’(M= 3.91,  SD= 1.0). The least 
positive score was reflected in the statement ‘I feel I do not have knowledge of disabilities to 
teach students with disability’ (reverse coding M= 2.37, SD = .94). 

 Regarding knowledge about disabilities on a 4-point Likert scale, the overall mean 
score of knowledge about ADHD was 3.12 (SD= .34). At an item level, the most positive 
score was reflected in the statement ‘S. should be rewarded once he finishes his task’ (M= 
3.37,  SD= .53), while least positive score was reflected in the statement ‘S. has no difficulty 
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in organizing his tasks’ (reverse coding M= 2.77,  SD= .62). An overall mean score for 
knowledge about dyslexia was 2.8. The most positive score was reflected in the statement ‘If 
information is presented graphically to A., he remembers’ (M= .32, SD = .41) while the least 
positive score was reflected in the statement ‘A. has good reading comprehension’ (reverse 
coding M = 2.54, SD = .67). The mean score for knowledge about intellectual disability was 
3.1 (SD= .41). The statement reflecting the most positive score was ‘Complex topics can be 
broken into simple components for K.’(M= 3.15,  SD=  .41), while least positive was reflected 
in ‘the curriculum could be modified for K.’(M=2.76, SD= .62).  An overall mean score for 
knowledge about ASD was 2.79. The most positive score was reflected in the statement 
‘Social stories help P. to understand social situations’ (M= 3.01, SD= .43), while least positive 
was ‘P. sometimes interrupts activities with an irrelevant topic’ (M= 2.4,  SD= .61). 

With respect to knowledge about inclusive teaching methods on a 3-point Likert scale, 
the mean score was 2.17 (SD=.53). The most familiar method was ‘use of praise’ (M = 2.84, 
SD = .45). The other familiar methods were ‘frequent monitoring and feedback’ (M= 2.73, SD 
= .56), ‘modify seating arrangement’ (M = 2.62, SD =.73) and ‘reviewing prior learning’ (M = 
2.48, SD = .79). The least familiar method was ‘use of scaffolding’ (M=1.53, SD = .81) and 
‘teaching meta-cognitive strategies’ (M =1.55, SD = .79).   

 Regarding identification of the disability types described in the four vignettes, 55% of 
teachers were unable to identify the description of dyslexia, 78% intellectual disability, 69% 
ASD and 74% ADHD. Finally, a qualitative analysis of the data from the open-ended 
questions about describing the four disability type revealed that 59% of teachers could not 
describe ADHD and ASD, 67% dyslexia and 48% intellectual disability.   

3.4. Conclusion  
The current study had two aims. Firstly, to find instruments with appropriate psychometric 
properties to measure attitude, knowledge about disabilities and knowledge about teaching 
methods for regular school teachers in Jaipur (India). Secondly, we aimed to describe the 
attitudes towards inclusive education, knowledge about disabilities, and knowledge about 
inclusive teaching methods. We measured attitudes of the teachers with a scale fitting within 
the theoretical framework, after adapting the scale to the Indian context.  In order to measure 
knowledge about four disability types, a scale was designed and developed in two stages 
resulting in appropriate reliability coefficients. A remarkable finding was that the teachers had 
extremely low knowledge about the four disability types so that they were unable to complete 
the questionnaire. So we developed a new scale using vignettes of the four disability types. 
After assessing the adapted scale in the main study appropriate reliability coefficients were 
found. The scale to measure the knowledge about inclusive teaching methods was adapted 
from an existing list which showed a good reliability coefficient. The correlation analysis 
indicated a correlation between knowledge about disabilities and knowledge about inclusive 
teaching methods. 

With regard to the second aim of the study, the results indicated that, in general, 
teachers hold a neutral attitude (De Boer, Pijl & Minnaert, 2011) towards inclusive education. 
The scale mean is close to the scale’s theoretical midpoint. Results also showed that teachers 

 

 
 

had inadequate knowledge about disability and were willing to receive training in including 
children with disabilities in their classrooms. With regard to teachers’ knowledge about 
disabilities this study showed that teachers had some knowledge about ADHD and intellectual 
disabilities but not about dyslexia and ASD. The participating teachers were unable to 
describe the characteristics of the four disability types, confirming a pressing need for 
knowledge about disability in the context of inclusive education.  

 

3.5. Discussion  
The present study highlights three important factors concerning preparing regular school 
teachers in India (Jaipur) for inclusive education, namely: attitudes, knowledge about 
disabilities and knowledge about inclusive teaching methods. While we aimed at finding and 
adapting existing scales, we only found scales measuring attitudes and teaching methods. At 
first the scale developed based on the characteristics of four disability types revealed a low 
reliability coefficient. As a result, they found it too difficult to answer the questions. The lack 
of knowledge was repeated when participants in answering the scale expressed their lack of 
awareness about disability types or terminology stating they had not heard about a certain 
disability before. It could be that the panel of experts may have underestimated the level 
difficulty of the content for the teachers. However, the panel of experts felt the content 
represented the minimum level of knowledge on characteristics of disability type a teacher 
should possess in order to include children with disabilities. While answering the 
questionnaire, the respondents immediately indicated they recognised the description 
(vignette) of a student with ADHD, as they had a few such children in their own classrooms. 
They reported that the description of the student with intellectual disability and dyslexia also 
fitted one of the children in their class. It shows that such students are invariably present in 
regular classrooms while their educational needs remain unattended. The statements were 
constructed about the characteristics of disability types and certain specific teaching methods 
for it. The study of Anderson, Watt and Noble (2012) explains that knowledge about a 
particular phenomenon can be factual or procedural. Factual knowledge is considered similar 
to objective knowledge which includes characteristics of disability. Procedural knowledge 
concerns the procedures, skills which include the teaching methods benefitting the whole 
class. The result indicates that teachers have more procedural knowledge about disabilities 
while the results of the correlation analysis reveal a high correlation between the subscales of 
knowledge about disability types. This suggests that the disability types which are selected in 
this study have overlapping characteristics (e.g. ADHD and dyslexia; intellectual disability 
and ASD). It could be explained as comorbidity of the disorders (Wheeler et. al., 2008). It is 
an encouraging finding which would be useful in planning and developing teacher training 
programmes. A capsule of knowledge about those disability types could be useful in 
increasing teachers’ knowledge and eventually increase their confidence in coping with the 
educational needs of students with disabilities.    

Surprisingly, this study found teachers having an acceptable level of knowledge about 
inclusive teaching methods. It is an encouraging finding, as it means teachers have certain 
knowledge which would benefit all their students including those with disabilities. Therefore, 
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regular classrooms while their educational needs remain unattended. The statements were 
constructed about the characteristics of disability types and certain specific teaching methods 
for it. The study of Anderson, Watt and Noble (2012) explains that knowledge about a 
particular phenomenon can be factual or procedural. Factual knowledge is considered similar 
to objective knowledge which includes characteristics of disability. Procedural knowledge 
concerns the procedures, skills which include the teaching methods benefitting the whole 
class. The result indicates that teachers have more procedural knowledge about disabilities 
while the results of the correlation analysis reveal a high correlation between the subscales of 
knowledge about disability types. This suggests that the disability types which are selected in 
this study have overlapping characteristics (e.g. ADHD and dyslexia; intellectual disability 
and ASD). It could be explained as comorbidity of the disorders (Wheeler et. al., 2008). It is 
an encouraging finding which would be useful in planning and developing teacher training 
programmes. A capsule of knowledge about those disability types could be useful in 
increasing teachers’ knowledge and eventually increase their confidence in coping with the 
educational needs of students with disabilities.    

Surprisingly, this study found teachers having an acceptable level of knowledge about 
inclusive teaching methods. It is an encouraging finding, as it means teachers have certain 
knowledge which would benefit all their students including those with disabilities. Therefore, 
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a training programme could be designed that draws on teacher’s existing knowledge thereby 
increasing their confidence to cope with pupil diversity.  

 This study presents a quantitative description of the knowledge about disabilities. The 
vignettes presented to the teachers described some stereotype characteristics of four 
disabilities (i.e. ADHD, dyslexia, intellectual disability and ASD). As the disabilities differed, 
it is difficult to say that teachers possess knowledge about these. Regarding ADHD, the term 
hyperactivity is more commonly used to describe unusually active behaviour, which was 
reconfirmed with the finding that most of the teachers were unable to describe ADHD type 
characteristics. This lack of knowledge of teachers is in line with the findings of David 
(2013). Also, according to Perold, Louw and Kleynhans (2010), being familiar with ADHD 
cannot be seen as having adequate knowledge about it. Another important finding was the 
lack of knowledge about autism. This finding is in line with the study of Narayan et  al. 
(2005). Based on their study, they concluded that most students with autism remain either in 
special school or home-based programmes because regular school teachers lack knowledge 
about autism as well as teaching skills to cope with the specific educational needs.  

This study had difficulties in finding an appropriate instrument which can be used to 
measure the effectiveness of training programmes. After a comprehensive development and 
evaluation process this study has newly developed instrument as a valuable outcome. The 
instruments described in this study may be used to evaluate teacher training programmes from 
the viewpoint of the inclusion of students with disabilities not only in India but also in other 
developing countries.   

Due to limitations of the study, the findings should be interpreted with caution. One 
limitation regards the sample, consisting of teachers from a specific geographical location of 
India. However, the outcomes may not hold good for other areas in the country.  

Another implication is about teacher preparation and teacher education towards 
inclusive education. In the context of India, particularly to the geographical area of this study, 
new educational policies have been formulated and as a result students with disabilities have 
started attending the schools. However, there seems hardly any preparation for the teachers to 
address the diversity of their class. In-service teacher training programmes are either rarely 
conducted or evaluated. The changes and the implementation of initial teacher training 
programme would take quite some time while in the meantime students with disabilities are 
attending the regular schools. This means that teachers are required to address the educational 
needs of students with disabilities with no information, preparation or support. It seems a 
critical juncture where on one hand the new policies are being enforced and on the other no 
concrete preparations are available for the teachers. In this case, the purpose of inclusion can 
be questioned. Based on the outcomes of the current study we stress the importance for in-
service teacher training programmes focusing on teacher preparation towards inclusive 
education.  

On a practical level this study shows that regular school teachers require knowledge 
about disabilities and inclusive teaching methods. An outcome of the study might be a reason 
for teacher’s neutral attitudes. This need is indicated in other Indian studies (Das, Kuyini & 

 

 
 

Desai, 2013; Narayan et. al., 2005) as well as in studies conducted elsewhere (Barned, Knapp 
& Neuharth-Pritchett, 2011; Ghanizadeh, Bahredar & Moeini, 2006). At policy level this 
study shows it is high time to update and modify the teacher education curriculum and design 
in-service programme to equip teachers with relevant knowledge about disabilities and 
inclusive teaching methods. The points mentioned above have some interesting implication 
for future research. First, developing and implementing an in-service training programme and 
measuring its short and long term effectiveness seems imperative. Second, investigating the 
effect of such a training programme on teachers’ behaviour in daily practices seems the next 
challenging step. This, in the end, should lead to an increase of children with disabilities in 
regular schools in developing countries (Srivastava, De Boer & Pijl, 2013) and promote 
positive student outcomes.  
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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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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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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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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  
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 Creating an inclusive environment 

using inclusive pedagogies 

 Conclusion and feedback 
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lectures, video clips, demonstrating 

various visual schedules for ASD 
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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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Abstract 
Teachers are seen as key players in implementing inclusive education. However, extremely 

little attention has been paid to teacher preparation, particularly in India. The aim of the 

current study was to implement a teacher training programme and evaluate its effects and 

appropriateness. This focused on increasing teachers’ i) attitudes, ii) knowledge about four 

types of special educational needs (i.e. attention deficit and hyperactivity disorder(ADHD), 

dyslexia, intellectual disability, autistic spectrum disorder (ASD) and iii) teaching methods. 

In a pre-post-test study the effects of the training programme were evaluated (n experimental group 

= 38, n control group = 41). A questionnaire package was administered before and after the 

implementation of the training programme. Outcomes of the ANOVA revealed that the 

teachers in the experimental group had significantly more positive attitudes and had 

increased their knowledge about dyslexia, intellectual disability, ASD and teaching methods. 

Moreover, teachers evaluated the training programme as relevant and appropriate. The 

practical implications of the results are discussed in terms of teacher preparation and the 

implementation  of inclusive education.  

Keywords: inclusion, attitudes, knowledge, disabilities, teaching methods, teacher training, 

professional development      

 

 

 
 

5.1. Introduction  
Inclusive education for students with disabilities is one of the Millennium Development Goals 
(United Nations, 2000). This particular goal defines concrete educational objectives based on 
international policy statements such as the Salamanca Statement; Framework for Action on 
Special Needs Education (United Nations Educational Scientific and Cultural Organisation 
[UNESCO], 1994) and the United Nations Convention on the Rights of Persons with 
Disabilities (UNCRPD, 2006). It is a right based approach that underscores the discussions 
about implementing inclusive education for students with disabilities.  

Many countries follow the trend towards inclusive education (Srivastava, De Boer, & 
Pijl, 2015), among which is India, where this rights-based approach has also been introduced. 
Legislation and educational policies have been steadily emphasising this approach for almost 
two decades now. In this context, the Persons with Disabilities Act (PWD) Act of 1995 was a 
landmark, followed by other programme like Sarva Shiksha Abhiyan (SSA) [Education For 
All Movement] in 2001; Action Plan for Inclusive Education of Children and Youth with 
Disabilities in 2005 and the Right to Education Act in 2010 (Ministry of Human Recource 
Development [MHRD], 2010). In India, the term ‘disabilities’ is used interchangeably with 
“special educational needs’ (SEN) (Hodkinson & Devarakonda, 2009; Singal, 2005). 
Although on a policy level much progress has been made in the last few years, the practical 
aspects of implementation are barely visible.  

Teachers play a pivotal role in implementing inclusive education (Ahmmed, Sharma, 
& Deppler, 2012; Oswald & Swart, 2011). Several studies have indicated important aspects 
with respect to teachers in inclusive education, such as their attitude (Avramidis, Bayliss, & 
Burden, 2000; Ross-Hill, 2009), knowledge about the characteristics of students, their 
learning style (Bishop & Boag, 2006; Croft, 2010) and knowledge about teaching methods 
(Rix et. al., 2009). In other words, teachers’ attitude, their knowledge about disabilities and 
knowledge about teaching methods, are important for including students with disabilities in 
regular schools.  

A substantial body of research has investigated the above three aspects and suggests 
that teachers’ attitudes are neutral or undecided (De Boer, Minnaert, & Pijl, 2011; Parasuram, 
2006), and that they lack knowledge about different types of disability like dyslexia 
(Carvalhais & Da Silva, 2010), attention deficit and hyperactivity disorder (ADHD) 
(Ghanizadeh, Bhredar & Moeini, 2006) and autistic spectrum disorders (ASD) (McCabe, 
2008). Moreover, teachers possess inadequate knowledge about specific teaching methods 
pertaining to a disability (Leach & Duffy, 2009). Overall these studies conclude teachers’ 
concern about their inadequate preparedness to include such students in their classroom. 
While teachers’ concerns might be justified in certain circumstances or situations, Rouse 
(2008) suggests reconsidering the role and responsibilities of teachers from three aspects, 
namely: believing; knowing; and doing. These aspects appear similar to attitudes, knowledge 
about disability and knowledge about teaching methods. Florian (2008) explains them as 
having a triangular relationship as any two of these aspects influences the third. This means 
that if a teacher ‘believes’ in the rights–based approach towards inclusive education and is 
willing to try to include students with disabilities (‘doing’) then the teachers knowledge about 
inclusive practices will develop. Likewise, another teacher believing in the principle of 
inclusion may lack confidence in ‘doing’, but by learning about inclusive practice develops 
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having a triangular relationship as any two of these aspects influences the third. This means 
that if a teacher ‘believes’ in the rights–based approach towards inclusive education and is 
willing to try to include students with disabilities (‘doing’) then the teachers knowledge about 
inclusive practices will develop. Likewise, another teacher believing in the principle of 
inclusion may lack confidence in ‘doing’, but by learning about inclusive practice develops 
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the knowledge (‘knowing’) giving him/her the confidence to engage in inclusive practices. 
Similarly, teachers may know about inclusive practice but still be unsure about whether they 
believe in it, but by working in a school that has an inclusive ethos (‘doing’), they see the 
practise can be effective (‘believing’) (Florian, 2008). While looking at the implementation of 
inclusive education from this perspective, the question arises: how should teachers be 
facilitated in developing their attitudes, knowledge and teaching methods? The current study 
focuses on preparing regular teachers in developing their attitudes, knowledge about 
disabilities and knowledge about teaching methods.  

 

Theoretical background 

Attitudes towards inclusive education: Eagly and Chaiken (1993) defined attitudes as 
comprising three distinguishable components towards an object, namely: cognitive, affective 
and behavioural. The cognitive component refers to the beliefs about a concept or object. In 
case of inclusive education, it could be the belief that ‘students with a disability should be in 
regular schools’. The affective component refers to the feelings towards a situation. For 
inclusive education it might be the feeling that a student with a disability will disrupt the 
entire class. The behavioural component refers to the intention to act in a certain way. In the 
case of regular teachers’ behaviour this could be their willingness to adapt instruction or the 
curriculum for a student with a disability’. Based on an investigation of twenty–six studies on 
the three components of attitude, the study of De Boer, Pijl and Minnaert (2011) showed that 
regular school teachers held negative or neutral attitudes towards inclusion. In addition, they 
concluded that teachers do not feel competent and confident in teaching students with 
disabilities. Furthermore, they investigated the influence of variables like gender, years of 
teaching experience, experience with inclusive education and training on the attitudes of 
teachers. They found that women teachers being more supportive than their male colleagues; 
having less teaching experience; previous experience with inclusive education; and training in 
special needs education were all variables that significantly influenced a more positive 
attitude towards inclusion.   
Knowledge about disabilities: Obviously, it would be difficult for teachers to teach students 
with disabilities without having any knowledge about it. Allday, Neilsen-Gatti, and Hudson 
(2013) identified knowledge about the characteristics of students with disabilities as a basic 
teacher requirement towards the goal of inclusion. It was also recommended by the teachers in 
the study of Idol (2006). A number of studies that focused on teachers’ knowledge about 
disabilities such as ADHD (Ghanizadeh, Bhredar, & Moeini, 2006; Vereb & DiPerna, 2004), 
specific or general learning disabilities (Kirby, Davies & Bryant, 2005), dyslexia (Carvalhais 
& Da Silva, 2010), intellectual disabilities and ASD (McCabe, 2008) found that in each case 
the teachers lacked knowledge. These authors also suggested that the knowledge about 
disabilities would be helpful in employing relevant teaching methods which might be both 
specific and effective. The current study focused on teacher’s knowledge about four 
‘invisible’ disabilities in India, commonly occurring in regular primary classrooms (ADHD, 
dyslexia, intellectual disability and ASD). The reason for focusing on these is that due to the 
normal physical appearance of children with such disabilities, they have special education 
needs about which teachers can be unaware. Consequently, in regular classrooms they are 

 

 
 

either overlooked from the educational objectives or wind up in special education. It is argued 
that both situations should be avoided.   
Knowledge about teaching methods: The literature suggested that to include students with 
disabilities in regular classrooms, teachers need to be aware of appropriate teaching methods 
(Allday, Neilsen-Gatti, & Hudson, 2013; Burstein et.al, 2004; Edwards, Carr, & Siegel, 
2006). Moreover, certain teaching methods are specific to a certain disability such as dyslexia 
(Carvalhais & Da Silva, 2010) or ASD (Goodman & Williams, 2007; McCabe, 2008). 
Therefore, teachers need to be aware of the common difficulties of students with disabilities 
and the relevant teaching methods appropriate to a particular situation. Florian (2006) 
categorised teaching methods for an inclusive teacher under the headings: differentiated 
instruction (e.g. different paces of instruction), cooperative learning (e.g. peer tutoring) and 
classroom management (e.g. modified seating plan). Florian (2006) described these methods 
as ‘inclusive teaching methods’ as they would benefit all students in the regular classroom. 
Since preparing teachers for inclusion is the objective of the current study, knowledge about 
these teaching methods fit well in the theoretical framework.  
  

Rationale for development of an in-service training programme 

The current study focuses on the implementation of an in-service training programme and 
aims to influence teachers’ attitudes, knowledge about disabilities and knowledge about 
teaching methods. To promote positive attitudes and increase knowledge, several studies 
recorded the impact of teacher education and teacher training programmes on attitude and 
knowledge (Carroll, Forlin, & Jobling, 2003; Florian, 2009; Nash & Norwich, 2010; Sharma, 
Forlin & Loreman, 2008). Studies have also aimed at increasing knowledge about various 
special needs and teaching methods (see Forlin & Chambers, 2011; Leblanc, Richardson & 
Burns, 2009; Rae, Mckenzie, & Murray, 2011). Overall, these studies reported a significant 
increase in the knowledge of participants about disabilities and knowledge about teaching 
methods after the training programmes. Thus, an in-service training programme seemed to 
have a tremendous potential in preparing teachers for inclusive education. Unfortunately, 
however, not every in-service training programme has been evaluated properly in terms of its 
effects.  

In the context of India the education of students with disabilities in the past decades 
has been provided in special schools (Hodkinson & Devarakonda, 2009). However, the Indian 
legislation and educational policies have been evolving at a rapid pace from last few years 
which are in line with the international trends towards inclusive education. Inclusion of 
children with disabilities in regular education was started under the movement of SSA 
(Education For All) which has increased its pace with the introduction of Right to Education 
Act 2010 (MDRD 2010). The legislation mandates all schools to include students with 
disabilities in regular education. Consequently students with disabilities have started attending 
regular schools. The percentage of students with disabilities present in regular school has been 
increasing in the past years5 . However, implementation of policies requires preparation. 
Students with disabilities have started attending the regular school but teachers are hardly 
prepared to manage their special educational needs. Literature about inclusive education in 
                                                           
5 In 2012-2013, 1.18% students with disabilities were in schools, while in 2013-2014 it was 1.26% (DISE, 2014). 
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specific or general learning disabilities (Kirby, Davies & Bryant, 2005), dyslexia (Carvalhais 
& Da Silva, 2010), intellectual disabilities and ASD (McCabe, 2008) found that in each case 
the teachers lacked knowledge. These authors also suggested that the knowledge about 
disabilities would be helpful in employing relevant teaching methods which might be both 
specific and effective. The current study focused on teacher’s knowledge about four 
‘invisible’ disabilities in India, commonly occurring in regular primary classrooms (ADHD, 
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that both situations should be avoided.   
Knowledge about teaching methods: The literature suggested that to include students with 
disabilities in regular classrooms, teachers need to be aware of appropriate teaching methods 
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2006). Moreover, certain teaching methods are specific to a certain disability such as dyslexia 
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and the relevant teaching methods appropriate to a particular situation. Florian (2006) 
categorised teaching methods for an inclusive teacher under the headings: differentiated 
instruction (e.g. different paces of instruction), cooperative learning (e.g. peer tutoring) and 
classroom management (e.g. modified seating plan). Florian (2006) described these methods 
as ‘inclusive teaching methods’ as they would benefit all students in the regular classroom. 
Since preparing teachers for inclusion is the objective of the current study, knowledge about 
these teaching methods fit well in the theoretical framework.  
  

Rationale for development of an in-service training programme 

The current study focuses on the implementation of an in-service training programme and 
aims to influence teachers’ attitudes, knowledge about disabilities and knowledge about 
teaching methods. To promote positive attitudes and increase knowledge, several studies 
recorded the impact of teacher education and teacher training programmes on attitude and 
knowledge (Carroll, Forlin, & Jobling, 2003; Florian, 2009; Nash & Norwich, 2010; Sharma, 
Forlin & Loreman, 2008). Studies have also aimed at increasing knowledge about various 
special needs and teaching methods (see Forlin & Chambers, 2011; Leblanc, Richardson & 
Burns, 2009; Rae, Mckenzie, & Murray, 2011). Overall, these studies reported a significant 
increase in the knowledge of participants about disabilities and knowledge about teaching 
methods after the training programmes. Thus, an in-service training programme seemed to 
have a tremendous potential in preparing teachers for inclusive education. Unfortunately, 
however, not every in-service training programme has been evaluated properly in terms of its 
effects.  

In the context of India the education of students with disabilities in the past decades 
has been provided in special schools (Hodkinson & Devarakonda, 2009). However, the Indian 
legislation and educational policies have been evolving at a rapid pace from last few years 
which are in line with the international trends towards inclusive education. Inclusion of 
children with disabilities in regular education was started under the movement of SSA 
(Education For All) which has increased its pace with the introduction of Right to Education 
Act 2010 (MDRD 2010). The legislation mandates all schools to include students with 
disabilities in regular education. Consequently students with disabilities have started attending 
regular schools. The percentage of students with disabilities present in regular school has been 
increasing in the past years5 . However, implementation of policies requires preparation. 
Students with disabilities have started attending the regular school but teachers are hardly 
prepared to manage their special educational needs. Literature about inclusive education in 
                                                           
5 In 2012-2013, 1.18% students with disabilities were in schools, while in 2013-2014 it was 1.26% (DISE, 2014). 
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India hardly reports about teachers’ preparedness or attempts towards their preparation. A 
study conducted to measure the attitudes of regular teacher’s towards inclusive education and 
their knowledge about disabilities and teaching methods found that teachers held neutral 
attitudes towards inclusive education and sparse knowledge about disabilities (authors 
manuscript). The study concluded that teachers feel insufficiently prepared to manage the 
special educational needs of the students with disabilities and require knowledge about 
disabilities and knowledge about teaching methods. 

In India, available teacher training and in-service programmes do not really prepare 
teachers for inclusive education. Moreover, the country has a shortfall of approximately 
140.000 special teachers (Institute of Applied Manpower Research [IAMR], 2009, cited in 
Singh 2012). With regard to the available teacher training, studies of Gafoor and Asraf (2009) 
and Sharma, Moore, and Sonawane (2009) evaluated the appropriateness of available pre-
service teacher education programmes and found rather disappointing results. The authors 
concluded that teachers held negative attitudes and were insufficiently prepared in practical 
aspects of inclusion even after following these programmes.  The in-service teacher training 
in India is mainly provided by the government and local institutes. Despite government 
provision to orientate primary school teachers towards inclusive education its efforts remain 
insufficient. Short training programmes on inclusive education, ranging from between one and 
seven days, seem not always sufficent (Kumar & Kumar, 2007; Singal, 2009). Besides this, 
there is a serious lack of empirical evaluation of the effects (Singal, 2009). Local institutes 
offering training to teachers at a few state schools are mainly tailor made for certain ones. 
Designed for an individual school, they thus vary in duration, content or method to meet its 
specific requirements. Furthermore, the effects remain obscure. There is not much 
information available regarding the pre-service teacher training, in-service teacher training 
programmes, and bridge courses, institutes involved in preparing teachers for inclusive 
education in India. Even though there has been recurring need for knowledge about 
disabilities and knowledge about teaching methods expressed by the teachers in a small body 
of literature in India, hardly studies performed to address it. The current study focuses on 
developing an in-service training programme and evaluating its effects for regular teachers to 
include students with disabilities in their class. It focuses on increasing positive attitudes, 
knowledge about disabilities and knowledge about teaching methods as important aspects of 
preparing teachers for inclusive education. The study uses the term SEN (Special Education 
Needs) when referring to the target group, and aims to answer the following research 
questions:  

1. What is the short term effect of an in-service training programme for regular 
primary school teachers’ attitudes towards inclusive education, knowledge about SEN and 
knowledge about teaching methods? 

2. How do regular school teachers evaluate the appropriateness of an in-service 
training programme in terms of its content and preparation towards inclusive education?    

 

  

 

 
 

Outline of the in-service training programme 

The training programme presented in the current study focused on the most commonly 
occurring special needs in India’s regular classrooms, namely: i) attention deficit and 
hyperactivity disorder (ADHD), ii) dyslexia, iii) intellectual disability and iv) autistic 
spectrum disorder (ASD). The content of the training programme included information about 
the rights based approach toward inclusive education, plus various Indian legislation 
endorsing this type of schooling, the facts about four types of special needs and teaching 
methods. It was anticipated that information about the rights-based approach and recent 
legislation, such as the Right to Education Act, and policies promoting inclusion would bring 
a change in attitude. Information about the four types of special needs included their 
characteristics and behaviour manifestations in the classroom. Knowledge about teaching 
methods included specific and inclusive teaching methods which could be used for not only 
special needs teaching but for the class as a whole, like differentiated instruction.  

 The training programme was given on four continuous working days. Content and 
information on included topics were presented using PowerPoint and video clips. At the end 
of each day, the participants recapitulated on the information received in small groups and 
then presented the recap to the entire group. The underlying aim of this interactive activity 
was to help participants retain the information. Table 5.1 presents a summary of the training 
programme. 
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preparing teachers for inclusive education. The study uses the term SEN (Special Education 
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2. How do regular school teachers evaluate the appropriateness of an in-service 
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Outline of the in-service training programme 

The training programme presented in the current study focused on the most commonly 
occurring special needs in India’s regular classrooms, namely: i) attention deficit and 
hyperactivity disorder (ADHD), ii) dyslexia, iii) intellectual disability and iv) autistic 
spectrum disorder (ASD). The content of the training programme included information about 
the rights based approach toward inclusive education, plus various Indian legislation 
endorsing this type of schooling, the facts about four types of special needs and teaching 
methods. It was anticipated that information about the rights-based approach and recent 
legislation, such as the Right to Education Act, and policies promoting inclusion would bring 
a change in attitude. Information about the four types of special needs included their 
characteristics and behaviour manifestations in the classroom. Knowledge about teaching 
methods included specific and inclusive teaching methods which could be used for not only 
special needs teaching but for the class as a whole, like differentiated instruction.  

 The training programme was given on four continuous working days. Content and 
information on included topics were presented using PowerPoint and video clips. At the end 
of each day, the participants recapitulated on the information received in small groups and 
then presented the recap to the entire group. The underlying aim of this interactive activity 
was to help participants retain the information. Table 5.1 presents a summary of the training 
programme. 
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Table 5.1 Summary 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: ADHD1, difficulties and needs  

 ADHD: Specific teaching skills   

 Overview: Intellectual disability 

 Intellectual disability: Specific teaching 

skills 

 Co-morbidity of the conditions   

PowerPoint presentation, 

interactive lectures, 

discussion   

 

Day 3  Visit to a special school   

 

 

 Dyslexia: Specific teaching skills in 

classrooms 

Interaction with the students 

with disabilities and special 

teachers followed by 

discussion 

PowerPoint presentation, 

demonstration of phonic 

exercises, interactive lecture 

 

Day 4  

 

 Understanding ASD2: Understanding needs 

of students with social and communication 

difficulties in class 

 ASD: Specific teaching skills  

 Becoming an inclusive teacher  

 Creating an inclusive environment using 

inclusive pedagogic approaches 

 Conclusion and feedback 

 

PowerPoint presentation, 

interactive lectures,  

video clips,  

demonstrating various visual 

schedules for ASD 

 

 

 

Group work  

Group presentation 

Note: ADHD1- attention deficit/hyperactivity disorder; ASD2 - autistic spectrum disorder 

 

 
 

Content validity of the training programme 

Prior to the implementation of the training its content validity was evaluated by a panel of 
four experts, comprising teacher trainers with expertise on inclusive/special education who 
were closely associated with regular schools that had students with the four types of special 
needs. They were asked to comment on the objectives of the training programme; its overall 
duration; length of each session plus content of the training and its relevance and method of 
training. In general, the panel agreed to the training objectives, duration, content and its 
relevance to the training objectives. However, they suggested a visit to a special school, 
discussing case-studies of students from the classroom of the participants and including group 
work in preparing teaching material, which could be used after the training in class. Based on 
the recommendations changes were made to the programme.  

 

Implementation of the training programme 

The thirty-hour training was given by trainers with experience of inclusive education across 
four days in two-and-a-half hour sessions. A handbook was provided at the beginning of the 
training programme, which the participants could use in their daily practice. On the last day, 
real-life case studies were provided to the teachers and discussed in small groups.  

 

5.2. Method  
Research design   

The study had a pre-post-test control group design to ascertain the effects of the in-service 
training provided to regular school teachers in Jaipur, India. A convenience sampling method 
was used to assign control or experimental group, depending on the school principals’ consent 
to depute the teachers as participants for the training programme. In doing so, we were aware 
about the possible differences in the two groups. The effects of the training was evaluated by 
a self-reported questionnaire package and focused on three outcome variables: attitudes 
towards inclusive education, knowledge about the four types of SEN and knowledge about 
teaching methods. The questionnaire was administered before and after the training 
programme in the experimental group and also given in the same week to teachers in the 
control group.   

 

Procedure  

The total sample of the study comprised 79 regular primary school teachers from Jaipur, 
India. Participants were selected in both groups from schools based on the following criteria: 
i) schools did not have experience of special needs education or had a specialist teacher, ii) 
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towards inclusive education, knowledge about the four types of SEN and knowledge about 
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followed the common curriculum6, i.e. the CBSE curriculum iii) did not have students with 
SEN with a formal diagnosis and iv) were within the 20-25 kilometre catchment area for 
practical commuting reasons.  

Twenty-five schools were contacted to participate in the study. The school principals 
were contacted for their willingness to send teachers on the training programme. If they were, 
they were requested to send four or five teachers to participate. Ten schools agreed to 
complete the questionnaires but not participate in the training programme. The teachers who 
completed questionnaires from those schools comprised our control group. Fifteen schools 
agreed to send between two and four teachers for the training. These teachers comprised our 
experimental group. A questionnaire was administered before and after training to the 
experimental group and also in the same week to the control group.  

 

Participants  

Forty-nine participants in the control group completed the questionnaire before the training 
and 41 after the training. Only questionnaires completed at both times were considered for the 
analysis, resulting in a total sample of 41 teachers in the control group. With regard to the 
experimental group, 40 teachers were present for 2-3 days and 38 attended the entire training 
programme. Therefore, questionnaires from participants attending the entire training 
programme were considered in the final analysis, resulting in a total sample of 38. Thus, the 
final database of the participants in the study comprised 79 regular primary school teachers. 
The majority of the participants were from the 31-40 age group (n = 45), had 5-9 years of 
teaching experience (n = 27) and had no students with perceived challenging behaviour in 
class (n = 53). Using Chi-square analysis we did not find any statistical differences in the 
distribution of the background variables per condition. Detailed information about the 
participants is given in Table 5.2.   

 

Measures  

To measure the effects of the training programme on the three outcome variables (i.e. 
attitudes, knowledge about four types of SEN and knowledge about the teaching methods), a 
questionnaire package was administered to the teachers. The questionnaire had five sections: 
i) some general questions regarding background information of the participants, ii) attitude 
statements towards inclusive education, iii) knowledge about four types of SEN, iv) 
statements to assess knowledge about teaching methods and v) teachers’ evaluation of the 
training programme.  

                                                           
6 In India three main kinds of curriculum are followed across the country. Indian Certificate for Secondary 
education (ICSE), Central Board of Secondary Education (CBSE) and Secondary School Certificate (SSC) , 
which is the curriculum of different states.  

 

 
 

Table 5.2 Information of the background variables of control and experimental group based on post-
test measurement 
Demographics1    Total  Experimental 

group  

Control 

group  

  (N=79) (N=38) (N=41) 

  N (%) N (%) N (%) 

Gender  Male  - - - 

 Female  79 (100) 

 

38 (100) 41 (100) 

Age  21- 30 years 14 (18) 9 (22) 5 (12) 

 31- 40 years  45 (57) 17 (44) 28 (68) 

 > - 40 years  20 (25) 

 

12 (31) 8 (19) 

Teaching experience 1- 4 years  21 (27) 8 (21) 13 (31) 

 5- 9 years 27 (34) 12 (32) 15 (36) 

 10- 14 years 18 (23) 9 (24) 22 (22) 

 > - 14 years 13 (17) 

 

9 (24) 4 (10) 

Students with perceived 

challenging behaviours in 

the class  

Yes  23 (29) 13 (34) 10 (24) 

 No  53 (68) 23 (60) 30 (73) 

Note. 1 due to missing values of demographics the number does not correspond to the sample 

size. 

The scale for measuring attitude was an adapted version of Multidimensional Attitudes 
Toward Inclusive Education Scale (MATIES) originally developed by Mahat (2008). The 
adapted scale had 19 items with a 5-point Likert rating showing an appropriate reliability 
coefficient (.81). Answering options ranged from ‘strongly disagree’ to ‘strongly agree’, in 
which a higher score reflected more positive attitudes. Mahat performed a detailed 
confirmatory factor analysis of the three components of the original scale.  The author 
reported that the three components were correlated and all items showed factor loadings 
greater than 0.5 (see Mahat 2008 for further details).  

The scale for measuring knowledge about SEN and knowledge about teaching 
methods was carefully designed and evaluated in one of our previous studies (authors 
manuscript). The scale consist of four vignettes describing the characteristics of ADHD, 
dyslexia,  intellectual disability and ASD based on the characteristics described in the ICD-10 
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followed the common curriculum6, i.e. the CBSE curriculum iii) did not have students with 
SEN with a formal diagnosis and iv) were within the 20-25 kilometre catchment area for 
practical commuting reasons.  

Twenty-five schools were contacted to participate in the study. The school principals 
were contacted for their willingness to send teachers on the training programme. If they were, 
they were requested to send four or five teachers to participate. Ten schools agreed to 
complete the questionnaires but not participate in the training programme. The teachers who 
completed questionnaires from those schools comprised our control group. Fifteen schools 
agreed to send between two and four teachers for the training. These teachers comprised our 
experimental group. A questionnaire was administered before and after training to the 
experimental group and also in the same week to the control group.  

 

Participants  

Forty-nine participants in the control group completed the questionnaire before the training 
and 41 after the training. Only questionnaires completed at both times were considered for the 
analysis, resulting in a total sample of 41 teachers in the control group. With regard to the 
experimental group, 40 teachers were present for 2-3 days and 38 attended the entire training 
programme. Therefore, questionnaires from participants attending the entire training 
programme were considered in the final analysis, resulting in a total sample of 38. Thus, the 
final database of the participants in the study comprised 79 regular primary school teachers. 
The majority of the participants were from the 31-40 age group (n = 45), had 5-9 years of 
teaching experience (n = 27) and had no students with perceived challenging behaviour in 
class (n = 53). Using Chi-square analysis we did not find any statistical differences in the 
distribution of the background variables per condition. Detailed information about the 
participants is given in Table 5.2.   

 

Measures  

To measure the effects of the training programme on the three outcome variables (i.e. 
attitudes, knowledge about four types of SEN and knowledge about the teaching methods), a 
questionnaire package was administered to the teachers. The questionnaire had five sections: 
i) some general questions regarding background information of the participants, ii) attitude 
statements towards inclusive education, iii) knowledge about four types of SEN, iv) 
statements to assess knowledge about teaching methods and v) teachers’ evaluation of the 
training programme.  

                                                           
6 In India three main kinds of curriculum are followed across the country. Indian Certificate for Secondary 
education (ICSE), Central Board of Secondary Education (CBSE) and Secondary School Certificate (SSC) , 
which is the curriculum of different states.  
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challenging behaviours in 

the class  

Yes  23 (29) 13 (34) 10 (24) 

 No  53 (68) 23 (60) 30 (73) 

Note. 1 due to missing values of demographics the number does not correspond to the sample 

size. 

The scale for measuring attitude was an adapted version of Multidimensional Attitudes 
Toward Inclusive Education Scale (MATIES) originally developed by Mahat (2008). The 
adapted scale had 19 items with a 5-point Likert rating showing an appropriate reliability 
coefficient (.81). Answering options ranged from ‘strongly disagree’ to ‘strongly agree’, in 
which a higher score reflected more positive attitudes. Mahat performed a detailed 
confirmatory factor analysis of the three components of the original scale.  The author 
reported that the three components were correlated and all items showed factor loadings 
greater than 0.5 (see Mahat 2008 for further details).  

The scale for measuring knowledge about SEN and knowledge about teaching 
methods was carefully designed and evaluated in one of our previous studies (authors 
manuscript). The scale consist of four vignettes describing the characteristics of ADHD, 
dyslexia,  intellectual disability and ASD based on the characteristics described in the ICD-10 
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(WHO, 2010) (see Appendix 1). The vignettes were followed by statements per SEN type 
with answers given on a 4 point Likert rating scale (1= strongly disagree to 4 = strongly 
agree), with a higher score reflecting more knowledge. The reliability coefficients for the 
subscale regarding ADHD were .79; dyslexia .70; intellectual disability .78 and ASD .82 (see 
Table 5.3). Next to statements, a question required participants to identify the type of SEN 
based on the vignette description (e.g. K. displays the characteristics of 
ADHD/dyslexia/intellectual disability/ASD).  

The fourth section contained 24 items measuring knowledge about teaching methods. 
This section was based on a list developed by Florian (2006) and carefully evaluated in one of 
our previous studies (authors manuscript). . The items focused on teaching methods like 
differentiated instruction, classroom management and cooperative learning. Teachers were 
asked to indicate their ‘familiarity’ with the teaching method by means of a 3-point Likert 
scale (1= familiar to 3 = unfamiliar), with a higher score reflecting more knowledge about the 
teaching methods. The reliability coefficient of the scale was .93. 

In order to answer the second research question, the fifth section included open-ended 
questions to evaluate the appropriateness of the training programme (e.g. Please describe 
which topics covered in the training should have more information). An overview of the 
complete questionnaire package is presented in Table 5.3.  

  

 

 
 

Table 5.3 An Overview of the Reliability Coefficient for Three Scales and their Subscales of the 
Questionnaire Package: 
Scale Sub(scale) Reliability 

coefficient 

Attitude  Total  (n=19)  

Cognitive: I believe that students with disability 

should be taught in special schools. 

Affective: e.g. I feel frustrated when I have difficulty 

communicating with a student with disability. 

Behavioral: I am willing to adapt the curriculum to 

meet the individual needs of all students. 

.81 

Knowledge about 

SEN1 

ADHD 2 (n=11) 

e.g. S. has no difficulty in organizing his tasks. 

.79 

 Dyslexia (n=7) 

e.g. A. has good reading comprehension. 

.70 

 ID3 (n=8) 

e.g. The curriculum could be modified for K. 

.78 

 ASD4 (n=9) 

e.g. P. sometimes interrupts activities with an 

irrelevant topic. 

.82 

Knowledge about 

teaching methods  

Total (n=24) 

e.g. Give supplemental instructions /peer-

tutoring/vary group composition for various kinds of 

activities/modify seating 

.93 

Note: 1SEN- special educational needs; ADHD2- attention deficit/hyperactivity disorder; ID3 - 

intellectual disability; ASD4 - autistic spectrum of disorder. 

 

Analyses   

In order to answer the research questions, we first recoded negatively formulated statements. 
Second, we calculated mean scores of the participants. All analyses were conducted using 
SPSS 22.   

We conducted analysis of covariance (ANCOVA) to answer the first research 
question. By means of this analysis individual differences in pre-test scores are taken into 
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Table 5.3). Next to statements, a question required participants to identify the type of SEN 
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Note: 1SEN- special educational needs; ADHD2- attention deficit/hyperactivity disorder; ID3 - 

intellectual disability; ASD4 - autistic spectrum of disorder. 

 

Analyses   

In order to answer the research questions, we first recoded negatively formulated statements. 
Second, we calculated mean scores of the participants. All analyses were conducted using 
SPSS 22.   

We conducted analysis of covariance (ANCOVA) to answer the first research 
question. By means of this analysis individual differences in pre-test scores are taken into 
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account, which makes it most appropriate analysis in this kind of study. In the analysis, post-
test scores of attitudes were included as dependent variable. Condition (i.e., experimental and 
control group) was included as the between-subjects factor, and we controlled for the pre-test 
scores in the analysis. Moreover, other relevant background variables (see Table 1) were also 
included as covariates. We applied the same procedure for analysing the effects of the training 
programme on knowledge about SEN and knowledge about teaching methods. In all analyses, 
a p-value of 0.05 was used to establish significant effects. We also used partial eta square as 
an indicator of the effect size, with effect sizes of.02, .13 and .26 indicating a small, medium 
and large effect (Cohen, 1992). With regard to the identification of four types SEN presented 
in vignette, the percentage of correct answers were counted and presented per condition on 
pre- and post-test.  

The second research question was answered based on the responses of teachers to open 
ended questions (e.g. Please describe which methods used in the training were appropriate). 
The responses were analysed using the themes: duration of the training programme, content 
(e.g. relevance of topics; which topics require more/less information), methods used in the 
training and usefulness of the information. 

 

5.3. Results   
Effects of the training programme on attitudes, knowledge about SEN and knowledge 

about teaching methods  

Attitude.  Descriptive statistics showed that the mean scores of the experimental group 
increased after the training. The mean scores of the control group did not increase (see Table 
4).  Analysing the effects of the training on teachers’ attitude revealed a significant difference 
between the two groups on attitude (F (1, 76) = 36.66, p < .00, 2 = .33). None of the 
background variables showed either a main effect or an interaction effect on teachers’ 
attitude.   

Knowledge about SEN. Descriptive statistics showed an increase in the mean scores of 
teachers in the experimental group regarding knowledge about dyslexia, intellectual disability 
and ASD. The ANCOVA results showed a significance difference between the two groups on 
knowledge about dyslexia, (F (1, 76) = 15.15, p < .00, 2 = .17), intellectual disability, (F (1, 

76) = 10.72, p < .00, 2 = .12) and ASD (F (1,76) = 41.53, p <.00, 2 = .35). For dyslexia and 
intellectual disability it was found that none of the background variables showed a main 
effect. However, an interaction-effect was found between condition and age for knowledge 
about ASD (F (2,72) = 3.77, p < .02, 2 = .09). Outcomes revealed that participants between 
31-40 years old in the control group significantly differ from their counterparts in the 
experimental group. None of the other background variables showed any main or interaction 
effects.  

 

 
 

The descriptive statistics for knowledge about ADHD showed much less increase in 
the means scores of the experimental group while no change in the mean scores was found in 
the control group (see Table 5.4). While ANCOVA revealed no main effect of the condition 
(F (1,76) = 1.31, p > .26,  2 = .01), the background variable years of teaching experience did 

show an effect on knowledge about ADHD ( F (3,70) = 2.79, < .04, 2 = .11). Tukey’s post 
hoc test result revealed that participants with 5-9 years teaching experience showed less 
knowledge about ADHD.  No effect or interaction effect of the other background variables 
was found.  

Knowledge about teaching methods. Descriptive statistics showed an increase in the mean 
scores of the experimental group (see Table 5.4). The results of the ANCOVA showed a 
significant difference between the two groups on teaching methods (F (1,76) = 88.93, p <.00, 

2 = .54). None of the background variables showed either a main or an interaction effect.   

Table 5.4 Descriptive statistics per dependent variables on pre- and posttest for both conditions.  
Outcome variables  Condition         Pre test      Post test 

 

Attitude  

 

CG4 

EG5 

M              SD 

3.42          .49 

3.62          .40  

M            SD 

3.36       .48 

3.93       .34 

Knowledge about ADHD1 CG 

EG 

3.09          .36 

3.15          .31 

3.09       .38 

3.22       .34 

Knowledge about dyslexia  CG 

EG 

2.84          .41 

2.82           34     

2.85       .39 

3.05       .38 

Knowledge about ID2 CG 

EG 

2.96          .26 

3.08          .30  

2.96       .25 

3.21        .38 

Knowledge about ASD3 CG 

EG 

2.82          .33 

2.75          .36 

2.80        .34 

3.17        .37 

Knowledge about teaching 

methods 

CG 

EG 

2.25          .57 

2.11          .46 

2.05        .59 

2.77        .35 

Note. ADHD1- attention deficit/hyperactivity disorder; ID2 - intellectual disability;  

ASD3-autistic spectrum disorder; CG4 control group; EG5-experimental group. 
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account, which makes it most appropriate analysis in this kind of study. In the analysis, post-
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control group) was included as the between-subjects factor, and we controlled for the pre-test 
scores in the analysis. Moreover, other relevant background variables (see Table 1) were also 
included as covariates. We applied the same procedure for analysing the effects of the training 
programme on knowledge about SEN and knowledge about teaching methods. In all analyses, 
a p-value of 0.05 was used to establish significant effects. We also used partial eta square as 
an indicator of the effect size, with effect sizes of.02, .13 and .26 indicating a small, medium 
and large effect (Cohen, 1992). With regard to the identification of four types SEN presented 
in vignette, the percentage of correct answers were counted and presented per condition on 
pre- and post-test.  

The second research question was answered based on the responses of teachers to open 
ended questions (e.g. Please describe which methods used in the training were appropriate). 
The responses were analysed using the themes: duration of the training programme, content 
(e.g. relevance of topics; which topics require more/less information), methods used in the 
training and usefulness of the information. 

 

5.3. Results   
Effects of the training programme on attitudes, knowledge about SEN and knowledge 

about teaching methods  

Attitude.  Descriptive statistics showed that the mean scores of the experimental group 
increased after the training. The mean scores of the control group did not increase (see Table 
4).  Analysing the effects of the training on teachers’ attitude revealed a significant difference 
between the two groups on attitude (F (1, 76) = 36.66, p < .00, 2 = .33). None of the 
background variables showed either a main effect or an interaction effect on teachers’ 
attitude.   

Knowledge about SEN. Descriptive statistics showed an increase in the mean scores of 
teachers in the experimental group regarding knowledge about dyslexia, intellectual disability 
and ASD. The ANCOVA results showed a significance difference between the two groups on 
knowledge about dyslexia, (F (1, 76) = 15.15, p < .00, 2 = .17), intellectual disability, (F (1, 

76) = 10.72, p < .00, 2 = .12) and ASD (F (1,76) = 41.53, p <.00, 2 = .35). For dyslexia and 
intellectual disability it was found that none of the background variables showed a main 
effect. However, an interaction-effect was found between condition and age for knowledge 
about ASD (F (2,72) = 3.77, p < .02, 2 = .09). Outcomes revealed that participants between 
31-40 years old in the control group significantly differ from their counterparts in the 
experimental group. None of the other background variables showed any main or interaction 
effects.  

 

 
 

The descriptive statistics for knowledge about ADHD showed much less increase in 
the means scores of the experimental group while no change in the mean scores was found in 
the control group (see Table 5.4). While ANCOVA revealed no main effect of the condition 
(F (1,76) = 1.31, p > .26,  2 = .01), the background variable years of teaching experience did 

show an effect on knowledge about ADHD ( F (3,70) = 2.79, < .04, 2 = .11). Tukey’s post 
hoc test result revealed that participants with 5-9 years teaching experience showed less 
knowledge about ADHD.  No effect or interaction effect of the other background variables 
was found.  

Knowledge about teaching methods. Descriptive statistics showed an increase in the mean 
scores of the experimental group (see Table 5.4). The results of the ANCOVA showed a 
significant difference between the two groups on teaching methods (F (1,76) = 88.93, p <.00, 

2 = .54). None of the background variables showed either a main or an interaction effect.   
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Identification of the SEN as described in vignettes 

An analyses of identifying the vignettes correctly by the participant in both conditions showed 
that, overall, the control group had more difficulties in this. Both groups had least difficulties 
in identifying ADHD correctly on post-test (57%control versus 92%experimental), and most 
difficulties in identifying an intellectual disability correctly on post-test (10%control versus 
55%experimental).  The percentage of correct identification increased in the experimental group 
on post-test for all four disability types. However, least increase was found on ADHD, which 
is in line with the non-significant outcomes of the ANCOVA for ADHD. More detailed 
results of correct identification of the vignettes can be found in Table 5.5.  

Table 5.5 Comparison of percentages of correct answers on pre- and posttest per condition. 
 ADHD1 Dyslexia ID2 ASD3 

 Pre-test Post-test Pre-test Post-test Pre-test Post-test Pre-test Post-test 

Control group 67% 57% 45% 35% 12% 10% 22% 18% 

 

Exp. group 82% 92% 45% 90% 33% 55% 40% 90% 

Note. ADHD1- attention deficit/hyperactivity disorder; ID2 - intellectual disability; ASD3 –

autistic spectrum  disorder. 

 

Teachers’ evaluation of the training programme 

With regard to the second research question, the result showed that, overall, the participating 
teachers described the training programme as ‘very useful and informative’. The participants 
showed their satisfaction with the training programme under the following themes.  

Duration of the training. They found the overall length of the training and sessions covering 
each topic appropriate. For example, the teachers found the duration of the two sessions on 
dyslexia and ASD, which gave an overview about their characteristics, behavioural symptoms 
and difficulties for the student just right.  

Content of the training. The topics covered during the training were found relevant and 
provided enough information on the types of SEN and teaching methods. However, three 
participants suggested having more information on intellectual disabilities.   

Methods used in the training.  The PowerPoint presentations, small group discussions about 
real life case-studies in identifying the SEN and the teaching methods were found very useful, 
as was a visit to a special school. The latter being generally described by participants as being 
an ‘eye-opener’ with regard to special needs education and diversity of the classroom. They 
commented that the specific teaching aids (number-lines, picture cards) could be used for 
certain students in their class.  

 

 
 

Usefulness of the information. The participants described the information gained during the 
training programme on the four types of SEN as being much awaited and desired. They 
expressly stated to having identified such students both in their own classroom and others as 
well. Furthermore, the teachers had had their queries clarified regarding certain reasons for 
particular behaviours or under performance of children in class. It was suggested that such 
training programmes or workshops should be conducted regularly in future.  

5.4. Discussion  
In the current study we examined the short term effect of an in-service training programme on 
the attitudes of Indian regular school teachers towards inclusive education in , their 
knowledge about four SEN types and knowledge about teaching method. Moreover, we 
evaluated the appropriateness of the training programme as judged by the teachers who 
participated in the study. 

In India, teachers have received very little attention in preparing and empowering 
themselves in their attitude towards inclusive education, knowledge about SEN and 
knowledge about teaching methods. To overcome this shortcoming we developed a short in-
service training programme focusing on these three important aspects and measured its 
effects. The programme was developed based on available literature and carefully 
implemented. It is argued here that well-planned, short in-service training has the potential to 
be effective. In addition, the belief while developing the training programme was to empower 
teachers so that they could see themselves as an agent of change in the process of inclusion 
(Ashby, 2012).  

The effects of the training programme are encouraging for all of its three outcome 
measures, namely attitudes, knowledge about four types of SEN and knowledge about 
teaching methods.  Overall, medium to large effect sizes were found ranging from .12 to .54.  
Regarding teachers’ attitude toward inclusive education, positive effects of the training were 
found. This confirms the findings found elsewhere (see Leblanc, Richardson, & Burns, 2009; 
Sari, 2007). The result suggests that despite initial neutral attitudes in both groups, the 
experimental one became more positive as opposed to the control group.  Surprisingly, in our 
study we did not find any effect of the background variables on attitudes such as age or years 
of experience as reported by others (Alghazo & Naggar Gaad, 2004; Avramidis, Bayliss, & 
Burden, 2000; Parasuram, 2006). This finding could have two explanations. Firstly, the 
variable of gender could not be considered as participants in our study were all females; 
secondly, they were deputed by their schools, which voluntarily agreed to participate in the 
study. Therefore, it might be that the schools selected motivated teachers to participate in the 
training which would then help them all as a core group to take concrete action in daily 
practice.  

We did find participants describing and discussing their visit to a special school as an 
important and relevant part of the training programme. It provided them with first hand 
interaction with SEN students. This linked with the ‘Contact Theory’ of Allport (1954), which 
suggests that personal contact with persons reduces prejudice. In addition, our finding is in 
line with the study of Parasuram (2006), also conducted in India (Mumbai). The author 
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and difficulties for the student just right.  

Content of the training. The topics covered during the training were found relevant and 
provided enough information on the types of SEN and teaching methods. However, three 
participants suggested having more information on intellectual disabilities.   

Methods used in the training.  The PowerPoint presentations, small group discussions about 
real life case-studies in identifying the SEN and the teaching methods were found very useful, 
as was a visit to a special school. The latter being generally described by participants as being 
an ‘eye-opener’ with regard to special needs education and diversity of the classroom. They 
commented that the specific teaching aids (number-lines, picture cards) could be used for 
certain students in their class.  

 

 
 

Usefulness of the information. The participants described the information gained during the 
training programme on the four types of SEN as being much awaited and desired. They 
expressly stated to having identified such students both in their own classroom and others as 
well. Furthermore, the teachers had had their queries clarified regarding certain reasons for 
particular behaviours or under performance of children in class. It was suggested that such 
training programmes or workshops should be conducted regularly in future.  

5.4. Discussion  
In the current study we examined the short term effect of an in-service training programme on 
the attitudes of Indian regular school teachers towards inclusive education in , their 
knowledge about four SEN types and knowledge about teaching method. Moreover, we 
evaluated the appropriateness of the training programme as judged by the teachers who 
participated in the study. 

In India, teachers have received very little attention in preparing and empowering 
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knowledge about teaching methods. To overcome this shortcoming we developed a short in-
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(Ashby, 2012).  

The effects of the training programme are encouraging for all of its three outcome 
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teaching methods.  Overall, medium to large effect sizes were found ranging from .12 to .54.  
Regarding teachers’ attitude toward inclusive education, positive effects of the training were 
found. This confirms the findings found elsewhere (see Leblanc, Richardson, & Burns, 2009; 
Sari, 2007). The result suggests that despite initial neutral attitudes in both groups, the 
experimental one became more positive as opposed to the control group.  Surprisingly, in our 
study we did not find any effect of the background variables on attitudes such as age or years 
of experience as reported by others (Alghazo & Naggar Gaad, 2004; Avramidis, Bayliss, & 
Burden, 2000; Parasuram, 2006). This finding could have two explanations. Firstly, the 
variable of gender could not be considered as participants in our study were all females; 
secondly, they were deputed by their schools, which voluntarily agreed to participate in the 
study. Therefore, it might be that the schools selected motivated teachers to participate in the 
training which would then help them all as a core group to take concrete action in daily 
practice.  

We did find participants describing and discussing their visit to a special school as an 
important and relevant part of the training programme. It provided them with first hand 
interaction with SEN students. This linked with the ‘Contact Theory’ of Allport (1954), which 
suggests that personal contact with persons reduces prejudice. In addition, our finding is in 
line with the study of Parasuram (2006), also conducted in India (Mumbai). The author 
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reports that the regular school teachers were more positive in their attitudes when they had 
previous contact with persons with disability. This suggests that the content of our training 
programme, whereby there is an opportunity for interaction with SEN students, has the 
potential of making regular teachers more positive. This opportunity could be included in 
future training programmes, in the form of a visit to a special school or testimonies from SEN 
students about their achievements. 

The current study measured teachers’ knowledge about four types of SEN, which 
commonly occur in regular classrooms. The results of our effect study are encouraging as 
teachers’ knowledge about three types of SEN show a significant increase (see Table 4). 
These results are in line with the findings of Leblanc, Richardson and Burns (2009), Rae, 
Mckanzie and Murray (2011) and Sari (2007). With regard to knowledge about AD/HD, 
although quantitative measure did not show a statistically significant increase, the 
experimental group identified the description of the vignette more correctly and less incorrect 
at post-test, compared to the control group. This outcome indicates that also teachers’ 
knowledge about AD/HD increased in some way.   

We realise that providing knowledge about SEN to the regular teachers poses a 
danger, as increasing the labelling of students or over identifying behaviour with SEN. We 
emphasise, however, that our training programme did not contain components of the 
standardised or formal assessment of these SEN.  In order to avoid the danger of over 
diagnosis, the core belief repeated in the entire duration of the training was that every child is 
able to learn. It is argued here that knowledge about certain characteristics of students in class 
helps teachers to employ the required strategies. Therefore, instead of formal assessments, one 
of the foci of the training programme was helping teachers to see themselves as agents for 
change in schools. It is felt that knowledge about SEN and knowledge about teaching methods 
are the tools necessary to make that happen. It is envisioned through this training programme 
that those students with SEN who are supported appropriately in regular education will not 
end up in special schools or in no school at all.  

The significant increase in knowledge about teaching methods is the strongest and 
biggest effect amongst all outcome variables (ES= .54). Similar findings are reported in the 
studies of Edwards, Carr, and Siegel, (2006), Leblanc, Richardson, and Burns (2009) and Sari 
(2007). It is an encouraging finding, which could have two practical implications from the 
teachers’ perspective. Firstly, even after knowing about the types of SEN, their question 
remains ‘how’ to address it in the classroom. Secondly, this knowledge might increase their 
confidence, reduce their stress while coping with diversity and teaches them it is the most 
important aspect of daily practice.  

The study has limitations in terms of generalising the results. Firstly, the study is based 
on a limited geographical area of India, so results might be different for other locations. 
Secondly, teachers in the experimental group participated voluntarily. Moreover, the study 
used convenience sampling method i.e. the participants in the experimental group were 
deputed by their principals. Hence, it may be that they were motivated to change and gain 
knowledge. Also, as principals selected and deputed the participants they might have expected 

 

 
 

participants to gain knowledge from the training programme, impart to their colleagues and 
apply in their daily practices. A mix of participants being both more and less motivated is 
recommended in future research.  

Despite the limitations, the results of this study have several implications. First, in 
India hardly any studies have been performed in which an in-service teacher training 
programme was developed and measured for its effects. Second, hardly any study has been 
performed in which participants evaluated the appropriateness of the training programme. The 
current study bridges this gap greatly and could be replicated elsewhere in India as well as in 
other countries when aiming to prepare teachers for inclusive education. The training 
programme reported in this study is of added value as it has shown to be effective.  

The results of the study lead to interesting further research directions. The training 
programme in its present form has ingredients (attitudes, knowledge about SEN and 
knowledge about teaching methods) in equipping regular teachers to take action in the 
classroom. For further research, it would be interesting to explore how this knowledge is 
applied in daily practice. Moreover, it would be interesting to examine the effects of in-
service training programmes on student outcomes like increase in social participation and 
academic achievements. Lastly, it would be interesting to explore how much knowledge 
received during an in-service training programme is retained by the participants over a longer 
period. Showing long-term effects would contribute to the development of professional 
programmes.  

5.5. Conclusion  
The present study had two aims. The first was to examine the short term effect of an in-
service training programme on the attitudes of regular school teachers towards inclusive 
education, their knowledge about four SEN types and teaching methods. The second aim was 
to evaluate the appropriateness of the training programme as judged by the teachers who 
participated in the study. Based on the outcomes, it can be concluded that, overall, the training 
was very effective. It can be concluded that promoting teachers’ attitude towards inclusive 
education increased significantly. Furthermore, out of four types of SEN, teachers’ knowledge 
increased significantly about dyslexia, intellectual disability and ASD. No increase in 
knowledge about ADHD was found. Knowledge about teaching methods also increased 
significantly. With regard to the second aim of the study, teachers who participated in the 
study indicated finding the training programme appropriate and relevant for their daily 
practice.    
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Appendix 1. Example of a vignette used in the questionnaire.  

Vignette about a student with dyslexia  

Amit is a boy eight years old. During reading he has difficulty in finding the page and text. He 
seems lost while reading and jumps frequently from one word to another. He cannot 
remember spellings and often jumbles up the sequence of words. While reading, he very often 
reverses letters and adds letters or words or substitutes words with others. He hesitates to read 
and has a slow reading speed. He does not answer questions based on a text he has just read. 
His performance in exam is poor. He likes to play outside, enjoys swimming and swims fast. 
During group teaching he appears to daydream, although he has good comprehension skills. 
Amit also has good role play skills and is a friendly and cheerful boy.  
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Abstract  
The current study measured the long term effects of an in-service teacher 

training   programme which focused on the inclusion of students with a range of 

special needs. The programme was on three particular aspects: teachers’ 

attitudes, their knowledge about special educational needs (SEN) and teaching 

methods. A refresher course was also organized for participants of the initial 

training programme. The long term effects were examined by teachers using a 

self-report questionnaire (n = 38). The wider effects of the initial training were 

recorded by interviewing school principals (n = 4). Repeated measures of 

ANOVA revealed significant effects: more positive attitudes and an increased 

knowledge about SEN among teachers who took the refresher course (n = 18) 

compared to those who had not (n = 19). Principals also found a more positive 

attitude, sensitivity and increased awareness about SEN among the participants.  

Keywords: inclusion, students with SEN, teacher training, follow-up, attitudes 

change  

 

 

 

 
 

6.1. Introduction 
In the past few years, the implementation of inclusive education for students with specil 
educational needs (SEN) has gained considerable momentum. The development of inclusive 
education within the context of ‘Education for All’ has been emphasised over a period of 
time, from the Salamanca Statement (UNESCO, 1994) and Millennium Development Goal 
(UNESCO, 2000) to the United Nations Convention on the Rights of Persons with Disabilities 
(United Nations 2006). In line with the international development of inclusive education, 
India has also made progress in harmonising legislation and education policy. The inclusion 
of students with SEN has been addressed in a nationwide programme Education for All 
(Sarva Sikha Abhiyan in Hindi [Ministry of Human Resources Development, 2010]) and the 
Action Plan for the Inclusion of Children and Youth with Disabilities (NCPEDP, 2005). Both 
were precedents of the recent Right of Children to Free and Compulsory Education Act [RTE 
2009] (MHRD, 2010), which supports the inclusion of students with SEN between the ages of 
6 and 14 in regular schools. However, as Kavale and Froness (2000) state, “inclusion appears 
to be not something that simply happens, but rather something that requires careful thought 
and preparation …with proper attitudes, accommodations, and adaptations in place”(p.287). 
This means that in order to promote inclusion, several factors have to be addressed in regular 
schools. While legislation, policies and infrastructure are important (Singal, 2005), most 
literature argues that regular classroom teachers are the most important factor in 
implementing inclusive education (Bailey, Nomanbhoy & Tubpun, 2014; Bhatnagar & Das, 
2014; Lociacono & Valenti, 2010). It is what teachers believe and do in the classroom that 
determines the outcomes for the students with SEN. 

Teachers are confronted with numerous challenges on a daily basis, like a lack of 
information about the special needs of the students in their class, appropriate teaching 
methods, accommodations/adaptations in the curriculum and evaluation for the included 
students (Bhatnagar & Das, 2014). Downing and Peckham-Harding (2007) report that regular 
teachers lack adequate preparation to teach students with SEN. They are willing to teach them 
but require training. The need for training teachers to include this group of students has been 
consistently echoed in several studies (Allday, Neilsen-Gatti & Hudson, 2013; Bailey, 
Nomanbhoy & Tubpun, 2014; Caroll, Forlin & Jobling, 2003; Chiner & Cardona, 2013).   

The diversity of students’ educational needs requires teachers to have a positive 
attitude as well as knowledge about SEN and inclusive teaching methods. When teachers are 
so armed, they can bring about positive changes in students’ academic or social behaviour 
(Allday, Neilsen-Gatti & Hudson, 2013; Lociacono & Valenti 2010). Teachers’ having such 
knowledge has been reported as an essential element for an effective inclusive school 
(McLeskey, Waldron & Redd, 2014). According to the authors, teachers’ beliefs towards 
inclusion and their knowledge about teaching methods can be gained and refined through 
continuous professional development opportunities. While studies have been conducted which 
focus on these three components in basic teacher training (Carroll, Forling & Jobling, 2003; 
Sharma, Forlin & Loreman, 2008), very few have focused on in-service teacher preparation 
for these three aspects. Moreover,  available studies focus on the immediate effects of in-
service training programmes, for example a positive change in teachers’ attitude towards 
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education within the context of ‘Education for All’ has been emphasised over a period of 
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(UNESCO, 2000) to the United Nations Convention on the Rights of Persons with Disabilities 
(United Nations 2006). In line with the international development of inclusive education, 
India has also made progress in harmonising legislation and education policy. The inclusion 
of students with SEN has been addressed in a nationwide programme Education for All 
(Sarva Sikha Abhiyan in Hindi [Ministry of Human Resources Development, 2010]) and the 
Action Plan for the Inclusion of Children and Youth with Disabilities (NCPEDP, 2005). Both 
were precedents of the recent Right of Children to Free and Compulsory Education Act [RTE 
2009] (MHRD, 2010), which supports the inclusion of students with SEN between the ages of 
6 and 14 in regular schools. However, as Kavale and Froness (2000) state, “inclusion appears 
to be not something that simply happens, but rather something that requires careful thought 
and preparation …with proper attitudes, accommodations, and adaptations in place”(p.287). 
This means that in order to promote inclusion, several factors have to be addressed in regular 
schools. While legislation, policies and infrastructure are important (Singal, 2005), most 
literature argues that regular classroom teachers are the most important factor in 
implementing inclusive education (Bailey, Nomanbhoy & Tubpun, 2014; Bhatnagar & Das, 
2014; Lociacono & Valenti, 2010). It is what teachers believe and do in the classroom that 
determines the outcomes for the students with SEN. 

Teachers are confronted with numerous challenges on a daily basis, like a lack of 
information about the special needs of the students in their class, appropriate teaching 
methods, accommodations/adaptations in the curriculum and evaluation for the included 
students (Bhatnagar & Das, 2014). Downing and Peckham-Harding (2007) report that regular 
teachers lack adequate preparation to teach students with SEN. They are willing to teach them 
but require training. The need for training teachers to include this group of students has been 
consistently echoed in several studies (Allday, Neilsen-Gatti & Hudson, 2013; Bailey, 
Nomanbhoy & Tubpun, 2014; Caroll, Forlin & Jobling, 2003; Chiner & Cardona, 2013).   

The diversity of students’ educational needs requires teachers to have a positive 
attitude as well as knowledge about SEN and inclusive teaching methods. When teachers are 
so armed, they can bring about positive changes in students’ academic or social behaviour 
(Allday, Neilsen-Gatti & Hudson, 2013; Lociacono & Valenti 2010). Teachers’ having such 
knowledge has been reported as an essential element for an effective inclusive school 
(McLeskey, Waldron & Redd, 2014). According to the authors, teachers’ beliefs towards 
inclusion and their knowledge about teaching methods can be gained and refined through 
continuous professional development opportunities. While studies have been conducted which 
focus on these three components in basic teacher training (Carroll, Forling & Jobling, 2003; 
Sharma, Forlin & Loreman, 2008), very few have focused on in-service teacher preparation 
for these three aspects. Moreover,  available studies focus on the immediate effects of in-
service training programmes, for example a positive change in teachers’ attitude towards 
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inclusive education (Sari, 2007), an increase in their knowledge about SEN and about 
teaching methods (Hundert , 2007). While these immediate effects may say something about 
the short term results of such programmes, earlier studies have recommended an evaluation of 
their long term effects. A recent review study by Kurniawati et al (2014) reports on the 
characteristics of teacher training programmes on inclusion.Their studies included various 
components of teacher training programmes, such as duration, content and methods of 
instruction in the analysis. They found that most of the training programmes focused on 
attitudes, increasing knowledge about SEN and teaching methods. The authors also concluded 
that most of the studies in their review focused on the short term effects of the training 
programmes and that a follow-up or evaluation of these was rarely carried out.    

The short term effect, such as an increase in positive attitudes might be a result of 
knowledge received during the training programme. There is a possibility that attitudes and 
knowledge gained might change over a period of time: these might be retained or be less 
evident once teachers return to the classroom. It begs the question whether knowledge gained 
is retained for a long duration and applied in daily practice or not. It is also possible that in the 
classroom teachers might find it difficult to apply what they have learned and might need 
support like follow-up training to refine and refresh what they have learned.  Rae et al (2011) 
examined the effects of a short training course on intellectual disability on teachers before, 
straight after and one month after their training. The authors concluded that their increase in 
knowledge was sustained after a month, but the long term effects were minimal. However, it 
is often argued that the long terms effects measured are often directly linked to the 
characteristics of the intervention. However, there could be other effects of intervention which 
are broader and require time to become apparent. Such effects could be changes in teachers’ 
behaviour after the intervention and this could be observed by colleagues, or as an increase in 
students with SEN in their class. Such wider effects could provide valuable insights into the 
outcomes of the training programmes, yet investigations into the effectiveness of such 
programmes are largely limited to the attributes or components of the training.  Given these 
concerns, there is a need for research to examine the long term effect, including the retention 
of the general contents of the training by participating teachers and any changes to their 
behaviour in class. To address these issues, in the current study we applied a mixed method 
approach, combining a quantitative analysis of the questionnaire and qualitative interviews of 
the school principals. On the one hand, the quantitative method provided a broad picture of 
the long term effects in terms of teachers’ retention of the content, while on the other, 
interviews with the school principals helped to explain the patterns of wider long term effects 
that emerged from the in-service training.    

Thus, in examining the long term effect of this in-service training programme, we 
specifically investigated (1) its long term effect on teachers’ attitude towards inclusive 
education, knowledge about SEN and their teaching methods, (2) school principals’ 
perspective on changes observed in participating teachers after their in-service training. 

 

 

 

 
 

Aspects of an in-service training programme for setting up an inclusive classroom    

Attitudes: In this section we explore three aspects of attitude: its definition, ways to change it 
and ways to measure attitudinal change. Several international studies have examined teachers’ 
attitudes towards inclusive education in a variety of cultural settings and educational systems 
(Avramidis & Kalyva, 2007; Caroll, Forlin & Jobling, 2003). They suggest that teachers 
maintain an inconclusive attitude towards complete inclusion, although many are receptive to 
the idea under favourable circumstances (Ghanizadeh, Bahredar & Moeini, 2006). The current 
study uses a three-component definition of attitude based on the theory of Eagly and Chaiken 
(1993), comprising a cognitive, an affective and a behavioural component. The cognitive 
component refers to the beliefs held about a specific concept. In the case of inclusive 
education, the belief could be that ‘students with a special need would benefit in a special 
school’. The affective component refers to feelings towards a given situation. For inclusive 
education it might be the feeling that ‘a student with a special need would disrupt the class’. 
The behavioural component refers to the intention to act in a certain way. For teachers’ 
behaviour this could be their ‘willingness to adapt the curriculum for a student with a special 
need’. A review of twenty-six studies about teachers’ attitude towards inclusion undertaken 
by de Boer, Pijl and Minnaert (2011) reveals that teachers hold neutral or negative attitudes. 
However, teachers with additional training and own personal experience with inclusive 
education are more positive about inclusion.  

Attitudes may be changed in a number of ways. Triandis (1971) states that new 
information (cognitive component), direct experience with the object (affective component), a 
new legislation or norm (behavioural component) or presenting a ‘fait accompli’ in the form 
of an event/situation can bring about change. Similarly, the contact theory of Allport (1954) 
states that direct contact and exposure to the attitudinal object reduces prejudices and alters 
belief. When there are opportunities to interact with the attitudinal object (e.g. regular student 
with an SEN student), the stereotype beliefs are altered. Therefore, it is logical to expect that 
new information on the latest legislations, special needs and inclusive teaching methods are 
likely to bring a change in the cognitive aspect of teachers’ attitudes. Furthermore, according 
to the exposure theory (Allport 1954), contact with students with SEN is also likely to bring 
changes in the remaining two attitude components. In addition, several background variables 
have been reported that influence teachers’ attitudes towards inclusive education. The review 
study of de Boer, Pijl and Minnaert (2011) found that teachers’ gender, their years of teaching 
experience, previous contact with those with special needs, additional training and the type of 
disability are variables that influence their attitude towards inclusive education.   

Turning to the measurement of attitudes, this has been largely performed in two ways. 
Firstly, through self-administered, self-reported Likert scales, which have been used in 
various studies (for example Mahat, 2008; Stoiber et al., 1998). However, Krosnick, Judd and 
Wittenbrink (2005) pointed out ‘self-deception’ as a potential systematic distortion in 
responses (p.51). Moreover, because people want to maintain favourable images of 
themselves, not only in their own eyes but in those of others, their responses might not reflect 
the true picture. Secondly, several studies have examined teachers’ attitudes through 
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attitudes, increasing knowledge about SEN and teaching methods. The authors also concluded 
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knowledge received during the training programme. There is a possibility that attitudes and 
knowledge gained might change over a period of time: these might be retained or be less 
evident once teachers return to the classroom. It begs the question whether knowledge gained 
is retained for a long duration and applied in daily practice or not. It is also possible that in the 
classroom teachers might find it difficult to apply what they have learned and might need 
support like follow-up training to refine and refresh what they have learned.  Rae et al (2011) 
examined the effects of a short training course on intellectual disability on teachers before, 
straight after and one month after their training. The authors concluded that their increase in 
knowledge was sustained after a month, but the long term effects were minimal. However, it 
is often argued that the long terms effects measured are often directly linked to the 
characteristics of the intervention. However, there could be other effects of intervention which 
are broader and require time to become apparent. Such effects could be changes in teachers’ 
behaviour after the intervention and this could be observed by colleagues, or as an increase in 
students with SEN in their class. Such wider effects could provide valuable insights into the 
outcomes of the training programmes, yet investigations into the effectiveness of such 
programmes are largely limited to the attributes or components of the training.  Given these 
concerns, there is a need for research to examine the long term effect, including the retention 
of the general contents of the training by participating teachers and any changes to their 
behaviour in class. To address these issues, in the current study we applied a mixed method 
approach, combining a quantitative analysis of the questionnaire and qualitative interviews of 
the school principals. On the one hand, the quantitative method provided a broad picture of 
the long term effects in terms of teachers’ retention of the content, while on the other, 
interviews with the school principals helped to explain the patterns of wider long term effects 
that emerged from the in-service training.    

Thus, in examining the long term effect of this in-service training programme, we 
specifically investigated (1) its long term effect on teachers’ attitude towards inclusive 
education, knowledge about SEN and their teaching methods, (2) school principals’ 
perspective on changes observed in participating teachers after their in-service training. 
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attitudes towards inclusive education in a variety of cultural settings and educational systems 
(Avramidis & Kalyva, 2007; Caroll, Forlin & Jobling, 2003). They suggest that teachers 
maintain an inconclusive attitude towards complete inclusion, although many are receptive to 
the idea under favourable circumstances (Ghanizadeh, Bahredar & Moeini, 2006). The current 
study uses a three-component definition of attitude based on the theory of Eagly and Chaiken 
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component refers to the beliefs held about a specific concept. In the case of inclusive 
education, the belief could be that ‘students with a special need would benefit in a special 
school’. The affective component refers to feelings towards a given situation. For inclusive 
education it might be the feeling that ‘a student with a special need would disrupt the class’. 
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need’. A review of twenty-six studies about teachers’ attitude towards inclusion undertaken 
by de Boer, Pijl and Minnaert (2011) reveals that teachers hold neutral or negative attitudes. 
However, teachers with additional training and own personal experience with inclusive 
education are more positive about inclusion.  

Attitudes may be changed in a number of ways. Triandis (1971) states that new 
information (cognitive component), direct experience with the object (affective component), a 
new legislation or norm (behavioural component) or presenting a ‘fait accompli’ in the form 
of an event/situation can bring about change. Similarly, the contact theory of Allport (1954) 
states that direct contact and exposure to the attitudinal object reduces prejudices and alters 
belief. When there are opportunities to interact with the attitudinal object (e.g. regular student 
with an SEN student), the stereotype beliefs are altered. Therefore, it is logical to expect that 
new information on the latest legislations, special needs and inclusive teaching methods are 
likely to bring a change in the cognitive aspect of teachers’ attitudes. Furthermore, according 
to the exposure theory (Allport 1954), contact with students with SEN is also likely to bring 
changes in the remaining two attitude components. In addition, several background variables 
have been reported that influence teachers’ attitudes towards inclusive education. The review 
study of de Boer, Pijl and Minnaert (2011) found that teachers’ gender, their years of teaching 
experience, previous contact with those with special needs, additional training and the type of 
disability are variables that influence their attitude towards inclusive education.   

Turning to the measurement of attitudes, this has been largely performed in two ways. 
Firstly, through self-administered, self-reported Likert scales, which have been used in 
various studies (for example Mahat, 2008; Stoiber et al., 1998). However, Krosnick, Judd and 
Wittenbrink (2005) pointed out ‘self-deception’ as a potential systematic distortion in 
responses (p.51). Moreover, because people want to maintain favourable images of 
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interviews (David, 2013; Lindsay et al., 2013). However, even this method does not abolish 
the likelihood of ‘self-deception’.   

Knowledge about SEN:  Teachers’ knowledge as professionals is often distinguished as 
comprising factual and procedural knowledge. According to Krathwohl (2002), factual 
knowledge is described as embracing terminology, such as technical facts and vocabulary, as 
well as having a general knowledge about people, events etc. The procedural or practical 
knowledge comprises skills. It is a discipline-specific knowledge of techniques and 
methodology. It also includes knowledge of criteria used to determine when to use various 
procedures (Krathwhol, 2002). This section explains the factual knowledge required by 
teachers for inclusive education, i.e. their knowledge about the special needs of students who 
might be in their class. Also, teachers should be aware about the challenges or specific 
educational needs a particular special need poses. While research regarding teachers’ 
knowledge about SEN remains limited, the scant literature available suggests they know little 
about intellectual disability (Rae, Mckenzie & Murray, 2011), dyslexia (Carvalhais & Da 
Silva, 2010), attention deficit and hyperactivity disorder (AD/HD) (Ghanizadeh, Bhredar & 
Moeini ,2006), epilepsy (Bishop & Boag, 2006)  and autistic spectrum of disorder (ASD) 
(McCabe, 2008). The current study focused on four types of SEN which because they present 
a ‘normal’ physical appearance are often referred to as being ‘invisible’ in the classroom, yet 
with their specific educational needs present challenges for teachers. These are: AD/HD, 
dyslexia, intellectual disability (ID) and ASD.  
Knowledge about teaching methods: As mentioned above, the procedural knowledge required 
of teachers deals with teaching methods or skills. For inclusive education it means knowledge 
of the teaching methods required to address the diversity of special needs in the classroom. 
So, along with knowledge about SEN, it is logical that teachers should have teaching methods 
which may be specific or inclusive for the whole class. The limited literature suggests that 
teachers need to understand how to differentiate instructions (Romi & Leyser, 2006) and have 
a general knowledge base for effective classroom management in order to promote academic 
engagement and optimise the learning environment (Allday, Neilsen-Gatti & Hudson, 2013). 
Research about inclusive teaching methods remains sparse. The current study was based on 
the inclusive teaching methods listed by Florian (2006) under the headings: differentiated 
instructions, classroom management and cooperative learning. It is believed that the teaching 
methods he mentions would benefit all students, while also giving room to address the diverse 
educational needs of the students.    
In-service training programmes and their follow-up: It has been argued that regular teachers 
hold negative or neutral attitudes because of inadequate knowledge and skills (de Boer, Pijl & 
Minnaert, 2011). Pijl (2010) suggests ‘intervening in this untrained negative attitude - no 
positive experience cycle’ (p 197). In doing so, in-service training programmes could 
certainly be the answer. Das, Gichuru and Singh (2013) suggest that in inclusive education 
well-planned in-service training provides primary support for regular teachers. Similarly, 
according to Kosko and Wilkins (2009), a well-conceived and appropriately delivered staff 
training activities offer avenues for regular teachers to keep pace with student diversity. The 
importance of in-service courses has been emphasised in the legislation and policies of many 
countries, i.e. No Child Left Behind Act in the US, the Warnock Report in the UK and the 

 

 
 

Salamanca Statement of UNESCO (1994). In India, initiatives for preparing teachers’ have 
been taken in the previously mentioned, nationwide programme Sarva Sikhsa Abbhiyan 
(Singal, 2009). This government initiative conducts certain in-service training programmes, 
although their effectiveness has no empirical evidence (Singal, 2009). It is possible that these 
available programmes aim only to familiarise teachers with inclusive education or provide 
information about special needs and teaching methods since they have not been thoroughly 
evaluated for their short and long term effects. Again, it has not been assessed whether the 
programmes have led to any attitudinal changes which might be visible to others, or how 
information about SEN was gained or ways in which teaching methods were applied in daily 
practice. There is also a paucity of literature on follow-up programmes. Goldschmidt and 
Phelps (2010) suggest that knowledge gained could erode after teachers’ return to the 
classroom. It may be argued here that new information takes time to translate into practice, 
and real life classroom situation could pose certain new challenges for teachers doing the 
translating. Thus a follow-up of previous in-service training seems to be an imperative.  

 

A brief summary of the short-term effects of an in-service teacher training programme 

The current study is part of a larger study which focuses on preparing teachers for inclusive 
education in Jaipur, India. In one of our previous studies, we designed, implemented and 
evaluated the short term effects of a four day in-service training programme for regular school 
teachers (March 2013). In India, a frequent interchangeable usage of terms like disabilities, 
learning disabilities and special educational needs (SEN) was observed in the literature 
(Hodkinson & Devarakonda, 2009; Singal, 2005). Therefore, in the programme the term SEN 
was used for disabilities or learning disabilities. The training aimed to provide information 
about legislation, knowledge about four types of SEN and relevant teaching methods (Table 
6.1). It focused on the most commonly occurring special needs in the regular classrooms of 
India, namely: AD/HD, dyslexia, intellectual disability and ASD.  
  The content of the training programme is summarised in Table 6.1. Prior to its 
implementation, the content validity was established (Srivastava, De Boer & Pijl 2014, 
accepted) and a pre-post test control group design was set-up. The participants comprised 
regular primary school teachers (N = 79), while a comprehensive selection criteria was used 
for the experimental and control group (Srivastava, De Boer & Pijl, 2014, accepted). Effects 
of the training programme were measured by an analysis of variance (ANOVA) on three 
outcome variables, namely: attitude, knowledge about four types of SEN and teaching 
methods. 
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interviews (David, 2013; Lindsay et al., 2013). However, even this method does not abolish 
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(McCabe, 2008). The current study focused on four types of SEN which because they present 
a ‘normal’ physical appearance are often referred to as being ‘invisible’ in the classroom, yet 
with their specific educational needs present challenges for teachers. These are: AD/HD, 
dyslexia, intellectual disability (ID) and ASD.  
Knowledge about teaching methods: As mentioned above, the procedural knowledge required 
of teachers deals with teaching methods or skills. For inclusive education it means knowledge 
of the teaching methods required to address the diversity of special needs in the classroom. 
So, along with knowledge about SEN, it is logical that teachers should have teaching methods 
which may be specific or inclusive for the whole class. The limited literature suggests that 
teachers need to understand how to differentiate instructions (Romi & Leyser, 2006) and have 
a general knowledge base for effective classroom management in order to promote academic 
engagement and optimise the learning environment (Allday, Neilsen-Gatti & Hudson, 2013). 
Research about inclusive teaching methods remains sparse. The current study was based on 
the inclusive teaching methods listed by Florian (2006) under the headings: differentiated 
instructions, classroom management and cooperative learning. It is believed that the teaching 
methods he mentions would benefit all students, while also giving room to address the diverse 
educational needs of the students.    
In-service training programmes and their follow-up: It has been argued that regular teachers 
hold negative or neutral attitudes because of inadequate knowledge and skills (de Boer, Pijl & 
Minnaert, 2011). Pijl (2010) suggests ‘intervening in this untrained negative attitude - no 
positive experience cycle’ (p 197). In doing so, in-service training programmes could 
certainly be the answer. Das, Gichuru and Singh (2013) suggest that in inclusive education 
well-planned in-service training provides primary support for regular teachers. Similarly, 
according to Kosko and Wilkins (2009), a well-conceived and appropriately delivered staff 
training activities offer avenues for regular teachers to keep pace with student diversity. The 
importance of in-service courses has been emphasised in the legislation and policies of many 
countries, i.e. No Child Left Behind Act in the US, the Warnock Report in the UK and the 

 

 
 

Salamanca Statement of UNESCO (1994). In India, initiatives for preparing teachers’ have 
been taken in the previously mentioned, nationwide programme Sarva Sikhsa Abbhiyan 
(Singal, 2009). This government initiative conducts certain in-service training programmes, 
although their effectiveness has no empirical evidence (Singal, 2009). It is possible that these 
available programmes aim only to familiarise teachers with inclusive education or provide 
information about special needs and teaching methods since they have not been thoroughly 
evaluated for their short and long term effects. Again, it has not been assessed whether the 
programmes have led to any attitudinal changes which might be visible to others, or how 
information about SEN was gained or ways in which teaching methods were applied in daily 
practice. There is also a paucity of literature on follow-up programmes. Goldschmidt and 
Phelps (2010) suggest that knowledge gained could erode after teachers’ return to the 
classroom. It may be argued here that new information takes time to translate into practice, 
and real life classroom situation could pose certain new challenges for teachers doing the 
translating. Thus a follow-up of previous in-service training seems to be an imperative.  

 

A brief summary of the short-term effects of an in-service teacher training programme 

The current study is part of a larger study which focuses on preparing teachers for inclusive 
education in Jaipur, India. In one of our previous studies, we designed, implemented and 
evaluated the short term effects of a four day in-service training programme for regular school 
teachers (March 2013). In India, a frequent interchangeable usage of terms like disabilities, 
learning disabilities and special educational needs (SEN) was observed in the literature 
(Hodkinson & Devarakonda, 2009; Singal, 2005). Therefore, in the programme the term SEN 
was used for disabilities or learning disabilities. The training aimed to provide information 
about legislation, knowledge about four types of SEN and relevant teaching methods (Table 
6.1). It focused on the most commonly occurring special needs in the regular classrooms of 
India, namely: AD/HD, dyslexia, intellectual disability and ASD.  
  The content of the training programme is summarised in Table 6.1. Prior to its 
implementation, the content validity was established (Srivastava, De Boer & Pijl 2014, 
accepted) and a pre-post test control group design was set-up. The participants comprised 
regular primary school teachers (N = 79), while a comprehensive selection criteria was used 
for the experimental and control group (Srivastava, De Boer & Pijl, 2014, accepted). Effects 
of the training programme were measured by an analysis of variance (ANOVA) on three 
outcome variables, namely: attitude, knowledge about four types of SEN and teaching 
methods. 
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Table 6.1 Summary of the in-service training programme (N= 38) 
Content Duration Method  

 Introduction to  Indian 

legislation policy endorsing 

inclusive education; 

 Dyslexia: an overview of the 

characteristics;  

 AD/HD1: an overview of the 

characteristics; 

 ID2: an overview of the 

characteristics ; 

 ASD3: an overview of the 

characteristics ;  

 Inclusive teaching methods: 

differentiated instruction, 

classroom management, 

collaborative learning 

 

Total 30 hrs  

4 working days: 

2 ½ hr sessions  

 PowerPoint presentation, 

Interactive lectures,  

 Video clips  

 Demonstrating various visual 

schedules for ASD and 

discussion, 

 Visit to a special school- 

interaction with the students 

with SEN 

 

 

 Note: ADHD1 attention deficit and hyperactive disorder, ID2 intellectual disability, ASD3 

autistic spectrum of disorder. 

Teachers completed a questionnaire package comprising:  i) certain general questions 
regarding background information of the participants, ii) attitude statements towards inclusive 
education, iii) knowledge about four types of SEN and iv) statements to assess knowledge 
about teaching methods. Details of each scale and its subscales are presented in Table 6.2. 
The attitude scale was an adapted version of the original Multidimensional Attitudes Toward 
Inclusive Education Scale (MATIES) by Mahat (2008). The scale for measuring knowledge 
about SEN was based on four vignettes describing the characteristics of AD/HD, dyslexia, 
intellectual disability and ASD, according to those described in the ICD-10 (WHO, 2010). 
The scale used to measure knowledge about teaching methods was based on a list developed 
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Table 6.1 Summary of the in-service training programme (N= 38) 
Content Duration Method  

 Introduction to  Indian 

legislation policy endorsing 

inclusive education; 

 Dyslexia: an overview of the 

characteristics;  

 AD/HD1: an overview of the 

characteristics; 

 ID2: an overview of the 

characteristics ; 

 ASD3: an overview of the 

characteristics ;  

 Inclusive teaching methods: 

differentiated instruction, 

classroom management, 

collaborative learning 

 

Total 30 hrs  

4 working days: 

2 ½ hr sessions  

 PowerPoint presentation, 

Interactive lectures,  

 Video clips  

 Demonstrating various visual 

schedules for ASD and 

discussion, 

 Visit to a special school- 

interaction with the students 

with SEN 

 

 

 Note: ADHD1 attention deficit and hyperactive disorder, ID2 intellectual disability, ASD3 

autistic spectrum of disorder. 

Teachers completed a questionnaire package comprising:  i) certain general questions 
regarding background information of the participants, ii) attitude statements towards inclusive 
education, iii) knowledge about four types of SEN and iv) statements to assess knowledge 
about teaching methods. Details of each scale and its subscales are presented in Table 6.2. 
The attitude scale was an adapted version of the original Multidimensional Attitudes Toward 
Inclusive Education Scale (MATIES) by Mahat (2008). The scale for measuring knowledge 
about SEN was based on four vignettes describing the characteristics of AD/HD, dyslexia, 
intellectual disability and ASD, according to those described in the ICD-10 (WHO, 2010). 
The scale used to measure knowledge about teaching methods was based on a list developed 
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Outcomes of the short term effects of the in-service teacher training programme: The analysis 
of variance (ANOVA) revealed statistically significant positive effects of the training. This 
means that the teachers from the experimental group held more positive attitudes after the 
training programme (with no influence of background variables) compared to those in the 
control group. Similarly, for knowledge about SEN and teaching methods, a statistically 
significant difference in the mean scores of the teachers in both groups was found. The 
increased mean scores of teachers following training programme demonstrated a gain in 
knowledge in relation to dyslexia, ID, ASD and teaching methods, whereas mean scores in 
relation to knowledge of AD/HD did not reveal a statistically significant difference in the two 
groups. In addition, participating teachers in the experimental group suggested a need for a 
follow-up workshop after they had applied the information in daily practice. For more 
detailed information about the short-term training and its evaluation, we refer to Srivastava, 
de Boer, & Pijl (accepted).  

  

6.2. Method  
To examine the long term effects of the training programme, a refresher course was planned 
and conducted for participants of the original study. Details of the refresher course and study 
design are elaborated below.    

Design   

To fulfil the purpose of the study, a quasi-experimental design was used with three repeated 
measures (Figure 6.1). The study was conducted between March 2013 and March 2014 in the 
city of Jaipur, India. The three measurements were used as follows: prior to the training 
programme (T1), right after the training programme (T2) and one year after the refresher 
programme (T3). The experimental group of participants who followed the training 
programme one year before were split into two further groups comprising the experimental 
and control group (Figure 6. 1). A convenience sampling method was used to assign teachers 
to the control or experimental group, depending on the school principal’s consent to allow the 
teachers to take part in the training programme.  

In order to find other possible wider effects, a small scale study was carried out in 
which semi-structured interviews were conducted with the school principals, in which four 
open-ended questions were posed. We used this approach because, according to Brinkmann  
(2014), “semi-structured interviews can make better use of knowledge-producing potentials of 
dialogs by allowing much more leeway for following up on whatever angles are deemed 
important by the interviewee...has a greater say in focusing the conversation on issues that are 
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listing participants of the previous training programme, also requested whether these same 
teachers could be assigned to the refresher course.  The school principals who were willing to 
assign the same teachers for this course constituted the experimental group in the study. 
School principals not willing to send the same teachers were requested to complete a teacher’s 
questionnaire and comprised the control group with no refresher programme. The 
questionnaire was given to the experimental group right after the refresher programme and to 
the control group later that same week.  
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The school principals who had assigned the teachers for the refresher programme were 
contacted for an individual interview, which was conducted the following week and lasted 
between 35 and 45 minutes. Prior consent was obtained to record the interview.   

Participants 

The total sample of the current study comprised 38 regular primary school teachers from 
Jaipur, India. Participants were selected from the schools based on the following criteria: i) 
schools followed the same curriculum, ii) were within the 20-25 kilometre catchment area, 
and iii) schools had assigned four or five teachers for the previous training programme. Only 
those teacher participants who had followed the training programme one year earlier were 
invited from ten schools. Table 6.3 presents the background characteristics of the participants. 
The five school principals that sent the teachers for a follow-up programme were approached 
for an interview. Four of them agreed while one wished to be excused due to time constraints.    
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Outcomes of the short term effects of the in-service teacher training programme: The analysis 
of variance (ANOVA) revealed statistically significant positive effects of the training. This 
means that the teachers from the experimental group held more positive attitudes after the 
training programme (with no influence of background variables) compared to those in the 
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relation to knowledge of AD/HD did not reveal a statistically significant difference in the two 
groups. In addition, participating teachers in the experimental group suggested a need for a 
follow-up workshop after they had applied the information in daily practice. For more 
detailed information about the short-term training and its evaluation, we refer to Srivastava, 
de Boer, & Pijl (accepted).  
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Table  6.3 Background information about the participants 
Demographics1    Total  Experimental 

group  

Control 

group  

  (N=37) (N=18) (N=19) 

  N% N% N% 

Gender  Male  - - - 

 Female  37(100) 

 

18(100) 19(100) 

Age  21- 30 years 9(24) 5(27) 4(21) 

 31- 40 years  16(43) 7(38) 9(47) 

 > - 40 years  12(32) 

 

6(33) 6(31) 

Teaching experience 1- 4 years  8(21) 3(16) 5(26) 

 5- 9 years 11(29) 7(38) 4(21) 

 10- 14 years 9(24) 2(11) 7(36) 

 > - 14 years 9(24) 

 

6(33) 3(15) 

Training in SEN2 Short term training  4(10) 1(5) 3(15) 

 Special education 

training  

2(5) - 2(10) 

 1 day  workshop 4(10) 1(5) 3(15) 

 No training 26(70) 

 

15(83) 11(57) 

Note. 1Due to missing values of demographics the number does not correspond to the sample size. 

 SEN2 Special Educational Needs  

 

Organisation of a follow-up refresher course:  After a year, a two-day refresher course was 
designed as a follow-up for the participants of the experimental group. The design of the 
present study is presented in Figure 1. The refresher course may be seen as a shorter version 
of the original training programme, also regarding content. The aim of the refresher 
programme was to recapitulate the information provided earlier and to clear up any confusion 
participants might have in real-life situations following the previous training. The objectives 
and content of the programmes are presented in Table 6.4. The refresher course was given to 
the participants over a period of 12 hours across two consecutive days.  

 

 
 

Table 6.4 Objectives and the contents of refresher course   
Objectives  Content  

To refresh the information on SEN1 and 

provide clarity in understanding of SEN 

in the classroom;  

 

To refresh the information on inclusive 

teaching methods in the class; create an 

inclusive climate in the class. 

Revisit the indicators: dyslexia, AD/HD2, ID3 

and ASD4; Discuss the case/studies 

 

 

 

Revisit inclusive teaching methods; 

Demonstration of teaching methods as in real 

situations.  

Discuss the case/studies  

Note: SEN1 Special educational needs; ADHD2- attention deficit/hyperactivity disorder; ID3- 

intellectual disability; ASD4- autistic spectrum disorder. 

Measures 

In order to measure the change in attitudes, knowledge about four types of SEN and inclusive 
teaching methods, the self-reporting questionnaire package used for T1 and T2 was repeated 
in both groups for T3.  

With regard to other possible wider effects, semi-structured interviews were conducted 
with the school principals. The first author conducted the interviews and asked the following 
open-ended questions: What is your perspective on inclusive education regarding children 
with SEN?  Can you describe the changes you have observed in those teachers who 
participated in the training programme? In what ways have they used the information they 
received from the programme?  How would you now expect these teachers to support students 
with SEN in school? 

 

Analyses  

We started by recoding negatively formulated statements and computed the means scores of 
the dependent variables (i.e. attitudes, knowledge about four types SEN and teaching 
methods). SPSS 22 was used for all computations. To answer the first research question, we 
conducted a repeated measure ANOVA. Prior to analysis, we explored the data to check 
whether it met two assumptions, namely its normality of distribution and the covariance 
structure. For all dependent variables the assumptions were met. Hence, the analysis was 
conducted to test whether there was a main effect of time, condition, and the interaction effect 
of time and condition.  
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Interviews with the school principals to assess wider effects were also transcribed by 
the first author. The analysis was based on grounded theory which involves open coding to 
identify the themes (Glaser & Strauss, 1967). The development of themes is a deductive 
approach with a systematic search for patterns to generate full descriptions capable of 
shedding light on the phenomenon under investigation. In particular, the constant comparative 
method involves making systematic comparisons across cases to refine each theme (Boeije, 
2002). The interviews were transcribed, reread and coded, which resulted in several themes.     

 

6.3. Results  
Long term effects of an in-service training programme  

Because the focus of this study was the evaluation of long-term effects, only the interaction 
effect of time*condition is reported in the results section. The other outcomes (main effect of 
time and condition) are included in Appendix 2. Moreover, a boxplot of all three time 
measurements per group can be found in Appendix 1.       

Attitudes: Descriptive statistics about the mean scores showed a noticeable difference between 
two groups at the third time measurement (Figure 6.2). Because both groups had followed a 
complete training earlier, a difference in the mean score at the first and second time 
measurements was not expected. A change in the mean score was in fact expected at the third 
time measurement. The descriptive statistics indicated that teachers in the experimental group 
held more positive attitudes towards inclusive education (M= 3.94, SD = .26) than teachers in 
the control group (M =3.36, SD = .25, Table 5). The results of the repeated measures ANOVA 
confirmed this outcome, (F(2) = 9.415, p = .001, ƞ2   .212). This indicates that the refreshment 
course had a significant positive effect on teachers’ attitudes.  

 

 

 

 

 

 
 

Figure 6.2 Change in attitude scores over time in both groups.  
 

Zooming in on the attitude components, teachers had significantly more positive beliefs after 
the refresher course (F(2) = 4.624, p = .021, ƞ2 .117). Similar significant positive effects were 
found for the affective component, (F(2) = 7.762, p = .001, ƞ2 .182). For the behavioural 
component no significant increase was found, (F(2) = 1.266, p = .283, ƞ2.035).     

 
Knowledge about SEN: Descriptive statistics revealed a difference in the mean scores of both 
the groups at the third time measurement (Figure 6.3). The mean scores indicated an increase 
in knowledge in the experimental group (M =3.17, SD = .25), compared to the control group 
(M = 2.80, SD = .22) (Table 6. 5). The repeated measures ANOVA confirmed this, as we 
found a significant increase in teachers’ knowledge about SEN, (F (2), = 6.351, p = .005, ƞ2 
.154).  

 

 Figure 6.3 Change in knowledge about SEN scores over time in both groups  
 

Zooming in on the different SEN types, a significant increase among the teachers of the 
experimental group after the refresher course was found in their knowledge of AD/HD (F (2) 
= 4.387, p = .019, ƞ2  .111), intellectual disability (F (2) = 8.878, p = .001,  , ƞ2 .202) and ASD 
(F (2) = 3.587, p = .038, ƞ2 .093). There was no significant increase among teachers in the 
experimental group regarding knowledge about dyslexia (F (2), = 1.637, p = .203, ƞ2 .045).  
Knowledge about teaching methods: Descriptive statistics did not show a change in the mean 
scores of two groups at the third time measurement ( Figure 6.4), indicating that the mean 
scores of teachers in the experimental group did not increase regarding knowledge about 
teaching methods (Table 5). The results of the repeated measures ANOVA confirmed this 
outcome, (F (2) = .970, p = .362, ƞ2 = .027). 
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  Figure 6.4 Change in mean scores for knowledge about teaching methods over time in both groups  
 

  

 

 

 
 

Table 6. 5 Mean scores and standard deviation at three time measurements (N= 19control group, N= 
18experimental group) 
     Variables      Group  

 

       T2 

Mean         SD 

    T3 

Mean          SD 

Attitude (overall) CG1   

EG2   

3.88           .41 

3.97           .26 

3.36            .25 

3.94            .26 

          Belief  CG   EG    3.91           .49 

4.01           .33  

3.27            .41 

3.91            .35 

          Feeling CG    

EG    

3.63           .62  

3.70           .47  

3.06            .41 

3.77             .64 

          Behaviour    CG    

EG    

4.06           .50 

4.17           .36 

3.71             .28 

4.11             .41 

Knowledge SEN3               

(overall)  

CG      

EG    

3.14           .28 

3.20           .33  

2.80             .22 

3.17             .25 

          AD/HD4 CG   

EG   

3.19           .32 

3.24           .38  

2.88             .17 

3.27             .35 

          Dyslexia  CG   

EG   

2.19           .27 

3.19           .44 

2.68             .24 

3.08             .37 

          ID5 CG    

EG   

3.23           .42 

3.19           .34 

2.86             .34 

3.24             .32 

          ASD6 CG   

EG   

3.18           .42 

3.17           .33 

2.74             .38 

3.07             .25 

Knowledge  Teaching 

methods  

CG     

 

2.74           .45 

2.82           .24 

2.68             .36 

2.42             .24 

Note: CG1 control group; EG2experimental group; SEN3 Special Educational Needs; 

AD/HD4- attention deficit/hyperactivity disorder; ID5- intellectual disability; ASD6 autistic 

spectrum disorder.  

Wider effects of the in-service training programme    

This section gives insight into the wider effects which were observed by the school principals. 
The quantitative evaluation revealed the long terms effects of the training programme, which 
made it interesting to see whether teachers’ behaviour in daily practice had also changed. The 
results presented below are based on interviews with the school principals who sent teachers 
to attend the refresher course.  
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Perspectives of school principals on inclusive education: The principals were conscious about 
new legislation (Right to Education, 2010) and its obligations. Principals found that they were 
to abide by the law, and were not in a position to refuse to educate any student with SEN in 
regular schools. Although they were open about the latter, they felt that teachers did not have 
knowledge about SEN and how to manage students with special needs in class. As one 
principal explained:  

Before we start having an inclusive school where we have all kinds of children studying 
together, we need to have the infrastructure to cater for their needs. More important than 
infrastructure for me would be human resources. Whether my teachers really understands the 
needs and are able to give what is required to these children, because if I don’t have trained 
teachers, or I don’t have people that are sensitive enough, I may do more harm than good 
(Principal 4). 

The principals saw the previous training programme and refresher course as a first step to 
bridging the existing gap.   

Changes observed in the participating teachers: Among the several changes principles 
observed in teachers after receiving the training, foremost was an awareness and sensitivity 
towards students. They were sensitive towards those students who showed difficulty in coping 
with classwork and homework or exhibited challenging social behaviour. Teachers were 
found to be seeking solutions rather than complaining, or ignoring such a student in class. 
They supported fellow teachers in preparing extra worksheets, an evaluation method or 
suggesting a teaching method to help the child. Teachers were also observed to be more 
considerate and understanding to the children who were not able to perform in class:  

They thought many times before writing a note of complaint for the parents in the child’s 
diary. They thought why the child was not doing classwork, or how could they do something 
about it” (Principal 3).  

Another principal noted: 

After the training programme there was a child who was unable to copy from the blackboard. 
He was asked to sit near the blackboard and the font size in his paperwork was also increased.. 
Now the child is able to do his classwork (Principal 4). 

Another change involved recognising the educational needs of a student for example:  

Before the training the teachers noticed while teaching or interacting with certain children that 
they had difficulties, but were unable to identify what they needed. But now they know what 
action needs to be taken. (Principal 4) 

Using the knowledge gained in the training programme:  All principals reported that the 
knowledge gained in the training programme was shared with fellow teachers in ‘sharing 
workshops’.  

Fellow teachers who were having difficulties in handling certain students in their class also 
learned about SEN from the sharing workshop (Principal 1).  

 

 
 

Support for the perceived students with SEN in schools: According to the principals, teachers 
who followed the training were seen as a ‘core group’ which would support their fellow 
teachers directly or indirectly in addressing SEN in class. As direct support:  

They were appointed the class teacher of the student with SEN (Principal 2). As indirect 
support, teachers were expected to support fellow teachers in adapting specific teaching 
approaches, suggesting alternative worksheets and talking to the parents of students with 
perceived SEN (Principal 1).    

School recommendations:  Firstly, the principals unanimously recommended providing 
similar knowledge to the remaining teachers of the school, while providing continuous 
follow- up support to the core group of teachers. It was felt that in this way, teachers would be 
more confident in supporting the SEN of students. It was also requested that more information 
be provided about other disabilities, like blindness or physical disability.  

6.4. Conclusion 
This study examined the long term effect of a training programme on regular teachers’ 
attitude, knowledge about SEN and teaching methods. More specifically, the study 
highlighted the effects of a refresher course, which w statistically significant regarding 
attitudes and knowledge about AD/HD, ID, and ASD. No significant effect was found for 
improved knowledge about dyslexia or teaching methods. The study also revealed a positive 
change in teachers’ attitude in daily practice, which was observed by all four school 
principals. They found the teachers more aware, sensitive and considerate towards students 
showing difficulty with learning or had behavioural issues. The knowledge gained was used 
in several ways by the teachers to support perceived students with SEN, either in their own 
class or in other teachers’classes.    

6.5. Discussion  
The current study attempted to examine the long term effects of an in-service training 
programme for regular teachers to equip them in three important areas, namely: provide a 
positive attitude towards inclusive education (Allday, Neilsen-Gatti & Hudson, 2011), 
increase knowledge about SEN and knowledge about teaching methods (Bhatnagar & Das, 
2014; Carvalhais & Da Silva, 2010). These areas have been addressed in in-service teacher 
training programmes and have shown positive results (Secer, 2010). However, mostly short 
term effects of these training programmes have been reported (Kurniawati et al., 2014).This 
far their long term effects have hardly been examined. This study, however, looks at the long 
term effects of an in-service training programme on attitudes, knowledge about SEN and 
knowledge about teaching methods. In addition a refresher course was organised as a follow-
up to the training, while long terms effects were also observed by school principals over a 
period of time.  

With regard to attitudes, the current study found more positive attitudes among 
teachers who took the refresher course. The attitudes of teachers who did not take such a 
course showed a downturn over time (Table 6.5). This result could be explained by the fact 
that when teachers are faced with real life situations, they may not continue to think or feel in 
the same way. For teachers who took the refresher course, it might well be that their attitudes 

Chapter 6

136

13307_Srivastava_Layout.indd   136 13-11-15   10:13



 

 
 

Perspectives of school principals on inclusive education: The principals were conscious about 
new legislation (Right to Education, 2010) and its obligations. Principals found that they were 
to abide by the law, and were not in a position to refuse to educate any student with SEN in 
regular schools. Although they were open about the latter, they felt that teachers did not have 
knowledge about SEN and how to manage students with special needs in class. As one 
principal explained:  

Before we start having an inclusive school where we have all kinds of children studying 
together, we need to have the infrastructure to cater for their needs. More important than 
infrastructure for me would be human resources. Whether my teachers really understands the 
needs and are able to give what is required to these children, because if I don’t have trained 
teachers, or I don’t have people that are sensitive enough, I may do more harm than good 
(Principal 4). 

The principals saw the previous training programme and refresher course as a first step to 
bridging the existing gap.   

Changes observed in the participating teachers: Among the several changes principles 
observed in teachers after receiving the training, foremost was an awareness and sensitivity 
towards students. They were sensitive towards those students who showed difficulty in coping 
with classwork and homework or exhibited challenging social behaviour. Teachers were 
found to be seeking solutions rather than complaining, or ignoring such a student in class. 
They supported fellow teachers in preparing extra worksheets, an evaluation method or 
suggesting a teaching method to help the child. Teachers were also observed to be more 
considerate and understanding to the children who were not able to perform in class:  

They thought many times before writing a note of complaint for the parents in the child’s 
diary. They thought why the child was not doing classwork, or how could they do something 
about it” (Principal 3).  

Another principal noted: 

After the training programme there was a child who was unable to copy from the blackboard. 
He was asked to sit near the blackboard and the font size in his paperwork was also increased.. 
Now the child is able to do his classwork (Principal 4). 

Another change involved recognising the educational needs of a student for example:  

Before the training the teachers noticed while teaching or interacting with certain children that 
they had difficulties, but were unable to identify what they needed. But now they know what 
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principals. They found the teachers more aware, sensitive and considerate towards students 
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in several ways by the teachers to support perceived students with SEN, either in their own 
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6.5. Discussion  
The current study attempted to examine the long term effects of an in-service training 
programme for regular teachers to equip them in three important areas, namely: provide a 
positive attitude towards inclusive education (Allday, Neilsen-Gatti & Hudson, 2011), 
increase knowledge about SEN and knowledge about teaching methods (Bhatnagar & Das, 
2014; Carvalhais & Da Silva, 2010). These areas have been addressed in in-service teacher 
training programmes and have shown positive results (Secer, 2010). However, mostly short 
term effects of these training programmes have been reported (Kurniawati et al., 2014).This 
far their long term effects have hardly been examined. This study, however, looks at the long 
term effects of an in-service training programme on attitudes, knowledge about SEN and 
knowledge about teaching methods. In addition a refresher course was organised as a follow-
up to the training, while long terms effects were also observed by school principals over a 
period of time.  

With regard to attitudes, the current study found more positive attitudes among 
teachers who took the refresher course. The attitudes of teachers who did not take such a 
course showed a downturn over time (Table 6.5). This result could be explained by the fact 
that when teachers are faced with real life situations, they may not continue to think or feel in 
the same way. For teachers who took the refresher course, it might well be that their attitudes 
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were strengthened by the training content or by interaction with fellow teachers. Concerning 
knowledge about AD/HD, ID and ASD, teachers who attended a refresher course showed 
improved knowledge compared to those who did not. A similar result was reported by Rae et 
al. (2011). Their study, aimed at improving knowledge of ID amongst teachers, found that this 
was sustained after one month of initial short training. One explanation for the increase in 
teachers’ knowledge in the current study could be that real life case studies during the 
refresher course may have helped teachers refresh their previous knowledge. It could also be 
that information received previously was applied in the real situation and was reinforced 
during the second programme. While these are positive findings, surprisingly no change was 
found in knowledge about dyslexia or teaching methods after the refresher course. It might be 
that the teachers did not learn anything new on these two topics. It might also be that the 
teachers could now identify dyslexia more clearly because of the considerable gain in their 
knowledge from the previous training programme. Similarly, knowledge about teaching 
methods had also increased in the previous training (Srivastava, De Boer & Pijl 2014, 
accepted).  This seems logical because teachers would be more interested in learning about 
teaching methods. Nevertheless, it does not diminish the fact that a refresher course is 
essential after an in-service training programme.   

The current study attempted to identify wider long term effects of a training 
programme through the lens of school principals. These effects were elucidated in interviews 
with the principals when they made observations about their participating teachers. 
Concerning attitudes, all principals observed a positive one in teachers after taking the 
refresher course. Teachers showed more awareness and sensitivity towards the special needs 
of students. It is an encouraging and important finding that positive attitudinal changes were 
observed by the school principals, and it also reflects the effectiveness of the training 
programme. Such a programme should have a broader impact which is observed by others and 
create a snowball effect in the school or community. Furthermore, principals found teachers 
applying their new knowledge in several ways, for example supporting their fellow teachers 
and using different teaching methods in class. Interestingly, some teaching methods used by 
the teachers were linked to classroom management. It is an extremely relevant finding in the 
context of India and elsewhere, where teachers struggle with large class-sizes. It could mean 
that knowledge about inclusive teaching methods could be a stepping stone in developing 
teachers’ confidence towards inclusive education.  

In-service training programmes and a refresher course as follow up can be a solution 
in breaking the no knowledge-no inclusion cycle. It has been suggested that in the absence of 
knowledge about SEN or teaching methods, regular teachers would not be able to include 
students with SEN (Ghanizadeh, Bahredar & Moeini, 2006; Sari, 2007). It is argued here that 
a core group of teachers receiving training may be a more systematic and sustainable way in 
breaking the barrier posed by a lack of trained teachers. It is also argued that one-day training 
to improve knowledge about SEN is insufficient to bring about change. As is evident from the 
current study, systematic staff training has greater potential. It should be noted that preparing 
a core group as suggested here, is in contrast to the ‘train the trainer’ model mentioned in the 
study of Das, Gichuru and Singh (2013). Their study explained the model as one teacher from 

 

 
 

each school receives the training and subsequently trains the other teachers in his/her school. 
The model was a result of the India-Australia Capacity Building Project, which was found to 
be successful. However, the sustainability of the model remains an open question.  This 
current study involved more than one teacher from the schools, which has a more promising 
chance of sustainability.  

A positive attitude of the teachers in the current study is in line with previous studies 
conducted in India (Bhatnagar & Das, 2013; Parasuram, 2006). This positive attitude should 
be harnessed by increasing the placement of students with SEN in regular schools. In such a 
desired situation, an in-service training programme which prepares teachers seems logical and 
an appropriate way forward.   

The study, along with its strengths, also has its limitations. Concerning the study design, we 
are aware of what an ideal one should be. Firstly, this would have also included the first 
control group in the third measurement (Figure 6.1). This could have given a deeper insight 
into the long term effects. However, at the second time measurement, participants from the 
control group already displayed their resistance to completing the questionnaire. For this 
reason they were not included for the third time measurement of the study. Therefore, 
splitting the experimental group into the control and experimental group for the refresher 
course seemed the best possible solution to measure long term effects. Secondly, concerning 
an illustration of the wider effects, the ideal situation would have been if the school principals 
from the control group had have been also interviewed. However, when they were contacted 
to assign the same teachers who had participated earlier, they were unable to assign the same 
ones. Therefore, these principals were not approached for the interviews but rather the 
principals who willingly assigned their teachers for a refresher course. In the given time it was 
the best available option for us.  The other limitation of the study is the desirability of our use 
of self-reported questionnaires. Teachers’ actual behaviour in the classroom in terms of 
student- teacher interaction is unknown. Therefore, classroom observations and student 
reports are strongly recommended in future research. Lastly, results are required to be 
interpreted with caution pertaining to the sample size and geographical area, as 
generalisations for a large country like India may be unrealistic.  

Despite these limitations, the study established the importance of an in-service training 
programme and the added value of a refresher course. In developing countries, where the 
education of students with SEN seems largely an unrealised Education for All goal, this form 
of teacher preparation has a great potential towards achieving that goal.  
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teachers could now identify dyslexia more clearly because of the considerable gain in their 
knowledge from the previous training programme. Similarly, knowledge about teaching 
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of students. It is an encouraging and important finding that positive attitudinal changes were 
observed by the school principals, and it also reflects the effectiveness of the training 
programme. Such a programme should have a broader impact which is observed by others and 
create a snowball effect in the school or community. Furthermore, principals found teachers 
applying their new knowledge in several ways, for example supporting their fellow teachers 
and using different teaching methods in class. Interestingly, some teaching methods used by 
the teachers were linked to classroom management. It is an extremely relevant finding in the 
context of India and elsewhere, where teachers struggle with large class-sizes. It could mean 
that knowledge about inclusive teaching methods could be a stepping stone in developing 
teachers’ confidence towards inclusive education.  

In-service training programmes and a refresher course as follow up can be a solution 
in breaking the no knowledge-no inclusion cycle. It has been suggested that in the absence of 
knowledge about SEN or teaching methods, regular teachers would not be able to include 
students with SEN (Ghanizadeh, Bahredar & Moeini, 2006; Sari, 2007). It is argued here that 
a core group of teachers receiving training may be a more systematic and sustainable way in 
breaking the barrier posed by a lack of trained teachers. It is also argued that one-day training 
to improve knowledge about SEN is insufficient to bring about change. As is evident from the 
current study, systematic staff training has greater potential. It should be noted that preparing 
a core group as suggested here, is in contrast to the ‘train the trainer’ model mentioned in the 
study of Das, Gichuru and Singh (2013). Their study explained the model as one teacher from 

 

 
 

each school receives the training and subsequently trains the other teachers in his/her school. 
The model was a result of the India-Australia Capacity Building Project, which was found to 
be successful. However, the sustainability of the model remains an open question.  This 
current study involved more than one teacher from the schools, which has a more promising 
chance of sustainability.  

A positive attitude of the teachers in the current study is in line with previous studies 
conducted in India (Bhatnagar & Das, 2013; Parasuram, 2006). This positive attitude should 
be harnessed by increasing the placement of students with SEN in regular schools. In such a 
desired situation, an in-service training programme which prepares teachers seems logical and 
an appropriate way forward.   

The study, along with its strengths, also has its limitations. Concerning the study design, we 
are aware of what an ideal one should be. Firstly, this would have also included the first 
control group in the third measurement (Figure 6.1). This could have given a deeper insight 
into the long term effects. However, at the second time measurement, participants from the 
control group already displayed their resistance to completing the questionnaire. For this 
reason they were not included for the third time measurement of the study. Therefore, 
splitting the experimental group into the control and experimental group for the refresher 
course seemed the best possible solution to measure long term effects. Secondly, concerning 
an illustration of the wider effects, the ideal situation would have been if the school principals 
from the control group had have been also interviewed. However, when they were contacted 
to assign the same teachers who had participated earlier, they were unable to assign the same 
ones. Therefore, these principals were not approached for the interviews but rather the 
principals who willingly assigned their teachers for a refresher course. In the given time it was 
the best available option for us.  The other limitation of the study is the desirability of our use 
of self-reported questionnaires. Teachers’ actual behaviour in the classroom in terms of 
student- teacher interaction is unknown. Therefore, classroom observations and student 
reports are strongly recommended in future research. Lastly, results are required to be 
interpreted with caution pertaining to the sample size and geographical area, as 
generalisations for a large country like India may be unrealistic.  

Despite these limitations, the study established the importance of an in-service training 
programme and the added value of a refresher course. In developing countries, where the 
education of students with SEN seems largely an unrealised Education for All goal, this form 
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Appendix 1. Boxplot showing mean scores of both groups over time  

 

Figure 1. Attitude scores for both groups at three time measurements.   

 

Figure 2. Knowledge about SEN scores for both groups at three time measurements.   

 

 

 

 

 

 
 

 

Figure 3. Knowledge about teaching methods scores for both groups at three time measurements. 
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Figure 3. Knowledge about teaching methods scores for both groups at three time measurements. 
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Appendix 2:  Outcomes of the repeated measures ANOVA.  

 

Table 1. Detailed statistiscal outcomes of the repeatedmeasures of ANOVA. 
Outcome 
variables 

Main effect5    F    df    p-value    ƞ2 

Attitude   (overall)  Time 
Condition 
Interaction effect  

11.066 
7.918 
9.415 

2 
1 
2 

.000 

.008 

.001 

.240 

.184 

.212 
Cognitive Time 

Condition 
Interaction effect 

6.222 
6.339 
4.624 

2 
1 
2 

.007 

.017 

.021 

.151 

.153 

.117 
Affective  Time 

Condition 
Interaction effect 

7.765 
2.555 
7.762 

2 
1 
2 

.001 

.119 

.001 

.182 

.068 

.182 
Behavioural  Time 

Condition 
Interaction effect 

2.507 
4.169 
1.266 

2 
1 
2 

.103 

.049 

.283 

.067 

.106 

.035 
Knowledge about 
SEN1 

Time 
Condition 
Interaction effect 

8.639 
6.06 

6.351 

2 
1 
2 

.001 

.019 

.005 

.198 

.148 

.154 
ADHD2 Time 

Condition 
Interaction effect 

2.745 
5.384 
4.387 

2 
1 
2 

.077 

.026 

.019 

.073 

.133 

.111 
Dyslexia  Time 

Condition 
Interaction effect 

6.448 
11.583 

1.637 

2 
1 
2 

.003 

.002 

.203 

.156 
. 249 
.045 

ID3 Time 
Condition 
Interaction effect 

3.816 
.793 

8.878 

2 
1 
2 

.032 

.037 

.001 

.098 

.022 

.202 
ASD4 Time 

Condition 
Interaction effect 

14.077 
1.232 
3.587 

2 
1 
2 

.000 

.275 

.038 

.287 

.034 

.093 
Knowledge about 
teaching methods  

Time 
Condition 
Interaction effect 

49.664 
.007 
.970 

2 
1 
2 

.000 

.936 

.362 

. 587 

. 000 

. 027 

Note: SEN1_ special educational needs; AD/HD2- attention deficit/hyperactivity disorder; ID3- 
intellectual disability; ASD4 autistic spectrum disorder; 5 Interaction effect= time * 
condition  
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General discussion 

7.1. Inclusive education through the lens of a developing country  
The Education For All (EFA) millennium development goal (2005-2015) has been a central 
theme of education policies in developing countries. The EFA is an international commitment 
which promotes the education for children regardless of their socioeconomic or ethnic 
backgrounds, their gender or special needs. Indeed, while the goal is of paramount 
importance, it is a colossal task for developing countries which have to deal with challenges 
including mass illiteracy and exclusion of certain groups, particularly girls. At the same time, 
the EFA goal does not attract much attention in the West because it has been largely 
accomplished and only a relatively small number of students do not attend school or drop out 
of secondary education. Most attention in the West is directed at the development of inclusive 
education. Inclusive education focuses on access to regular schools and combating 
segregation. In the context of developing countries, inclusive education can be regarded as an 
aspect of the EFA goal, which intends that all students should attend school, including those 
with special educational needs (SEN). The EFA movement is therefore a tremendously 
effective vehicle for the inclusion of students with SEN in developing countries. To put it 
another way, inclusive education diverts efforts away from the establishment of special 
schools in solving the challenges of implementing the EFA goal.  

Inclusive education for students with special needs has been recognised as a right in 
several international statements over the last ten years, such as the UNCRPD (United Nations, 
2006). However, the implementation of the goal depends on how the issue of ‘special 
educational needs’ or ‘disability’ is treated in developing countries. It is important briefly to 
note some of the assumptions made about children labelled as having disability7 or special 
educational needs in the context of developing countries. Students with special education 
needs are generally excluded from education or employment on the pretext that they are a 
minority group in any case. Furthermore, the exclusion is rooted in socio-cultural views which 
regard disability as a deficit and students with SEN as incapable of contributing to the 
economy or society. Such views disadvantage or marginalise the disability sector. The 
poverty in certain areas further marginalises the sector and decreases the opportunities for 
inclusion. Students from this group are also generally served on the basis of a charity or 
medical model rather than on a rights-based model.  

7.2. Implementation of inclusive education  
The implementation of inclusive education in developing countries calls for a paradigm shift 
from socio-cultural assumptions to a rights-based approach. This shift requires several 
changes, especially in legislation, schools and teachers. In order to implement inclusive 
education, step-by-step preparation is required. For example, adequate education policy 
provision, infrastructural changes in schools, appropriate teaching materials and teachers 
specially trained to address SEN in their classrooms.  

                                                           
7 In developing countries the terms special education needs and disability are used interchangeably in common 
parlance and in legislative documents. Since the present study is based in India and special education needs 
(SEN) has been used for ‘disabilities’ in the recent national policy documents, special needs will be used to 
denote disability.   

 

 
 

The first step in implementing inclusive education is a clear policy provision. In order 
to formulate the policies for inclusive education, a body of facts and statistics are needed to 
ensure that largest possible part of the population can be served. Developing countries are 
seriously deficient in obtaining or providing the statistics about disability. Reliable, up-to-date 
data about the population of students with disabilities are still not available in these countries. 
The EFA monitoring report estimates that one-third of the 77 million 6-11-year-olds who do 
not attend school have special needs (UNESCO 2007). Miles and Singal (2010) state that the 
majority of students with special needs in developing countries do not attend school. They 
continue that it will be a very long time before any reliable national or international statistics 
become available. Furthermore, the difficulties in obtaining reliable data are also due to the 
definition of special educational needs/disability across cultures. A similar situation is 
highlighted in the context of India, where the population with a disability was first counted in 
2001 and since then has shown a slight increase. However, data on the population of students 
with SEN and attending school are not available. The data which are available for students 
with SEN at schools only records enrolment numbers and not retention rates at regular 
schools (see Chapter 1). This example illustrates that awareness and knowledge about special 
needs is required to make students with special needs visible.  

A sign of a paradigm shift occurring despite all the prevailing challenges in 
developing countries are the changes in legislation and education policies. We observed pro-
inclusion, internationally aligned policies (see Chapter 2). The current study showed that 
inclusive education for students with SEN feature in legislation in several developing 
countries. However, a serious impediment to implementing such policies was found in the 
unclear roles and responsibilities allocated to different departments. Such drawbacks in the 
policies create confusion and a lack of coordination amongst the various departments. 
Consequently, it takes a long time before policies are actually implemented. An example of 
such an unclear role for government departments in India is illustrated in Chapters 1 and 2 
(see also Kalyanpur, 2008; Miles & Singal, 2010). The other difficulties which have been 
consistently pointed out are the lack of physical infrastructure at schools and poor resources in 
terms of trained professionals and teaching materials. Nevertheless, despite the challenges, 
students with SEN have started attending regular schools (see Chapters 1 and 2). The 
challenge then lies in preparing schools and teachers.  

Preparing schools and teachers is not just about creating new schools or having trained 
teachers. As a part of the EFA movement, the larger issue is whether to create new schools or 
to prepare existing schools to include students with SEN. Creating new schools/institutions is 
a time-consuming and a costly affair. Although existing school developments are concerned 
with infrastructural improvements, such schools could gain a head start by including the 
students with SEN. We do not propose here that existing schools should not be remodelled to 
accommodate special needs, especially in terms of their physical infrastructure, but they could 
also begin with inclusion in their present condition. The question then arises of which steps 
should be taken at the school level to initiate the inclusion of students with SEN. Moreover, it 
is not only about including students with SEN in the schools but also about addressing the 
students with SEN who have already started attending the schools as a result of the EFA 
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movement. One of the aims of this study was to review the actions undertaken to implement 
inclusive education and their effectiveness in terms of increases in the numbers of students 
with SEN attending regular schools (see Chapter 2). Several initiatives at the school level 
were found in the literature, such as collaboration between various organizations, team work 
between regular and specialist school teachers, and the placement of students with SEN in 
their local schools. The local schools’ initiatives were brought about by the schools 
themselves opening their doors out a desire to include SEN students. Those individual 
initiatives were not due to any external pressure, which can be seen as a welcome sign of 
changes in the prevailing assumptions about special needs education. Furthermore, two 
successful projects which showed an increase in students with SEN who attended regular 
schools had one common characteristic: teacher preparation (see Chapter 2). This is definitely 
an encouraging sign, but such efforts cannot be a long term solution to cater to a large 
unserved population. The importance of teacher preparation has been echoed consistently in 
the literature (Das & Bhatnagar, 2013 a). Furthermore, teacher preparation poses several 
questions, such as in what areas of their daily practice teachers need support, how that support 
could be provided, and how teachers could best cope with SEN in large classes. In dealing 
with these challenges, there can be a tendency to lift ideas which worked in the context of 
western countries and drop them into developing countries without local translation. A more 
constructive approach would be to learn from the negative experiences of those countries 
which are ahead in this field and not to reinvent the wheel. Therefore, we argue that 
successful ideas should be translated to developing countries, rather than transplanting 
isolated experiences.   

The two approaches which were found to assist in the implementation of inclusive 
education in developing countries can serve as important lessons. Firstly, in order to combat 
the socio-cultural assumptions about disability, a bottom-up approach appears to be more 
practical and effective. This approach is elaborated as community-based rehabilitation (CBR). 
CBR means whole-community involvement in making education inclusive. Starting with the 
sensitization of the community about disabilities and special needs, it ultimately aims at in-
service teacher training in the local context (see Deng & Holdworth, 2007; Villa et al., 2003). 
Secondly, five studies focused on teacher training and analysed how it could facilitate the 
inclusion of students with SEN in schools. These studies reported that in-service training 
could enable teachers to manage special education needs in their classrooms. Harnessing 
existing resources can be effective in implementing inclusive education in developing 
countries, i.e. empowering the available teachers rather than waiting for the situation to 
improve by training new teachers. Our review of actions and their effectiveness in 
implementation highlights the importance of teacher preparation in developing countries.  

7.3. Preparing teachers for inclusive classrooms  
Three aspects are indicated in international research as necessary in the effective preparation 
of teachers for inclusive classrooms: attitudes towards inclusive education, knowledge about 
SEN and knowledge about teaching methods (see Chapter 3). The literature also notes that 
consideration of these three aspects in preparing teachers could result in increased social 
participation or academic performance among students with SEN (Allday, Neilsen-Gatti & 

 

 
 

Hudson, 2013; Lociacono & Valenti, 2010). In order to prepare teachers for inclusive 
education, it is imperative to know the current level development of these three aspects. The 
current study sought to measure the three aspects using a reliable questionnaire. The survey 
findings showed that teachers had neutral attitudes towards inclusive education and lacked 
knowledge about SEN and about teaching methods. However, they were willing to undertake 
training to acquire knowledge about SEN and about teaching methods (see Chapter 3). These 
findings are in line with the studies of Das, Kuyini and Desai (2013), Ghanizadeh, Bahredar 
and Moeini (2006). Our findings served as the basis for designing a training programme, 
which involved updating existing initial teacher training programmes. However, introducing 
changes to the existing teacher training curriculum and implementing them will take time. It 
has been suggested that it would take roughly 15-20 years to ‘replace’ half the teachers which 
currently lack special needs training (Pijl, 2010). Meanwhile, students with SEN are already 
attending regular schools. Our survey findings on attitudes and knowledge about SEN and 
knowledge about teaching methods of regular school teachers indicated that the three aspects 
require immediate attention (see Chapter 3). The teachers already teaching students with SEN 
need to know how to cope with the diversity in their class. Therefore, it would appear logical 
also to prepare existing teachers in service.  

An in-service teacher training programme presents itself as an alternative alongside 
pre-service teacher training. The available in-service teacher training programmes are of 
various durations, from one or two days to four or five days and even 45 days or more 
(Kurniawati, De Boer, Minnaert & Mangunsong, 2014). However, it has been noted that the 
effectiveness of these programmes is rarely evaluated on outcome variables such as training 
content or student outcomes (Singal, 2009). In the light of this it is imperative to design a 
short in-service training programme and evaluate it for effectiveness (see Chapter 4). It is 
important that teachers should be actively involved in designing an in-service training 
programme. The contents of the in-service training programme should be in line with their 
requirements, so that they can apply what they learn in their classrooms when managing SEN. 
The current study therefore designed an in-service training programme which focuses on the 
three outcome variables found in the survey (see Chapter 3).  

7.4. The effectiveness of teacher training programmes  
The effectiveness of a training programme depends on careful planning and clear objectives. 
To ensure the effectiveness of a training programme, it should have clear goals, good content, 
the right duration and an engaging methodology. When a programme is clearly designed, it 
can be replicated and can act as a template for designing programmes for other types of SEN. 
These aspects were carefully considered in the current study when designing our in-service 
training programme (see Chapter 4). The training programme achieved positive effects on the 
three outcome variables. The teachers showed more positive attitudes towards inclusive 
education and their knowledge about SEN and about teaching methods was improved (see 
Chapter 5). In particular, knowledge about teaching methods showed a significant 
improvement among participants after the training programme. This shows that the 
participants got more out of learning about teaching methods in the context of large class 
sizes. This seems logical, because teachers in India do not usually have support from a 
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requirements, so that they can apply what they learn in their classrooms when managing SEN. 
The current study therefore designed an in-service training programme which focuses on the 
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To ensure the effectiveness of a training programme, it should have clear goals, good content, 
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can be replicated and can act as a template for designing programmes for other types of SEN. 
These aspects were carefully considered in the current study when designing our in-service 
training programme (see Chapter 4). The training programme achieved positive effects on the 
three outcome variables. The teachers showed more positive attitudes towards inclusive 
education and their knowledge about SEN and about teaching methods was improved (see 
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teaching assistant. In addition, a visit to a special school helped participants change their 
views about the SEN. The trainers who conducted the programme were also an important 
element in its implementation. They could be considered to be an indirect factor in increasing 
in the participants’ knowledge. This suggests that experts with experience of working with 
inclusive schools are better able to hold participants’ attention and clarify their apprehensions 
about SEN. The evaluation of the training programme is an important finding in terms of 
preparing teachers to address SEN in their classrooms. The outcomes suggest that these 
aspects should be considered carefully when designing and implementing in-service training 
programmes (see Chapter 5). The effects and evaluation of the training programme could 
serve as guidelines for teacher preparation in India and other developing countries.  

7.5. Sustainability of the effectiveness of an in-service training programme 
When teacher preparation is addressed through in-service training programmes, attention 
should also be paid to the sustainability of those programmes. Two perspectives on the 
sustainability of a training programme are worth mentioning here. One is the sustainability of 
effects in the participants’ outcome variables. The other is observing the participants as staff 
members acting to promote inclusion at school. The sustainability of the changes in the 
outcome variables among the participants who received original training needed to be 
evaluated after the passage of some time. It was possible that the changes in the participants’ 
attitudes and the improvements in their knowledge about SEN observed after the original 
training programme would diminish after they returned to daily practice. How the changes in 
the outcome variables can be sustained remains an open question. In this context, it is worth 
determining whether a refresher course is helpful. Another perspective on the sustainability of 
changes are changes in the behaviour of the participants which can be observed by others. 
This observation of behavioural change by others could be regarded as a long-term effect of 
the original training (see Chapter 6). The current study aimed to evaluate the long-term effects 
of the training programme on the outcome variables – attitudes towards and knowledge about 
SEN, and knowledge about teaching methods – after a refresher course. The current study 
showed that changes in attitudes and knowledge were only sustained among teachers who 
followed the refresher course (see Chapter 6). Furthermore, behavioural changes among 
teachers were observed by their school principals. The current study found that teachers need 
support after the original training programme. Support was provided in this study in the form 
of a two-day refresher course which helped teachers consolidate and clarify their previously 
acquired knowledge. This means that a refresher course is an imperative follow-up to in-
service training programmes and is strongly recommended after the passage of some time. 
The current study certainly demonstrates the added value of a refresher course in supporting 
teachers in managing SEN in their classrooms. It should be considered an essential part of 
teacher preparation for the achievement of inclusive education. Refresher courses might be 
more effective in urban areas and the larger cities in India because of the greater ease of travel 
there, whereas travelling great distances to attend refresher courses may not be an option for 
teachers in rural areas. On-site support by experts for teachers who have followed an in-
service training programme could be more effective in rural areas. In other developing 
countries the same conditions may apply to attending refresher courses.  

 

 
 

Our findings suggest that the sustainability of the in-service training programme 
should be regarded from a broader perspective, as over time, participant teachers will become 
members of ‘core groups’, promoting the achievement of the EFA goal in developing 
countries. Furthermore, the aim of such training programmes should be to prepare such core 
groups rather than individuals. This contrasts with the current model of training individuals or 
‘train the trainer’ (Bhatnagar & Das, 2013 b) at individual schools, which have only limited 
sustainability. This model entails one teacher from each school receiving training and then 
training fellow teachers on returning. However, if 3-4 teachers are trained from each school, 
they will form a ‘core group’ which has greater sustainability. Based on the current study, we 
recommend training core groups of teachers to overcome the shortfall of adequately prepared 
teachers and facilitate inclusion.  

The sustainability of the three teacher outcome variables which were targeted in this 
study should facilitate the implementation of inclusive education. As a consequence, it is 
desirable to evaluate student outcomes in terms of the increase in the number of students with 
SEN in schools, their academic performance and their social participation. Those student 
outcomes could not be measured in the current study due to time constraints. It would be 
worth conducting further research in future to obtain more knowledge on student outcomes.  

7.6. Achieving Education for All in developing countries  
The goal of achieving EFA and making education inclusive for students with SEN is indeed a 
massive task in developing countries. There are no easy solutions to realise it. However, the 
current study found that teacher preparation should be addressed to help make progress. The 
current study provides a blueprint for teacher preparation which has positive short and long-
term effects. An in-service training programme is an effective alternative addition to help 
improve the supply of effectively trained teachers, and the details of such a training 
programme were explored in the current study. Furthermore, its long term effects will be 
evident in i) preparing a ‘core group’ of teachers within each school, thereby filling the 
shortfall of special teachers; ii) having a positive effect on student outcomes such as in their 
continuation of education rather than dropping out; iii) a positive effect on the students’ 
academic performance and social participation beyond merely being ‘placed’ in the school.  

In order to take the next step towards achieving the Education For All goal, several 
recommendations are made based on our findings:  

 Projects endorsing inclusion of students with special needs undertaken by international 
organisations should be evaluated systematically on student outcomes. The evaluative 
variables could be related to i) student placement and ii) quality of life.  
Student placement can be viewed as an increase in enrolment and completion of 
educational goals. Quality of life can be regarded as better academic performance and 
social participation.  

 An in-service training programme is a solution to teacher preparation. 
 The three aspects to focus on in an in-service teacher training programme are i) 

creating a positive attitude towards SEN, ii) imparting knowledge about special needs 
and, iii) imparting knowledge about teaching methods.  
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 A core group of teachers can be prepared through an in-service training programme to 
sustain teacher attitudes and knowledge about SEN and knowledge about teaching 
methods. 
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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.  
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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 
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training programme.  
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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 
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immediately to further the implementation of inclusive education in developing countries.  
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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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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 
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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 
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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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Samenvatting (Summary in Dutch) 
 

Achtergrond  

Het millenniumdoel (2000-2015) Education for All (EFA, onderwijs voor alle kinderen) heeft 
in ontwikkelingslanden veel losgemaakt. Het is in veel landen centraal beleid dat als 
speerpunt heeft dat alle kinderen naar school zouden moeten gaan. EFA is in 
ontwikkelingslanden enorm belangrijk omdat het doel, alle kinderen onderwijs bieden, daar 
cruciaal is,  meer dan in de westerse wereld. . De uitdaging van EFA in ontwikkelingslanden 
is om alle kinderen onderwijs te bieden, ongeacht hun sociaal-economische achtergrond, 
etniciteit, geslacht of speciale onderwijsbehoeften. Het EFA-doel is in veel westerse landen 
grotendeels bereikt; slechts een kleine groep kinderen gaat niet naar school of maakt de 
middelbare school niet af. In westerse landen ligt de nadruk dan ook meer op inclusief 
onderwijs. Inclusief onderwijs wil zeggen onderwijs voor leerlingen met speciale 
onderwijsbehoeften binnen het reguliere onderwijssysteem, door gebruik te maken van de 
scholen waar hun leeftijdgenoten ook naartoe gaan. De uitdaging van inclusief onderwijs in 
de westerse wereld is het tegengaan van segregatie en het bieden van toegang tot regulier 
onderwijs.  

In ontwikkelingslanden kan inclusief onderwijs echter worden gezien als een 
onderdeel van EFA. EFA heeft als doel om alle kinderen onderwijs te bieden, en inclusief 
onderwijs pleit voor regulier onderwijs, juist voor leerlingen met speciale onderwijsbehoeften. 
Inclusief onderwijs legt zo de oprichting van speciale scholen aan banden en dient als 
oplossing voor problemen tijdens de uitvoering en voltooiing van EFA. Hoewel EFA zich aan 
de ene kant ook richt op leerlingen in ontwikkelingslanden met speciale onderwijsbehoeften, 
blijft deze groep leerlingen dus uitgesloten van het onderwijssysteem. Er zijn verschillende 
redenen te noemen waarom leerlingen met speciale onderwijsbehoeften geen regulier 
onderwijs volgen, bijvoorbeeld sociaal-culturele aannames, prioriteiten van de overheid en 
beschikbare middelen. Wat betreft de periode waarbinnen het EFA-doel zou moeten worden 
behaald, is het feit dat leerlingen met speciale onderwijsbehoeften nog steeds beperkt toegang 
hebben tot regulier onderwijs inderdaad een bron van zorg. Deze groep leerlingen heeft echter 
wel recht op toegang tot regulier onderwijs. Er zijn verschillende factoren aangedragen die 
van belang zouden zijn om onderwijs inclusief te maken. Die factoren zijn een passend 
juridisch kader, helder beleid en een heldere publieke opinie, de juiste infrastructuur en de 
juiste materialen voor scholen, de houding van leraren, de benodigde kennis en vaardigheden 
en de betrokkenheid van de ouders.  

Men is het erover eens dat leraren in het reguliere onderwijs een sleutelrol spelen in 
het inclusief maken van het onderwijs. Hun houding en vaardigheden op het gebied van 
inclusief onderwijs zijn belangrijk voor het realiseren van veranderingen in welke situatie dan 
ook, maar vooral voor het inclusief maken van onderwijs. Een groep leraren heeft echter 
aangegeven niet voldoende toegerust te zijn om leerlingen met speciale onderwijsbehoeften in 
hun klassen op te nemen. Er zijn verschillende aspecten aangedragen wat betreft de mate 
waarin leraren in staat zijn te voldoen aan de speciale onderwijsbehoeften van deze leerlingen, 

 

 
 

bijvoorbeeld hun houding ten opzichte van inclusief onderwijs, hun kennis over speciale 
onderwijsbehoeften en hun kennis over lesmethoden. Een positieve houding van leraren in het 
reguliere onderwijs ten opzichte van inclusief onderwijs en hun kennis over speciaal 
onderwijs en over lesmethoden zouden het opnemen van leerlingen met speciale 
onderwijsbehoeften bevorderen. Als leraren op de hoogte zijn van speciale 
onderwijsbehoeften en weten hoe ze daarmee moeten omgaan, zullen ze bovendien beter in 
staat zijn om hun klas inclusief te maken.  

De drie aspecten (d.w.z., houding, kennis over beperkingen en kennis over 
lesmethoden) die bepalen in welke mate leraren zijn toegerust voor inclusief onderwijs 
kunnen worden beïnvloed door middel van een intern trainingsprogramma voor leraren. Tot 
nu toe zijn bestaande trainingsprogramma’s vooral beoordeeld op basis van hun effecten op 
de korte termijn, terwijl nauwelijks is onderzocht of die effecten ook op de lange termijn 
standhouden. Bovendien is de beoordeling van de langetermijneffecten meestal gericht op de 
inhoud van de trainingsprogramma’s, zoals de informatie die tijdens het programma wordt 
aangeboden. De bredere langetermijneffecten, zoals gedragsverandering bij de deelnemers die 
door anderen wordt waargenomen, worden nauwelijks onderzocht. 

Dit onderzoek richtte zich op de implementatie van inclusief onderwijs binnen de 
context van ontwikkelingslanden. Het doel van dit onderzoek was het onderzoeken van 
factoren die worden gezien als belangrijk voor het implementeren van inclusief onderwijs 
voor leerlingen met speciale onderwijsbehoeften in ontwikkelingslanden. Het voornaamste 
doel van het onderzoek was om leraren in het reguliere onderwijs voor te bereiden op 
inclusief onderwijs door invloed uit te oefenen op hun houding, hun kennis over beperkingen 
en hun kennis over lesmethoden. Om dit te bereiken, zijn in dit onderzoek de drie genoemde 
aspecten gemeten en aangepakt door middel van in-service trainingsprogramma en werd de 
effectiviteit van dit in-service trainingsprogramma op zowel de korte als lange termijn 
onderzocht. 

Samenvatting van de hoofdstukken  

Het doel van hoofdstuk 2 was het beschrijven van de factoren die worden gezien als 
belangrijk voor de implementatie van inclusief onderwijs in ontwikkelingslanden. Door 
middel van een systematische review is gekeken welke acties ondernomen zijn in 
ontwikkelingslanden en wat de effecten van deze acties zijn. De geselecteerde studies zijn 
ondergebracht in een aantal review belangrijke : externe factoren, scholenfactoren, leraren en 
ouders, en maakte gebruik van de Human Development Index voor het definiëren van 
ontwikkelingslanden. Uit het onderzoek (n = 15studies) bleek dat er verschillende acties waren 
ondernomen in ontwikkelingslanden. De meeste acties die onder externe factoren vielen, 
hadden te maken met het afstemmen van het onderwijsbeleid/de onderwijswetgeving op de 
internationale trends in inclusief onderwijs. Wat betreft de factor scholen bleek dat maar 
weinig individuele initiatieven in de lokale gemeenschappen rekening hadden gehouden met 
leerlingen met speciale onderwijsbehoeften. Op het gebied van de factor leraren richtte de 
geselecteerde studie zich op de mate waarin leraren zijn toegerust voor inclusief onderwijs. 
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Samenvatting (Summary in Dutch) 
 

Achtergrond  

Het millenniumdoel (2000-2015) Education for All (EFA, onderwijs voor alle kinderen) heeft 
in ontwikkelingslanden veel losgemaakt. Het is in veel landen centraal beleid dat als 
speerpunt heeft dat alle kinderen naar school zouden moeten gaan. EFA is in 
ontwikkelingslanden enorm belangrijk omdat het doel, alle kinderen onderwijs bieden, daar 
cruciaal is,  meer dan in de westerse wereld. . De uitdaging van EFA in ontwikkelingslanden 
is om alle kinderen onderwijs te bieden, ongeacht hun sociaal-economische achtergrond, 
etniciteit, geslacht of speciale onderwijsbehoeften. Het EFA-doel is in veel westerse landen 
grotendeels bereikt; slechts een kleine groep kinderen gaat niet naar school of maakt de 
middelbare school niet af. In westerse landen ligt de nadruk dan ook meer op inclusief 
onderwijs. Inclusief onderwijs wil zeggen onderwijs voor leerlingen met speciale 
onderwijsbehoeften binnen het reguliere onderwijssysteem, door gebruik te maken van de 
scholen waar hun leeftijdgenoten ook naartoe gaan. De uitdaging van inclusief onderwijs in 
de westerse wereld is het tegengaan van segregatie en het bieden van toegang tot regulier 
onderwijs.  

In ontwikkelingslanden kan inclusief onderwijs echter worden gezien als een 
onderdeel van EFA. EFA heeft als doel om alle kinderen onderwijs te bieden, en inclusief 
onderwijs pleit voor regulier onderwijs, juist voor leerlingen met speciale onderwijsbehoeften. 
Inclusief onderwijs legt zo de oprichting van speciale scholen aan banden en dient als 
oplossing voor problemen tijdens de uitvoering en voltooiing van EFA. Hoewel EFA zich aan 
de ene kant ook richt op leerlingen in ontwikkelingslanden met speciale onderwijsbehoeften, 
blijft deze groep leerlingen dus uitgesloten van het onderwijssysteem. Er zijn verschillende 
redenen te noemen waarom leerlingen met speciale onderwijsbehoeften geen regulier 
onderwijs volgen, bijvoorbeeld sociaal-culturele aannames, prioriteiten van de overheid en 
beschikbare middelen. Wat betreft de periode waarbinnen het EFA-doel zou moeten worden 
behaald, is het feit dat leerlingen met speciale onderwijsbehoeften nog steeds beperkt toegang 
hebben tot regulier onderwijs inderdaad een bron van zorg. Deze groep leerlingen heeft echter 
wel recht op toegang tot regulier onderwijs. Er zijn verschillende factoren aangedragen die 
van belang zouden zijn om onderwijs inclusief te maken. Die factoren zijn een passend 
juridisch kader, helder beleid en een heldere publieke opinie, de juiste infrastructuur en de 
juiste materialen voor scholen, de houding van leraren, de benodigde kennis en vaardigheden 
en de betrokkenheid van de ouders.  

Men is het erover eens dat leraren in het reguliere onderwijs een sleutelrol spelen in 
het inclusief maken van het onderwijs. Hun houding en vaardigheden op het gebied van 
inclusief onderwijs zijn belangrijk voor het realiseren van veranderingen in welke situatie dan 
ook, maar vooral voor het inclusief maken van onderwijs. Een groep leraren heeft echter 
aangegeven niet voldoende toegerust te zijn om leerlingen met speciale onderwijsbehoeften in 
hun klassen op te nemen. Er zijn verschillende aspecten aangedragen wat betreft de mate 
waarin leraren in staat zijn te voldoen aan de speciale onderwijsbehoeften van deze leerlingen, 

 

 
 

bijvoorbeeld hun houding ten opzichte van inclusief onderwijs, hun kennis over speciale 
onderwijsbehoeften en hun kennis over lesmethoden. Een positieve houding van leraren in het 
reguliere onderwijs ten opzichte van inclusief onderwijs en hun kennis over speciaal 
onderwijs en over lesmethoden zouden het opnemen van leerlingen met speciale 
onderwijsbehoeften bevorderen. Als leraren op de hoogte zijn van speciale 
onderwijsbehoeften en weten hoe ze daarmee moeten omgaan, zullen ze bovendien beter in 
staat zijn om hun klas inclusief te maken.  

De drie aspecten (d.w.z., houding, kennis over beperkingen en kennis over 
lesmethoden) die bepalen in welke mate leraren zijn toegerust voor inclusief onderwijs 
kunnen worden beïnvloed door middel van een intern trainingsprogramma voor leraren. Tot 
nu toe zijn bestaande trainingsprogramma’s vooral beoordeeld op basis van hun effecten op 
de korte termijn, terwijl nauwelijks is onderzocht of die effecten ook op de lange termijn 
standhouden. Bovendien is de beoordeling van de langetermijneffecten meestal gericht op de 
inhoud van de trainingsprogramma’s, zoals de informatie die tijdens het programma wordt 
aangeboden. De bredere langetermijneffecten, zoals gedragsverandering bij de deelnemers die 
door anderen wordt waargenomen, worden nauwelijks onderzocht. 

Dit onderzoek richtte zich op de implementatie van inclusief onderwijs binnen de 
context van ontwikkelingslanden. Het doel van dit onderzoek was het onderzoeken van 
factoren die worden gezien als belangrijk voor het implementeren van inclusief onderwijs 
voor leerlingen met speciale onderwijsbehoeften in ontwikkelingslanden. Het voornaamste 
doel van het onderzoek was om leraren in het reguliere onderwijs voor te bereiden op 
inclusief onderwijs door invloed uit te oefenen op hun houding, hun kennis over beperkingen 
en hun kennis over lesmethoden. Om dit te bereiken, zijn in dit onderzoek de drie genoemde 
aspecten gemeten en aangepakt door middel van in-service trainingsprogramma en werd de 
effectiviteit van dit in-service trainingsprogramma op zowel de korte als lange termijn 
onderzocht. 

Samenvatting van de hoofdstukken  

Het doel van hoofdstuk 2 was het beschrijven van de factoren die worden gezien als 
belangrijk voor de implementatie van inclusief onderwijs in ontwikkelingslanden. Door 
middel van een systematische review is gekeken welke acties ondernomen zijn in 
ontwikkelingslanden en wat de effecten van deze acties zijn. De geselecteerde studies zijn 
ondergebracht in een aantal review belangrijke : externe factoren, scholenfactoren, leraren en 
ouders, en maakte gebruik van de Human Development Index voor het definiëren van 
ontwikkelingslanden. Uit het onderzoek (n = 15studies) bleek dat er verschillende acties waren 
ondernomen in ontwikkelingslanden. De meeste acties die onder externe factoren vielen, 
hadden te maken met het afstemmen van het onderwijsbeleid/de onderwijswetgeving op de 
internationale trends in inclusief onderwijs. Wat betreft de factor scholen bleek dat maar 
weinig individuele initiatieven in de lokale gemeenschappen rekening hadden gehouden met 
leerlingen met speciale onderwijsbehoeften. Op het gebied van de factor leraren richtte de 
geselecteerde studie zich op de mate waarin leraren zijn toegerust voor inclusief onderwijs. 
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De factor ouders werden volledig buiten beschouwing gelaten. Wat betreft de effectiviteit van 
de geselecteerde studies bleek dat deze niet tot nauwelijks onderzocht en gerapporteerd zijn.  

Op basis van de analyses kunnen twee belangrijke resultaten worden geformuleerd. Het eerste 
resultaat is dat er weliswaar wetgeving voor inclusief onderwijs aanwezig was, maar dat de 
implementatie daarvan, in de vorm van leerlingen met speciale onderwijsbehoeften die 
gebruikmaken van reguliere scholen, nog niet zichtbaar was. Dit resultaat heeft significante 
gevolgen voor ontwikkelingslanden. Het onderzoek concludeerde dat de ideeën van westerse 
landen over de implementatie van inclusief onderwijs niet een op een kunnen worden 
gekopieerd, maar moeten worden vertaald naar de situatie in ontwikkelingslanden. Zo zou een 
‘bottom-up’-benadering voor ontwikkelingslanden zinvoller zijn. Het tweede resultaat is dat 
de mate waarin leraren in staat zijn leerlingen met speciale onderwijsbehoeften in hun klassen 
op te nemen, sterk bepaald wordt door hun training. Uit twee projecten bleek het trainen van 
leraren te leiden tot een toename van het aantal leerlingen met speciale onderwijsbehoeften op 
reguliere scholen. Dit was ook het onderwerp van vijf onderzoeken die in de review werden 
genoemd, waarin de resultaten van trainingsprogramma’s voor leraren niet waren gemeten. 
Dit is een belangrijk resultaat waarop direct zou moeten worden ingespeeld om de 
implementatie van inclusief onderwijs in ontwikkelingslanden te bevorderen.  

Naar aanleiding van de resultaten van de systematische review was de volgende stap 
gericht op de mate waarin leraren zijn voorbereid. Hoofdstuk 3 had twee doelen: het meten en 
beschrijven van de houding van leraren in het reguliere onderwijs ten opzichte van inclusief 
onderwijs, hun kennis over beperkingen en hun kennis over lesmethoden. Om het eerste doel 
te bereiken, zochten we naar relevante en betrouwbare meetinstrumenten. We vonden een 
instrument voor het meten van houding op basis van de driecomponententheorie van 
houdingen (cognitieve, affectieve en gedragscomponenten). We ontwikkelden een instrument 
voor het meten van kennis over beperkingen (attention deficit hyperactive disorder (ADHD), 
dyslexie, verstandelijke beperkingen (VB) en autistismespectrumstoornis (ASS)). Voor het 
meten van kennis over lesmethoden pasten we een bestaand instrument aan. Nadat de 
instrumenten naar het Hindi waren vertaald, werden ze in een pilotonderzoek bij een groep 
leraren afgenomen (N = 115). Uit de resultaten van het pilotonderzoek bleek dat het 
instrument voor het meten van houding en kennis over lesmethoden voldoende betrouwbaar 
was, maar dat de betrouwbaarheidscoëfficiënten voor het instrument voor het meten van 
kennis over de vier verschillende type beperkingen laag waren. De deelnemende leraren 
bleken het moeilijk te vinden om te reageren op stellingen over de vier type beperkingen, 
omdat ze de gebruikte termen nog nooit hadden gehoord. Daarom werd besloten om de 
bestaande kennis van de leraren te meten met behulp van vignetten met een beschrijving van 
de vier type beperkingen. Na een zorgvuldige evaluatie van de item-totaal correlatie en nadat 
ongeschikte items waren verwijderd, bleek de betrouwbaarheidscoëfficiënt voldoende.  

Om het tweede doel van het onderzoek te realiserenis de verzamelde data over de 
houding en kennis van de leraren geanalyseerd en beschreven. Het bleek dat de houding van 
leraren ten opzichte van inclusief onderwijs neutraal was. Ze bleken wel enige kennis over 
ADHD en VB, maar heel weinig kennis over dyslexie en ASS te hebben. De deelnemende 

 

 
 

leraren bleken ook weinig kennis te hebben over lesmethoden. De resultaten lieten zien dat er 
behoefte is aan het voorbereiden van leraren op inclusief onderwijs.  

De volgende stap was het ontwikkelen van een kort in-servicetrainingsprogramma. 
Het proces van het ontwikkelen van dit trainingsprogramma wordt beschreven in hoofdstuk 4. 
Er werd een trainingsprogramma ontworpen voor vier achtereenvolgende weekdagen. Het 
programma duurde in totaal dertig uur, opgedeeld in sessies van 2,5 uur. Het was gericht op 
het geven van informatie over recente wetgeving (zoals de Right to Education Act) en beleid 
dat inclusie bevordert. Deze informatie werd aangeboden om een verandering teweeg te 
brengen in de houding van leraren. Om de kennis over de vier type beperkingen (ADHD, VB, 
dyslexie en ASS) te vergroten, werd informatie gegeven over de bijbehorende kenmerken en 
de mogelijke uitingsvormen in de klas. Wat betreft de kennis over lesmethoden werden 
verschillende methoden uitgelegd en werd er ingegaan op het gebruik van de methoden 
(bijvoorbeeld metacognitie, mnemoniek, scaffolding). Voorafgaand aan de training werd de 
inhoud ervan gevalideerd door een panel van deskundigen. Aanbevelingen van dit panel 
werden verwerkt in het definitieve trainingsprogramma. 

De evaluatie van het in-servicetrainingsprogramma wordt beschreven in hoofdstuk 5. 
Door middel van een pre-posttest met een controlegroep werden de effecten van de training 
door middel van een variatieanalyse (ANCOVA) geëvalueerd. De controlegroep bestond uit 
49 leraren en de onderzoeksgroep uit 40 leraren. De vragenlijst die eerder was gebruikt om de 
houding ten aanzien van en kennis over beperkingen en lesmethoden te meten, was voldoende 
betrouwbaar (zie hoofdstuk 3) en werd vóór en na het trainingsprogramma aan beide groepen 
voorgelegd. De drie uitkomstmaten waren houding, kennis over beperkingen en kennis over 
lesmethoden. De ANCOVA’s lieten een statistisch significante verbetering zien wat betreft 
houding, kennis over beperkingen en kennis over lesmethoden onder de leraren die het 
trainingsprogramma hadden gevolgd (de onderzoeksgroep). Leraren die het 
trainingsprogramma hadden gevolgd, bleken significant meer kennis te hebben verkregen 
over dyslexie en ASS, maar niet over ADHD en VB. Het trainingsprogramma werd daarnaast 
door de deelnemers geëvalueerd met behulp van een vragenlijst (bijvoorbeeld over het nut van 
de inhoud, de relevantie van de onderwerpen en de duur van het programma). De 
deelnemende leraren vonden het trainingsprogramma geschikt voor wat betreft duur, inhoud, 
methode en verstrekte informatie.  

De langetermijneffecten van het trainingsprogramma per uitkomstmaat (d.w.z. 
houding, kennis over beperkingen en kennis over lesmethoden) worden beschreven in 
hoofdstuk 6. Het eerste doel van het onderzoek was na te gaan wat de  langetermijneffecten 
waren van de training over een periode van een jaar.. Het tweede doel van het onderzoek was 
om de bredere effecten van het trainingsprogramma vast te leggen zoals die zijn 
waargenomen door de schoolhoofden. Er werd een opfriscursus georganiseerd als aanvulling 
op het oorspronkelijke trainingsprogramma. De deelnemers van de oorspronkelijke 
onderzoeksgroep die niet konden deelnemen aan de opfriscursus vormden de controlegroep (n 
= 19) en de deelnemers aan de opfriscursus vormden de onderzoeksgroep (n = 18). De 
vragenlijst die in het oorspronkelijke onderzoek was gebruikt (zie hoofdstuk 5) werd na de 
opfriscursus opnieuw gebruikt om de langetermijneffecten te bepalen. De resultaten van de 
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De factor ouders werden volledig buiten beschouwing gelaten. Wat betreft de effectiviteit van 
de geselecteerde studies bleek dat deze niet tot nauwelijks onderzocht en gerapporteerd zijn.  

Op basis van de analyses kunnen twee belangrijke resultaten worden geformuleerd. Het eerste 
resultaat is dat er weliswaar wetgeving voor inclusief onderwijs aanwezig was, maar dat de 
implementatie daarvan, in de vorm van leerlingen met speciale onderwijsbehoeften die 
gebruikmaken van reguliere scholen, nog niet zichtbaar was. Dit resultaat heeft significante 
gevolgen voor ontwikkelingslanden. Het onderzoek concludeerde dat de ideeën van westerse 
landen over de implementatie van inclusief onderwijs niet een op een kunnen worden 
gekopieerd, maar moeten worden vertaald naar de situatie in ontwikkelingslanden. Zo zou een 
‘bottom-up’-benadering voor ontwikkelingslanden zinvoller zijn. Het tweede resultaat is dat 
de mate waarin leraren in staat zijn leerlingen met speciale onderwijsbehoeften in hun klassen 
op te nemen, sterk bepaald wordt door hun training. Uit twee projecten bleek het trainen van 
leraren te leiden tot een toename van het aantal leerlingen met speciale onderwijsbehoeften op 
reguliere scholen. Dit was ook het onderwerp van vijf onderzoeken die in de review werden 
genoemd, waarin de resultaten van trainingsprogramma’s voor leraren niet waren gemeten. 
Dit is een belangrijk resultaat waarop direct zou moeten worden ingespeeld om de 
implementatie van inclusief onderwijs in ontwikkelingslanden te bevorderen.  

Naar aanleiding van de resultaten van de systematische review was de volgende stap 
gericht op de mate waarin leraren zijn voorbereid. Hoofdstuk 3 had twee doelen: het meten en 
beschrijven van de houding van leraren in het reguliere onderwijs ten opzichte van inclusief 
onderwijs, hun kennis over beperkingen en hun kennis over lesmethoden. Om het eerste doel 
te bereiken, zochten we naar relevante en betrouwbare meetinstrumenten. We vonden een 
instrument voor het meten van houding op basis van de driecomponententheorie van 
houdingen (cognitieve, affectieve en gedragscomponenten). We ontwikkelden een instrument 
voor het meten van kennis over beperkingen (attention deficit hyperactive disorder (ADHD), 
dyslexie, verstandelijke beperkingen (VB) en autistismespectrumstoornis (ASS)). Voor het 
meten van kennis over lesmethoden pasten we een bestaand instrument aan. Nadat de 
instrumenten naar het Hindi waren vertaald, werden ze in een pilotonderzoek bij een groep 
leraren afgenomen (N = 115). Uit de resultaten van het pilotonderzoek bleek dat het 
instrument voor het meten van houding en kennis over lesmethoden voldoende betrouwbaar 
was, maar dat de betrouwbaarheidscoëfficiënten voor het instrument voor het meten van 
kennis over de vier verschillende type beperkingen laag waren. De deelnemende leraren 
bleken het moeilijk te vinden om te reageren op stellingen over de vier type beperkingen, 
omdat ze de gebruikte termen nog nooit hadden gehoord. Daarom werd besloten om de 
bestaande kennis van de leraren te meten met behulp van vignetten met een beschrijving van 
de vier type beperkingen. Na een zorgvuldige evaluatie van de item-totaal correlatie en nadat 
ongeschikte items waren verwijderd, bleek de betrouwbaarheidscoëfficiënt voldoende.  

Om het tweede doel van het onderzoek te realiserenis de verzamelde data over de 
houding en kennis van de leraren geanalyseerd en beschreven. Het bleek dat de houding van 
leraren ten opzichte van inclusief onderwijs neutraal was. Ze bleken wel enige kennis over 
ADHD en VB, maar heel weinig kennis over dyslexie en ASS te hebben. De deelnemende 

 

 
 

leraren bleken ook weinig kennis te hebben over lesmethoden. De resultaten lieten zien dat er 
behoefte is aan het voorbereiden van leraren op inclusief onderwijs.  

De volgende stap was het ontwikkelen van een kort in-servicetrainingsprogramma. 
Het proces van het ontwikkelen van dit trainingsprogramma wordt beschreven in hoofdstuk 4. 
Er werd een trainingsprogramma ontworpen voor vier achtereenvolgende weekdagen. Het 
programma duurde in totaal dertig uur, opgedeeld in sessies van 2,5 uur. Het was gericht op 
het geven van informatie over recente wetgeving (zoals de Right to Education Act) en beleid 
dat inclusie bevordert. Deze informatie werd aangeboden om een verandering teweeg te 
brengen in de houding van leraren. Om de kennis over de vier type beperkingen (ADHD, VB, 
dyslexie en ASS) te vergroten, werd informatie gegeven over de bijbehorende kenmerken en 
de mogelijke uitingsvormen in de klas. Wat betreft de kennis over lesmethoden werden 
verschillende methoden uitgelegd en werd er ingegaan op het gebruik van de methoden 
(bijvoorbeeld metacognitie, mnemoniek, scaffolding). Voorafgaand aan de training werd de 
inhoud ervan gevalideerd door een panel van deskundigen. Aanbevelingen van dit panel 
werden verwerkt in het definitieve trainingsprogramma. 

De evaluatie van het in-servicetrainingsprogramma wordt beschreven in hoofdstuk 5. 
Door middel van een pre-posttest met een controlegroep werden de effecten van de training 
door middel van een variatieanalyse (ANCOVA) geëvalueerd. De controlegroep bestond uit 
49 leraren en de onderzoeksgroep uit 40 leraren. De vragenlijst die eerder was gebruikt om de 
houding ten aanzien van en kennis over beperkingen en lesmethoden te meten, was voldoende 
betrouwbaar (zie hoofdstuk 3) en werd vóór en na het trainingsprogramma aan beide groepen 
voorgelegd. De drie uitkomstmaten waren houding, kennis over beperkingen en kennis over 
lesmethoden. De ANCOVA’s lieten een statistisch significante verbetering zien wat betreft 
houding, kennis over beperkingen en kennis over lesmethoden onder de leraren die het 
trainingsprogramma hadden gevolgd (de onderzoeksgroep). Leraren die het 
trainingsprogramma hadden gevolgd, bleken significant meer kennis te hebben verkregen 
over dyslexie en ASS, maar niet over ADHD en VB. Het trainingsprogramma werd daarnaast 
door de deelnemers geëvalueerd met behulp van een vragenlijst (bijvoorbeeld over het nut van 
de inhoud, de relevantie van de onderwerpen en de duur van het programma). De 
deelnemende leraren vonden het trainingsprogramma geschikt voor wat betreft duur, inhoud, 
methode en verstrekte informatie.  

De langetermijneffecten van het trainingsprogramma per uitkomstmaat (d.w.z. 
houding, kennis over beperkingen en kennis over lesmethoden) worden beschreven in 
hoofdstuk 6. Het eerste doel van het onderzoek was na te gaan wat de  langetermijneffecten 
waren van de training over een periode van een jaar.. Het tweede doel van het onderzoek was 
om de bredere effecten van het trainingsprogramma vast te leggen zoals die zijn 
waargenomen door de schoolhoofden. Er werd een opfriscursus georganiseerd als aanvulling 
op het oorspronkelijke trainingsprogramma. De deelnemers van de oorspronkelijke 
onderzoeksgroep die niet konden deelnemen aan de opfriscursus vormden de controlegroep (n 
= 19) en de deelnemers aan de opfriscursus vormden de onderzoeksgroep (n = 18). De 
vragenlijst die in het oorspronkelijke onderzoek was gebruikt (zie hoofdstuk 5) werd na de 
opfriscursus opnieuw gebruikt om de langetermijneffecten te bepalen. De resultaten van de 
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opfriscursus werden gemeten door ANOVA met herhaalde metingen uit te voeren. De 
deelnemende leraren die de opfriscursus hadden bijgewoond, bleken een significant 
positievere houding en meer kennis over beperkingen te hebben. Er werd geen toename 
gemeten van de kennis over lesmethoden onder de deelnemende leraren aan de opfriscursus.  

Er werden semigestructureerde interviews gehouden met schoolhoofden (n=4) om het 
tweede doel van het onderzoek te realiseren. De schoolhoofden gaven aan dat de leraren die 
de opfriscursus hadden bijgewoond duidelijk ander gedrag vertoonden in hun dagelijkse 
praktijk. Deze gedragsveranderingen werden ervaren als bewustzijn van en gevoeligheid voor 
de speciale onderwijsbehoeften van leerlingen in de klas. De kennistoename bleek toen de 
leraren, nadat ze het oorspronkelijke trainingsprogramma hadden gevolgd, workshops gaven 
over het delen van kennis, hun collega’s hielpen door werkbladen en instructies op te stellen 
en veranderingen aanbrachten in de klassenregels. 

Hoofdstuk 7 bevat de algemene discussie waarbij speciale nadruk is gelegd op het 
realiseren van het EFA-doel in ontwikkelingslanden. Het voorbereiden van leraren d.m.v. een 
trainingsprogramma kan worden beschouwd als een belangrijk hulpmiddel in de meeste 
ontwikkelingslanden. Wat betreft de implementatie van inclusief onderwijs in het dagelijks 
leven bleek uit het onderzoek dat de aandacht in eerste instantie vooral moet uitgaan naar de 
leraar. Voor dat doel biedt dit onderzoek een routekaart. De routekaart stelt dat een in-service 
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Het in-service trainingsprogramma heeft als direct resultaat dat het aansluit op de behoeften 
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